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Avant-propos

C'est avec un plaisir tout particulier que je présente ce recueil 2011 des
Actes de la Conférence Internationale Éducation, Économie et Société. La
mise en perspective des éditions successives révèle incontestatblement
une tendance au renforcement de la qualité des textes publiés dans cette
collection. La généralisation cette année du principe d'évaluation en
double aveugle par les pairs a sans aucun doute constiué un facteur
supplémentaire d'amélioration qualitative. Je voudrais remercier ici tous
les auteurs qui ont bien voulu se plier aux règles souvent exigeantes
qu'imposait cette procédure.
Comme chaque année, les contributions publiées – et plus encore celles
présentées à la Conférence – reflètent la diversité et la richesse de la
recherche internationale contemporaine en sciences de l‘éducation. Les
travaux publiés dans ces Actes, en particulier, témoignent du souci des
auteurs de contribuer avec rigueur au processus de création et
d‘accumulation des connaissances. Je les en remercie.
Mes remerciements vont également à toutes celles et à tous ceux qui ont
bien voulu apporter leur contribution à cette Conférence et aux Actes : M.
Jean-François Marcel, Professeur à l‘ENFA Toulouse et Directeur de l'UMR
Education, Formation, Travail et Savoirs, qui a bien voulu accepter de
prononcer l‘exposé inaugural ; les participants à la Conférence, et en
particulier les auteurs des contributions rassemblées dans ces Actes ; les
membres du Comité scientifique ; et l‘équipe organisatrice. J‘espère que
les textes rassemblés ici fourniront à chacun les matériaux d'une réflexion
nourrie et renouvelée.

Professeur Guy Tchibozo
Coordonnateur de la Conférence

Foreword

I am particularly pleased to present the Proceedings of the 2011 Paris
International Conference on Education, Economy and Society. Looking
back the volumes already issued in this series, it is clear that the overall
quality of the contributions published has been increasing over years.
Extending the double-blind peer-review process to all papers this year has
certainly played a decisive role in this progress. I would like to thank here
the authors who have accepted to follow this often demanding procedure.
As every year, the contributions published – and even more the whole set
of papers presented at the Conference – mirror the diversity of
contemporary international education research. In particular, the papers
presented in these Proceedings witness their authors' will to soundly
contribute to the knowledge creation and accumulation process. Many
thanks to each of them.
I more generally would like to thank all those who engaged in- and
provided support to this Conference and its Proceedings: Professor JeanFrançois Marcel, from ENFA Toulouse, Director of the UMR Education,
Formation, Travail et Savoirs research unit, for accepting to deliver the
keynote address; the Conference participants, especially those whose
papers are included in this book; the members of the Academic
Committee; and the Organising Committee. I hope that all these papers
gathered here will serve to sustain and renew reflection.

Professor Guy Tchibozo
Conference Coordinator
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LE TRAVAIL ENSEIGNANT COMME ENJEUX : QUAND LA
SPHÈRE SCIENTIFIQUE INTERROGE LA SPHÈRE POLITIQUE
Jean-François MARCEL
UMR Education, Formation, Travail et Savoirs, ENFA, Université de Toulouse (France)
jean-francois.marcel@educagri.fr

Comme l'indique le titre retenu, je me propose de vous présenter tout d'abord
mon thème de recherche (le travail enseignant) avant de prendre appui sur ces
travaux pour poser un regard critique sur quelques caractéristiques fortes des
politiques éducatives actuelles.
En effet, ces dernières décennies, le travail enseignant est devenu un enjeu
politique important et pas toujours clairement assumé : il est fortement
transformé par les politiques éducatives sur la base d‘un discours structuré par la
« professionnalisation » des enseignants, le tout, au nom de l‘amélioration de
« l‘efficacité » des systèmes éducatifs.
Rappelons qu'en tant qu‘objet scientifique, le travail enseignant est relativement
récent (les années 2000 pour la recherche francophone). Dès lors, c'est un objet
qui n‘est pas très stabilisé et de nombreuses recherches l‘abordent de manière
diversifiée et plus ou moins explicite.
L'objet scientifique « travail enseignant » soufre donc de trois maux importants :
un déficit de résultats et l‘absence d‘un corpus de connaissances solides, des
orientations de recherche qui visent directement à « l‘améliorer » en négligeant
cette première phase et le parasitage préjudiciable d‘un discours de « sens
commun » très consistant (la connaissance implicite que chacun – parents,
politiques, etc. – est persuadé d‘avoir de cet objet).
Dans ce contexte, la responsabilité de la recherche en éducation est double. Il lui
incombe d'abord d'élaborer un discours scientifiquement légitime, à partir d‘un
corpus de connaissances solides pour contrebalancer le discours de sens commun
(orienté et instrumentalisé à l'occasion par les décideurs politiques). Il lui
incombe ensuite d'exercer sa fonction critique sur les non-dits des politiques
éducatives, et en particulier les notions de professionnalisation et d‘efficacité.
Je consacrerai donc cette intervention à une contribution à l‘entreprise, en
exerçant modestement ma responsabilité de chercheur en éducation. Pour ce
faire, la conférence comprendra donc deux parties, de longueurs un peu
inégales :
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a) Dans la première, je privilégierai la fonction heuristique de la recherche en
explorant d'abord comment le travail enseignant est étudié au niveau
international (ce qui montrera des orientations différentes) ; en présentant
ensuite une recherche en cours visant à mettre en place un observatoire du
travail enseignant dans l'enseignement agricole public (en France) ; et en
détaillant, pour finir, le cadre principal de mes recherches, « le travail partagé »
des enseignants, qui me conduira à dire quelques mots du cadre théorique, des
choix méthodologiques et de quelques avancées en termes de résultats.
b) Dans la seconde, je privilégierai la fonction critique de la recherche. En
m'appuyant sur ce qui précède, je m'efforcerai tout d'abord de mettre au jour les
non-dits des discours politiques qui se revendiquent de la professionnalisation
des enseignants (discours politiques dominants en ce qui concerne les systèmes
éducatifs occidentaux). Je prolongerai cette dynamique en la rattachant à la
notion d'efficacité du travail enseignant et à ce qu'elle sous-entend. Dans les
deux cas, nous assistons à une tentative non assumée de marchandisation de
l'éducation. Il est donc important que la recherche en éducation, qui parfois se
trouve instrumentalisée – et d'autres fois presque complice – fasse preuve d'une
vigilance soutenue.

HOW DOES THEORY LOOK LIKE IN PRACTICE? RESOLVING
THE PEDAGOGICAL DILEMMAS OF PRE-SERVICE TEACHERS
Joseph Seyram Agbenyega
Monash University, Australia

Joseph.agbenyega@monash.edu.

Abstract
This research investigates how pre-service early childhood teachers in one Australian
university make theoretical and pedagogical decisions and adaptations in their teaching
practicum in responding to children‘s diverse developmental and learning needs. It
explores how the pre-service teachers justify and enact decisions about which pedagogical
and theoretical approaches to use in their classrooms, and how they reconcile potential
conflicts and contradictions between their own beliefs, pedagogical and theoretical
knowledge, and those of their mentor teachers. Analysis of self-efficacy checklist and rich
qualitative data obtained through in-depth interviews in a practicum briefing and reflective
session in class helps to illuminate how the pre-service teachers‘ own university preservice education and mentor teachers‘ pedagogical and theoretical positioning can
produce conflicting understanding of theory and experiences of early childhood teaching.
The findings point to pre-service teacher educators to take a more active role in
demonstrating theory in practice to pre-service teachers, encouraging professional
learning communities and providing regular professional development to mentor teachers
to improve early childhood pedagogy.

Keywords
Pedagogical decisions - Pre-service teachers - Teaching practicum

Introduction
Current rapid global developments in early childhood education and care, the
drive towards quality teaching, and the call for wellbeing of all children, is
changing pre-service teacher education landscape. The role of early childhood
teachers is now increasingly complex and demanding (Lovat 2003). Cranston
(1999) argues that teachers, like their students, will need to be prepared for
rapidly changing and unpredictable teaching and learning environments. In the
present study, I examined how early childhood teachers justify and enact
decisions about their theoretical approaches in their teaching and how they
reconcile potential contradictions between their own pedagogical/theoretical
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knowledge and beliefs, and those of their mentor teachers. The study was
informed by two research questions:
How do pre-service early childhood teachers justify and enact decisions about
which pedagogical and theoretical approaches to use in their classrooms?
How do pre-service early childhood teachers reconcile potential contradictions
between their own pedagogical/theoretical knowledge and beliefs and those of
their mentor teachers?
How teachers construct and re-construct their knowledge, including how they
organize their teaching and learning are important for ensuring quality in early
childhood education.

1. Literature review
Research suggests that teachers' understanding of theory affect their thought
processes and determine largely how they do pedagogy (Wood & Bennett 2000).
Disparate classroom characteristics often challenge teachers‘ dominant beliefs,
values and strategies, and make teaching an unpredictable experience (Churchill
et al. 2011). Evidence suggests that transformational teachers tend to resolve
pedagogical and theoretical conflicts by drawing on theoretical reflection to
modify teaching approaches they have learned during their pre-service education
to suit their current condition (Ryan & Goffin 2008). On the contrary
assimilationist pre-service teachers tend to lose focus by reverting to their
existing traditional attitudes to teaching, modeling their mentor teachers on what
they do without questioning its efficacy and theoretical basis (Churchill et al.
2011).
Early childhood pedagogical and theoretical decision-making requires reflective
and tenacious belief in oneself as a teacher otherwise teachers could be invisible
in their practice. Ryan and Goffin (2008) argue:
Teachers in early care and education are missing in at least two ways. First,
although a topic of discussion, particularly as it relates to the presence or
absence of a 4-year degree and teacher certification, teachers and their work are
largely missing from the early care and education literature. Second, and
perhaps more subtly, they are missing in terms of omission: of not having the
knowledge and skills necessary for supporting children‘s learning (p.386).
Many experienced early childhood researchers are concerned that educators are
simply focusing on children and developmental psychology and ignoring how
their own pedagogical decision making influence children‘s learning (Dahlberg,
Moss, & Pence, 1999). Further evidence indicates that teachers become less
visible pedagogically when they use children‘s development as the primary
starting point for curriculum planning and teaching instead of focusing on
learning theories (Ryan & Goffin 2008).
As teachers do not know what to expect in their schools and classrooms prior to
entering those spaces a transformational approach to teacher preparation is
crucial in order to assist teachers to adapt to changing pedagogical situations.
Transformational teachers are proactive and often able to link theory to practice
(Maloney & Barblett 2002; Mezirow, 1997; Ryan & Goffin 2008; Sanguinetti
2000). A renewed interest in the scholarship of developing effective
transformational teachers serve as the basis for teachers to engage in systematic

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

21

inquiry and theoretical infusion as means to deepen their understandings of
teaching and learning (Hatch 2006; McKinney, 2007). It requires placing teacher
development within a Transformative Learning Theory (Mezirow 1997).
Transformative learning theory describes the conditions and processes necessary
for constructing knowledge with teachers who are at various levels of
development and hold a wide range of professional and personal experiences,
and areas of expertise.
The most important tenet of transformative theory and its relevance to teacher
professional learning and development is that it does not conform to traditional
orthodoxy (Mezirow 1997). This means that pre-service teachers in their
professional learning are exposed to multiple theoretical embeddings of practice
as well as are given opportunity to critique, challenge and re-enact theoretical
and pedagogical ideas in order to transform their own thinking. This is opposed
to teacher development as assimilators of packaged knowledge (Giroux 1992).
Research points to the fact that critique and reflection enable pre-service
teachers to develop extensive and distinctive store of professional knowledge
during their professional preparation programs (Commonwealth of Australia
2010). McGonigal (2005) argues that ―transformative learning requires an
environment that encourages and rewards intellectual openness‖ (p.1). This
further supports the idea that teachers cannot internalize, transform and use
appropriate theories to inform their practice if the approach to their training is
not open or perspectival. Mezirow (1991, p. 167) further describes perspective
transformation as:
...the process of becoming critically aware of how and why our assumptions have
come to constrain the way we perceive, understand, and feel about our world;
changing these structures of habitual expectation to make possible a more
inclusive, discriminating, and integrating perspective; and finally, making choices
or otherwise acting upon these new understandings.
If teachers assimilate theory which just fit to their pre-existing knowledge and
structures without carefully interrogating them, becoming a transformed
practitioner may prove very difficult (Genishi, Ryan, Ochsner & Yarnall 2001)
Research needs to focus on ways that early childhood teachers theorize their
pedagogy rather than focusing in on development as an isolated construct.
Teachers‘ knowledge is constantly subject to revision and abandonment through
exposure to classroom conditions during practicum (Ryan, Ochsner & Genishi
2001). Hence, research information on pre-service teachers in particular, and
with respect to education theory in practice, is important for developing teacher
preparation and ongoing professional learning to induce good teaching and
quality early childhood education (Ryan & Goffin 2008; Silin 1987; Swadener &
Kessler 1991).

2. The research context
This research was conducted in the Faculty of Education at one Australian
university located in Melbourne, Victoria. The research involved 160 pre-service
teachers enrolled in Re-imagining Children‘s Learning unit (EDF 2302). This
practicum unit is designed to ground pre-service teachers in a range of different
learning and developmental theories related to children's learning and
development. The unit covers among other things cultural-historical,
poststructural, postmodern and feminist theories as well as constructivist
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perspectives just to name a few. Pre-service teachers attend a 10 week lecture
and tutorials followed by 3-week intensive block professional placement during
which they were expected to apply the theories they have learnt to their
professional practice.
As a university practicum policy, each pre-service teacher was assigned to a
permanent teaching staff as a mentor. The mentor teachers were responsible for
supporting and mentoring the pre-service teachers in developing lesson plans as
well as implementing effective pedagogical practices. Each mentor teacher
completed a written report to the education faculty placement office on the preservice teacher‘s attendance, professional responsibilities, teaching and progress.
During the placement university faculty members were assigned as liaison
lecturers who visited the pre-service teachers once on placement yet they were
not expected to play active role in observing the pre-service teacher‘s teaching
lessons. The one day visit was used to discuss any issue the pre-service teachers
faced during their placement and write brief comments on their portfolios.

3. Method
This study adopted a QUAN-QUAL mixed model design in which the quantitative
and qualitative data were equally weighted and concurrently collected. It is
argued that in this research approach the ―strengths of the qualitative data (eg.
data bout the context) offsets the weaknesses of the quantitative data (e.g
ecological
validity),
and
the
strengths
of
the
quantitative
data
(eg.generalizability) offsets the weakenesses of the qualitative data (eg. context
dependence) (Gay, Mills & Airasian 2009, p. 463).
3.1 Participants
Participants were 2nd Year Bachelor of Early Childhood education students in a
South Eastern city university in Melbourne, Australia. The 106 students who
participated in this study were selected through comprehensive and convenience
sampling techniques. Of the participants, 7% were males, and 93% were
females. All the participants have participated in professional placements in their
first year prior to their second year placement.
3.2 Materials
Materials included a 20-item pre-service teacher self-evaluation checklist which
was measured on a Likert-scale from 5=Strongly disagree, 4=Disagree, 3=Not
sure, 2=Agree to 1=Strongly agree, and two research questions for participants
to discuss in focus groups. The scale obtained a reliability coefficient of 0.82 with
Kaiser-Meyer-Olkin Measure of Sampling Adequacy of 0.81.
3.3 Data collection
The pre-service teacher self-evaluation checklist was distributed to all
participants during tutorial in the week that followed completion of their
professional placement. This was followed by a 2-hour debriefing session in five
focus groups. During the debriefing session the following two questions were
written on a white board to prompt the participants to discuss their professional
placement experiences:
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How do you justify and enact decisions about which pedagogical and
theoretical approaches to use in your classrooms?



How do you reconcile potential contradictions between your own
pedagogical/theoretical knowledge and beliefs and those of your mentor
teachers?

The discussions were tape-recorded by nominated student representatives in
each focus group and the data transcribed by two student representatives. The
transcribed tapes were verified by each focus group after which the studentvalidated versions of the data were included for analysis.
3.4 Data Analysis
Two data sets, qualitative and quantitative were obtained hence, two approaches
were used in the data analyses. First, Richie and Spencer‘s (1993) framework
approach was used to analyse the qualitative data. This involved, data
familiarisation and developing a thematic framework. This was followed by Factor
analysis with Varimax rotation of the quantitative data obtained from the
checklist. The factor analysis enabled the large number of variables to be
reduced to a set of underlying factors from which essential information contained
in the variables emerge. The factors obtained from the factor analysis were
juxtaposed with the components in the qualitative data to extract complementary
themes. These approaches increased the validation process of the data.

4. Results and discussion
4.1 Justifying and enacting theoretical and pedagogical decisions
The findings of this study present learning environments that emphasize a need
for a close link between child development/learning theories and practice. The
factor analysis with Varimax rotation yielded four factors which explained 68.5%
of the variance. The qualitative data significantly supported the quantitative
data.
Rotated Component Matrix

a

Component
1
1.I am able to use learning theories to design my teaching

2

.064 -.279

3

4

.182

.717

2.I feel confident in my ability to apply a learning theory in my teaching

-.066

.632

.163 -.392

3.During teaching I am aware of the theory I am using

-.050

.088

.683 -.045

4.I am able to decide on the learning theory I might use prior to entering the

.135 -.432 -.555

.444

classroom
5.I feel confident to provide my mentor teacher alternative theoretical position if what -.027

.831

.267 -.068

he/she does contradicts what works for me
6.I know how to use relevant theory to design my curriculum

.120

.189 -.088

.818

7.I am confident in using multiple learning theories in the same lesson

.011

.904 -.072

.053
.081

8.In a changing classroom situations I am able to draw on relevant theories

-.102

.181

.689

9.I am confident to identify which theory is relevant to my teaching

-.068

.773

.450 -.129

10.Learning theories make teaching more interesting for me

.058

.897 -.022

.135
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11.I am confident in discussing my teaching difficulty with my peers

.672 -.132

.151

.081

12.My classroom activities are informed by theory

.591 -.053

.662

.133

13.I find it easy to translate theory into practice

.663 -.071

.154 -.149

14.I select my teaching method on the basis of sound theoretical knowledge

.838

.006

.016

.034

15.Theoretical competency helps me to understand the children in my class

.867

.101 -.060

.060

16.I consider myself competent in applying learning theories

.906 -.035 -.013

.001

17.I am able to discuss my theoretical competency with my mentor teacher which I

.842

.029 -.153

.076

.729 -.058 -.209

.295

.865

.091 -.107

.034

.714 -.047 -.055

.116

bring to my teaching
18.

Because of my theoretical competency I am able to minimise the effects of

mismatch between students learning styles and my teaching style
19.

I am competent in using theory to adapt instruction to meet the needs of my

students
20.I feel at ease with theories

Extraction Method: Principal Component Analysis.. a. Rotation converged in 5 iterations.

Table 1. Factor scores after Varimax Rotation with Kaiser Normalization.
*The selected factor scores are in bold. The higher the scores the more negative
the responses.
As can be seen from Table 1, all the factor scores are relatively high indicating
that the majority of students find theory application to pedagogy difficult. Factor
One included 10 items (11-20) and explains 31.3% of the variance. These items
relate to the participants‘ ability and readiness to use learning and
developmental theories to inform their practice. This factor was therefore labeled
―Theoretical Competency‖. Five items (2, 5, 7 9, 10) loaded on Factor Two and
explained 20.8% of the variance which relates to the pre-service teachers‘
confidence to use theories to inform their practice. This factor was called
―Theoretical confidence‖ The third factor explained 9% of the variance with three
loadings that relates to flexibility and awareness of theory during teaching. This
factor was termed ―Reflective practice.‖ Factor Four explained 7.4% of the
variance has three loadings that describe the relevance of theory and the preservice teachers‘ ability to make decisions about which theory to use in designing
their teaching. This factor was referred to as ―Theoretical preparation.‖
Importantly, all the four factors appeared to be interrelated.
4.1.1 Theoretical Competency
The high factor scores demonstrated that the pre-service teachers who
participated in this study experience a significant lack of confidence in applying
learning and developmental theories to their practicum teaching. For example,
some of the participants indicated, ―Why don‘t they just teach us how to teach?
Everything is about theory…Since there are many of them it just doesn‘t help you
to master them before you start your practicum‖ The statement appears to
suggest that the pre-service teachers in their confusion of which theory to use,
lost sight of the complexity and interdependency of theory and effective
teaching. The pre-service teachers‘ call to be taught how to teach without
bothering them with theories suggests a fragmented and mechanistic view of
teaching (Doyle 1990). The complexity of the teaching enterprise and the
complex nature of child development require the adoption of approaches to
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teaching children that consciously utilize appropriate theory to respond to
children‘s learning need in growing crisis of classroom diversity (Commonwealth
of Australia 2010).
4.1.2 Theoretical confidence
The second rated factor for pre-service teachers in this study is their lack of
confidence in using theories to influence their teaching or enact theoretical
explanations of their practice. This has direct link with the first factor,
―theoretical competency‖ as some of the participants described:
You only feel confident to use something if you have deep knowledge of it.
Since we have a lot of theories in one unit, we couldn‘t get to the bottom of
everything…you don‘t expect magic from us…we don‘t actually see how the
classrooms reflect the theories we learnt…if we don‘t know which way to turn
we apply the teaching strategies of our mentor teachers although you may not
like all of what they do…you just want to play it safe and get good evaluations.
The pre-service teachers felt that there was inadequate or lack of depth in the
teaching units prior to their teaching practicum engagement, hence they
experienced a discrepancy between theories as it was treated in the course
unit and the classroom realities in practice schools. This lack of confidence
prevented then from becoming transformative teachers and rather adopting
the practices of their mentor teachers even if they knew very well that they
would have done it differently to achieve good results. Added to this lack of
confidence in transforming their work is the power vested in the mentor
teachers to determine the success of the pre-service teacher‘s practicum. The
mentor teachers complete evaluation reports on students which they provide
to the placement office of the university.
4.1.3 Reflective practice
The third factor relates to the pre-service teachers‘ ability to reflect on their
practice. Research shows that the quality of teaching is enabled by reflective
practice (Parsons & Kimberlee 2001). However, due to a lack of theoretical
robustness the pre-service teachers not to consciously reflect on their practice
during and after their classes as noted in their qualitative statements:
When you are teaching you don‘t know you are doing it right or not. It is left
to your mentor teacher or university advisor to provide the
comments…sometimes you think you have done your best but the evaluation
comes negative and that is unfair…university lecturers usually point out that
you are not applying your theory well but they don‘t teach us how to do these
theories in practice…it is time the university advisors get to the classroom and
show us how theory is done practically in teaching.
To engage in reflective practice the pre-service teachers need a deep and
robust understanding of teaching and learning theories to think through their
own professional and pedagogical knowledge, knowledge of children and
families, culture, priorities, strengths and weaknesses (Commonwealth of
Australia, 2010). It must be the priority of teacher educators to demonstrate
theory beyond the teacher education institutions.
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4.1.4 Theoretical preparation
The final factor relates to theoretical preparation. Developing a meaningful
curriculum and practice involves theoretical knowledge, preparedness and the
ability to select appropriate theory in preparing for lessons (Commonwealth of
Australia 2010). The pre-service teachers in this study indicated that they do
prepare their lessons according to specified requirements and yet they hardly
consider theories when preparing lessons, ―I don‘t think this theory matter
comes to mind when preparing my lessons. If it is assignment for my course unit
I try to incorporate theories but for teaching, it does not really click for me‖ (preservice teacher). Similar sentiments were expressed by the majority of preservice teachers. It can be argued that a lack of theoretical consideration and its
infusion into curriculum preparation could defeat teaching as a profession.
Theory helps teachers to go deeper in preparing and delivering effective lessons
that transform themselves and their students.
On the issue of how the pre-service teachers reconcile potential contradictions
between pedagogical/theoretical knowledge and beliefs, and those of their
mentor teachers, the results suggest that although the pre-service teachers
perceived themselves as constructivists who can develop personal theories for
their teaching they tend to model their teaching mostly on the practices of their
mentor teachers:
We have our own beliefs about good teaching and what we can do if the
classes were our own…but you know, you are under someone who is
monitoring your work. Because you do not yet have the certificate like them
you don‘t have the authority to challenge anything even if it contradicts what
you believe should be… You just got to work it out cool with them if you want
good results at the end of your practicum.
This appears to suggest that fear of failure or perceiving oneself as not yet
qualified prevented the pre-service teachers to challenge ineffective teaching
practices and thus resorting to the status quo.

Conclusion
As was previously described in the context of this study the purpose of the ―Reimagining children‘s learning‖ unit was to expose pre-service teachers to theories
of development and learning to enable them draw on these theories to transform
themselves as teachers and enact teaching practices that lead to
transformational learning in their students (Hutchings 2007). The findings
suggest that the current mode of delivery of EDF2302 is not preparing the preservice teachers enough to engage and use theory in their professional practice.
As the results suggest pre-service teacher educators need to do more to engage
with schools and do demonstration for student teachers. Encouraging
professional learning communities and providing regular professional
development to mentor teachers can also improve their supervisory and mentor
roles. University teacher educators should not only ‗preach‘ theory to students
but also attempt to demonstrate this under real classroom conditions. Preservice teacher educators need to bequeath students teachers an in-depth
understanding of education and learning theories if they want them to do good
teaching that are driven by effective theories (Hutchings 2007; Hutchings &

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

27

Huber 2008). It is with rich theoretical knowledge that teachers can become
transformative teachers that engage all learners.
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Abstract
Child labour exists in countries as advanced as the U.S and as poor as Bangladesh. The
engagement of the child in work, in a wage-based job, or by merely doing some heavy
family duties, could reduce the scholastic performance and threaten children‘s physical,
mental, and/or emotional well-being. Previous research has disclosed the negative effect
of child labour on the levels of educational participation and achievement, and reported
child labour to occur most frequently in families of low income. However, there has been
a dearth of research on child labour in Saudi Arabia. Hence, the current study was
conducted to bridge this gap. Seventy three schools, from three major cities (Almedinah,
Makkah and Jeddah), were visited to apply a detailed questionnaire on the student
sample. Analysing data of more than 3.400 students (in grades six through nine), using
frequency distribution, binary logistic regression and linear regression, showed child
labour to exist in a considerable size. It was common among families of lower socioeconomic background. Child labour, also, was associated with lower scholastic
achievement of students. Measures to combat child labour should focus on improving the
standard of living for low-income families.

Keywords
Child labour – Achievement

Introduction
Child labour is a noticeable phenomenon in the developing world, in general, and
in poor countries in particular. According to the statistics of the International
Labour Organisation (ILO, 2002), 18% of the school age children (5-14 years)
work, across the world in 2000. The highest estimate of child labour was in SubSaharan Africa (29%), followed by the Asian and Pacific countries (19%), the
Latin America and Caribbean countries (16%) and the Middle East and North
African Countries (15%). Estimates of child labour were very low in countries of
transition economies (4%) and countries of the developed world.
Child labour is a threat to human capital. Whatever was the rate of existence of
child labour, it reduces time committed to learning in favour of work (Orazem
and Gunnarson, 2003). Also, child labour limits the time available for leisure and
play (Edmonds, 2007). Two activities crucial to the development of children,
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Physical and psychological health, may also be harmed by child labour (Fassa et.
al., 2000). Last but not least, are the high costs of child labour; it is complicated
and its consequences are hard to remedy, and can reduce the stock of human
capital available to the economy (ILO, 2003; Kassouf et. al., 2005).
There has been no agreement on a specific definition of child labour. It is a
concept that depends on the time and context, and may be affected by the
philosophical and political framework of education and labour. The International
Labour Organisation (ILO, 2002) defined child labour, broadly, as children at
work in economic activity, and defined ―economic activity‖ to encompass most
productive activities by children (aged 5-17), including unpaid, casual, and illegal
work as well as work in the informal sector. Edmonds (2007) observed that most
researchers define child labour as children in wage work, some define it as
children in the market, and some include children in domestic work (i.e., in the
family farm or enterprise).
A good number of studies have investigated child labour. In Bangladesh, Khanam
(2004) measured child labour using a four-category variable: (1) attending the
school, (2) working, (3) working and attending the school simultaneously, (4)
and neither working nor attending the school. Using the multinomial logistic
regression technique, and data of children aged 5-17, Khanam found that child
labour could reduce rates of school attendance and could also affect educational
achievement. Gunnarsson et al. (2006) worked on data of third and fourth
graders from eleven Latin countries, using linear regression. They measured child
labour using a student selection for one out of three answers: ‗never‘,
‗sometimes‘ and ‗often‘ to the question: ‗to what extent do you work out of
home?‘ They found child labour to cut 7.5% off maths mark and 7% off the
language mark. Reviewing the literature of child labour, Orazem and Gunnarsson
(2003) warned that child labour associated with lower rates of educational
achievement and school attendance, lowered number schooling years, reduced
rates of returns to education, and increased poverty of adults.
To investigate the causes of child labour, Edmonds (2005) analysed data of more
than three thousand families, having children aged 6-15 years, in Vietnam, and
disclosed that child labour was higher in families with lower socio-economic
status. In Peru, analysis of census data, using non-parametric multivariate
analysis, showed child labour as associated with family income, but non-linearly.
Effect of income on child labour was deeper in households with lower income,
whereas child labour in higher income households was very inelastic to changes
in income (Dammert, 2005). Using econometric modelling, Jafarey and Lahiri
(2005) concluded that investment in education quality could reduce child labour.
Generally speaking, child labour is associated with the economic status of the
family. It might also be hypothesised that improving education quality will reduce
rates of child labour.
However, studies of child labour in the Arab World are rare and less
sophisticated. Many journal reports have been published, but studies were not
many, and they followed naive techniques of data analysis and worked on a
small scale of data.
Assefir Newspapers published a report of a study (Altresh, 2002), conducted
under supervision of the International Labour Organisation, about children
working in tobacco planting in the south Lebanon. After interviewing children in
the field, the study disclosed that most of the children had worked for their
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families, and that working children had been low achievers, absented themselves
from schools to work and had little time for leisure and sleep. In Yemen, as
disclosed by Nour (2007), 20% of the 4-16 year old children were in child labour,
some were in hazardous jobs and some worked for more than 48 hours a week.
For the age group 10-18 years, child labour in Yemen reached 62%, most of
them were full-timers. Also, child labour was higher among boys compared to
girls, and most child labourers were in paid work, although some were selfemployed or worked domestically, especially girls at family homes.
In the Saudi context, a single study (Alyousuf, 2004) could be named, although
it was sociological, and entitled ―street children‖, to mean children begging on
the street or selling water for car drivers.
Aim and Objectives of the study
The current study was conducted to investigate child labour in Saudi Arabia in
general, and focus on achieving the following objectives:
1. What is the size of child labour?
2. What are the determinants of child labour?
3. What is the effect of child labour on educational attainment?
Context of the study
Although it is prevalent in poor developing countries, child labour exists in the
most advanced societies, such as the United States, in spite of the strict federal
and state laws against attendance of labour force by people under 17 (Kruse and
Mahony, 2000). The Kingdome of Saudi Arabia (KSA) is not a poor country; on
the contrary, it is a rich country in terms of the per capita income of GDP.
However, it is a developing, not a developed country. It is a country that is still
building its infrastructures and civil institutions, and facing lots of challenges in
different aspects of development, in: equity policies, income distribution,
establishing the constitution and culture of human rights, child rights, education
and labour market. For example, although education is compulsory, by law, until
grade nine, there have been no obvious measures to implement such law on the
ground. Child labour behaviour is noticeable in KSA, with no combating actions.
Children sell bottles of water, gadgets or toys for car riders while stopping for the
traffic light. Others work in the central market, helping buyers carry goods from
the market to their cars.
The study was conducted in three major cities in the Western part of KSA:
Almedinah, Makkah and Jeddah. Jeddah and Makkah are close to each other,
with around 80 kilometres distance, and Almedinah is a way from each of the
two cities by around 400 kilometres, making the farthest head of the triangle.
Makkah is known to be the most famous religious city in the Islamic World, and
Almedinah is second. Millions of pilgrims visit the two holy cities annually, and
many types of businesses, laden with child labour grow out to serve pilgrims.
However, Jeddah is the largest of the three cities, and commercial city that
cannot be free of child labour. Historically, Jeddah has been the seaport of
Makkah. Nowadays, it has both the seaport and airport of Makkah, and is
considered the second capital and economic city of the country. Generally
speaking, the three cities are the major cities of the country, following the capital
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city, Riyadh. Six million of people live in them (3.43 million in Jeddah, 1.53
million in Makkah, and 1.10 million in Almedinah), constituting 22.35% of the
country population.
Data collection
The survey was conducted during the second semester of the school year
2009/2010, to cover grade six (final grade of the primary stage) beside grades:
seven, eight and nine, the three grades of the intermediate stage (lower
secondary school). The standard grade-age in the four grades is 11-14, although
pupils could be a slightly younger or older than the grade-age, because of the
early enrolment, delayed enrolment or grade repetition. The total number of
schools was 73. In each of the primary schools, one class of grade six was
selected randomly, and all of the students in that class were allowed to
participate in the survey. Similarly in the intermediate schools, one class of each
grade was randomly selected and students were asked to respond to the
questionnaire items. Schools were selected using methods of maximum
variation. Each of the three cities was divided geographically into areas to
maximise the variation in socio-economic backgrounds, and schools were
assigned to be included in the sample accordingly.
Table 1. Distribution of the sample students by grade and city

Almedinah Makkah
grade 6
grade 7
grade 8
grade 9
Total

N
%
N
%
N
%
N
%
N
%

359
22.22
433
26.79
417
25.80
407
25.19
1616
100.00

123
12.60
289
29.61
284
29.10
280
28.69
976
100.00

Jeddah

Total

186
22.60
187
22.72
203
24.67
247
30.01
823
100.00

668
19.56
909
26.62
904
26.47
934
27.35
3415
100.00

As explained in Table 1, six graders comprised 20 percent of the sample;
perhaps because of the smaller classes in primary schools. Most of the sample
students (47 percent) were from Almedinah. More than a quarter of Almedinah
sample (448 students) was from rural schools, while no rural schools were
included in Makkah and Jeddah samples. The research team is from Almedinah;
so, it was easier to locate and communicate with schools comprising larger
number of students. All in all, implementing the field survey consumed a large
amount of time and financial resources.
Data Analysis and findings
Various statistical techniques were used to analyse data: frequency distribution,
binary logistic regression and linear regression.

1. Size of child labour
Child labour was measured using the questions in the captions of Tables: 2, 3
and 4. As for family duties, 15 percent of the sample students indicated that they
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have been engaged in family duties with considerable influence on study (Table
2). However, around fifth of them had reported no family duties at all.
Table 2. Do you have family duties?
Frequency
Yes, many of duties that affect study
497
Yes, daily duties, but do not effect
1876
study
Yes, in vacations
314
No, not at all
620
Total
3307
Missing
181

Percent
15.03
56.73
9.50
18.75
100.00

Helping the family head (the father) in work, or any of the senior family
members, was reported by 45 percent of the sample students, as shown in Table
3. However, no more than eleven percent of the sample considered helping
others in work to affect study.
Table 3. Do you help your dad or any of the senior family members in work?
Frequency

Percent

339

10.35

1139

34.78

846

25.83

951

29.04

3275

100.00

Yes, I am too engaged in work, with great effect
on study
Yes, from time to time, with relative effect on
study
Yes, but only in vacations
No, not at all
Total
Missing

213

Engagement in paid work to affect study was lower in size. Fourteen percent of
the sample students reported such engagement (see Table 4), five percent of
them considered it to be of effect on their education. Two thirds of the sample,
however, never engaged in paid work.
Table 4. Do you do paid work?
Frequency
Yes, on a daily manner, that affects study
178
Yes, from time to time, with some effect on
study
Yes, but only in seasons

Percent
5.45

269

8.23

271

8.29

Yes, but only in vacations

335

10.25

No, Not at all

2215

67.78

Total

3268

100.00

Missing

220

Generally speaking, child labour does exists in KSA, bearing in mind that the
study was implemented in four grades of the education cycle and the fact that
some of the working children do not go to school.

2. Determinants of child labour
To identify the determinants of child labour, each of the three measures
delineated in Tables: 2-4 was transformed to a binary variable, with the first
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category representing the existence of the child labour (coded 1) and the rest of
categories coded 0.
In all of the three logistic regression equations (Tables: 5-7), child labour was
higher in Almedinah and Makkah in comparison to Jeddah, although the
difference was significant (at the five percent level) in case of Almedinah, in the
second and third equations. Child labour was less among families with father or
mother holding university or postgraduate degrees, but coefficients, generally
speaking, are insignificant (at the five percent level). However, child labour was
clearly positively associated with family income. Children from family with
income below three thousand Saudi Riyals are more likely to experience child
labour, in addition to children from families complained of low income.
Interestingly, the indicator of school quality positively correlated with the
probability of child labour. It is a sum of 4 four-value variables asking the
student to assess his school, his teachers, his principal and the school building.
Maybe, pupils experiencing child labour are less sensitive to school quality. Or,
they might see the school as good, compared to the bad situations of child
labour.
Table 5. Logistic regression equation for the student having many of duties that affect study

B
S.E. Wald
df Sig.
Almedinah
.289
.176 2.703
1 .100
Makkah
.168
.195 .746
1 .388
Father holding an university or postgraduate
-.135- .162 .694
1 .405
degree
Mother holding an university or postgraduate
-.210- .175 1.447
1 .229
degree
Monthly income of family is below SR3000
.612
.145 17.878 1 .000
Family is always complaining because of low
.748
.178 17.600 1 .000
income
School quality
.050
.019 7.146
1 .008
Father is interested much in education
-.703- .155 20.635 1 .000
Mother is interested much in education
-.487- .173 7.874
1 .005
Grade 7
-.550- .191 8.270
1 .004
Grade 8
-.405- .190 4.528
1 .033
Grade 9
-.310- .189 2.696
1 .101
Saudi
.342
.152 5.083
1 .024
Log age
.762
.655 1.353
1 .245
Constant
-2.483- .784 10.022 1 .002
N = 2472; model chi-square = 155.453 (df = 14, sig. = .000); Nagelkerke R
.111; Hosmer and Lemeshow chi-square = 10.308 (df = 8, sig. = .244)

Exp(B)
1.335
1.183
.874
.810
1.844
2.113
1.051
.495
.615
.577
.667
.733
1.408
2.142
.083
Square =

Table 6. Logistic regression equation for the student too engaged in work of others
B
S.E. Wald df Sig.
Exp(B)
Almedinah
.516
.216 5.700 1
.017
1.675
Makkah
.213
.245 .760
1
.383
1.238
.012
.600
Father holding an university or postgraduate degree -.511 .202 6.375 1
Mother holding an university or postgraduate degree
Monthly income of family is below SR3000
Family is always complaining because of low income
School quality
Father is interested much in education
Mother is interested much in education
Grade 7
Grade 8
Grade 9
Saudi
Log age
Constant

-.231
.349
.764
.034
-.460
-.379
-.538
-.628
-.641
.440
.250
-2.379

.213 1.174
.168 4.316
.200 14.550
.022 2.370
.188 5.988
.208 3.325
.211 6.525
.222 8.012
.226 8.024
.186 5.596
.962 .068
1.116 4.541

1
1
1
1
1
1
1
1
1
1
1
1

.279
.038
.000
.124
.014
.068
.011
.005
.005
.018
.795
.033

.794
1.417
2.147
1.034
.631
.684
.584
.534
.527
1.552
1.285
.093
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B
S.E. Wald df Sig.
Exp(B)
Almedinah
.516
.216 5.700 1
.017
1.675
Makkah
.213
.245 .760
1
.383
1.238
.012
.600
Father holding an university or postgraduate degree -.511 .202 6.375 1
Mother holding an university or postgraduate degree -.231 .213 1.174 1
.279
.794
Monthly income of family is below SR3000
.349
.168 4.316 1
.038
1.417
Family is always complaining because of low income .764
.200 14.550 1
.000
2.147
School quality
.034
.022 2.370 1
.124
1.034
Father is interested much in education
-.460 .188 5.988 1
.014
.631
Mother is interested much in education
-.379 .208 3.325 1
.068
.684
Grade 7
-.538 .211 6.525 1
.011
.584
Grade 8
-.628 .222 8.012 1
.005
.534
Grade 9
-.641 .226 8.024 1
.005
.527
Saudi
.440
.186 5.596 1
.018
1.552
Log age
.250
.962 .068
1
.795
1.285
Constant
-2.379 1.116 4.541 1
.033
.093
N = 2461; model chi-square = 105.216 (df = 14, sig. = .000); Nagelkerke R Square = .090;
Hosmer and Lemeshow chi-square = 9.589 (df = 8, sig. = .295)
Table 7. Logistic regression equation for the student do paid work
B
S.E.
Wald df
Sig.
Exp(B)
Almedinah
.607
.180
11.397 1
.001
1.835
Makkah
.374
.201
3.468 1
.063
1.454
Father holding an university or postgraduate
-.115 .158
.527
1
.468
.891
degree
Mother holding an university or postgraduate
-.099 .170
.342
1
.558
.905
degree
Monthly income of family is below SR3000 .291
.148
3.849 1
.050
1.337
Family is always complaining because of low
.263
.196
1.801 1
.180
1.301
income
School quality
.024
.019
1.625 1
.202
1.024
Father is interested much in education
-.251 .166
2.284 1
.131
.778
Mother is interested much in education
-.375 .184
4.152 1
.042
.688
Grade 7
-.306 .187
2.673 1
.102
.736
Grade 8
-.362 .203
3.174 1
.075
.696
Grade 9
-.401 .220
3.327 1
.068
.669
Saudi
.209
.151
1.924 1
.165
1.232
Log age
-.434 1.254 .120
1
.729
.648
Constant
-1.407 1.405 1.003 1
.317
.245
N = 2444; model chi-square = 59.441 (df = 14, sig. = .000); Nagelkerke R Square =
.044; Hosmer and Lemeshow chi-square = 13.442 (df = 8, sig. = .098)

As expected, the more the father or mother of the child is interested in education
the less is the probability of child labour. However, the probability of being in
work is higher for Saudi nationals. Non-Saudi children who work might study in
their own schools, or out of school.
The effect of age is mixed, negative in one equation and positive in the two other
equations, but not statistically significant (at the five percent level).
Interestingly, grades seven, eight and nine compared favourably to grade six;
i.e., six graders are more likely to work.

3. Effect of child labour on educational achievement
Shown in Table 8 is the regression model for the influences of achievement,
which is measured by the sum of marks of students in 21 subjects, with a mark
out of 50 for each subject. The mean of the sum of mark is 856.75 and the
standard deviation is 121.43.
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Table 8. Linear regression of child labour on educational achievement

Unstandardized
Coefficients
Constant
Saudi
Grade 7

Standardized
Coefficients

B

Std. Error

Beta

997.44
-39.011
6.556

34.676
5.329
5.885

-0.139
0.025

t

Sig.

28.764
-7.32
1.114

0
0
0.265

Grade 8

6.527

5.479

0.026

1.191

0.234

Log age

-82.816

28.313

-0.057

-2.925

0.003

Father holding university
or postgraduate degree

49.719

5.614

0.191

8.857

0

29.76

6.026

0.106

4.939

0

-34.616

7.672

-0.099

-4.512

0

-22.986

9.221

-0.055

-2.493

0.013

-39.195

7.164

-0.108

-5.471

0

Mother holding university
or postgraduate degree
Many of family duties
too engaged in work of
others
Doing paid work
Almedinah

-48.659
6.052
-0.2
-8.04
Makkah
-23.498
6.517
-0.087
-3.606
N= 2261; R Square = .214; Adjusted R Square = .210; F = 55.73; df= 11; Sig. = .000

0
0

In spite of the control of variables of age, grade, father education, mother
education, and the city, the three measures of child labour are negatively
associated with educational achievement at the five percent level of significance.
For example, to have many family duties means a decrease of more than a
quarter of a standard deviation in the sum of marks.
In addition, Jeddah, the largest and most commercial city, has students with
higher sum of marks. Saudi students are lower achievers. And, the higher the
education of mother and father, the better will be the achievement of the child.

Conclusion
Although not comparable to the situation in poor countries, child labour exists
with a noticeable size in Saudi Arabia. It can threaten the endeavours to invest in
human capital. As expected, it is common among families of lower socioeconomic backgrounds. Also, the socio-economic backgrounds exert great
influence on achievement. Hence, measures of reducing child labour will be the
same measures to employ in improving achievement. The focus of education
policy should be on improving standards of living for low-income families.
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Abstract
The research of competitive advantages of Armenian economy outlined three growth
factors: people in the society, who value knowledge and higher education (VE), human
capital (HC) and a large and entrepreneurial Diaspora (D). However, within the Bologna
challenges, Armenian educational policy is getting a critical meaning for keeping and
improving the three competitive advantages. The survey of students showed that during
the years of bachelor education, the number of students that would prefer to get
education abroad gets up to 90%. On the other hand, only half of them would then prefer
to return to Armenia. Moreover, from those, who have already graduated from any
education or qualification program and returned to Armenia, half prefer to continue
education abroad, without returning to motherland. This fact changes the qualitative and
quantitative interrelation between VE, HC and D, thus effecting the further economic
development of the country.

Keywords
Armenia – Development – Education

Introduction
In 1956, Robert Solow in his neoclassical growth model assumed that the flow of
output is produced by the cooperation of two factors: the currently employed
stock of machines and the currently employed labor force. Technologically
efficient input-output combinations are described by the production function.
Hence, the ―technological change‖ - any improvement in capital or education of
labor force exogenously describe the long-run growth (R. Solow 1956, 1957).
Furthermore, the growth models changed their development path to endogenous
model designs and development. According to the new approach, the human
capital (HC) endogenously described the long-run growth (Lucas 1988; Mankiw,
Romer, Weil 1992, etc.). P. Romer (Romer 1990) outlined that HC accumulation
brings to economic growth through two sectors: R&D and consumer goods
production, thus indicating that the country‘s innovation base is another primer
factor leading to its development. Based on the endogenous models, theoretical
further developments indicated the improvement of institutes (North 1990, Hall
and Jones 1999, etc.), Information Communication Technologies (ICT) (D. Chen
and Kee 2005) as a necessary condition for the country's long-term growth and
development. In the endogenous models, all those factors lead to growth
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through Total Factor Productivity (TFP) growth. The World Bank Knowledge
Assessment Methodology (KAM) estimates the country‘s Knowledge-Based
economic development through four pillars: Education, Innovation, ICT and
Institutions, that are the growth and TFP explanatory factors (D. Chen and C.
Dahlman 2005).
We used the endogenous growth models to indicate that the educational policy
may become a key attribute for gaining a further sustainable development of the
Armenian Economy.

Y  A(t ) * F ( K (t ) * H (t ) * L(t ))

(1)

Based on (1), we outline two channels to increase output in the long-run: by
improving K (t ) (capital accumulation) and H (t ) (HC accumulation). Observing
Armenian Economic trends over the last decade, we emphasize three main
components, or competitive advantages, to determine economic growth. These
include people in society who value knowledge and higher education, HC and a
large and entrepreneurial Diaspora (D). On the other hand, referring to the fact,
that Armenia became a full member of the Bologna Educational reforms in 2005,
we show that the country faces a new challenge of qualitative and quantitative
changes in the studied comparative advantages and their interrelations. Hence,
educational policy is becoming the key area for the country to ensure future
growth and development.
Methodology. First, in an attempt to gain long-run sustainable growth and
relying on the concept of endogenous growth models, we segregate the following
two policy channels: massive capital investments into innovative technology and
business processes, and HC development in accordance with global market
demands (i.e. with appropriate knowledge, skills and competences). For that
purpose, we first observe the country‘s economic and educational backgrounds
separately and outline the competitive advantages that the country may rely on
when implementing the policies. We then make a proposition that the Bologna
process causes migration motives for youth (students in particular), which we
prove with the survey made in November 2009. Based on the results, we develop
the endogenous growth model for Armenian economy and make policy
suggestions.
Economic background. After the collapse of the Soviet Union, Armenia faced
complex issues, such as war, a devastating earthquake, a continuous blockade
and general economic crisis. All these factors caused an increase in poverty (up
to half of the population) and massive migrations. The programs undertaken by
the government, supported by international institutions, the Armenian Diaspora
and recent immigrants helped Armenia to survive that early transition period.
Nevertheless, the economy started to grow rapidly during the last decade
(expressing two-digit growth before the global crisis). Equation (1) indicates that
the country may experience effective development through investments in
technologies, for which foreign direct investments (FDI) represent a priority
source.
The role of the Diaspora was very important in the FDI attraction processes.
During 1998-2004, approximately 25% of total FDI were Diaspora-connected
investments (DCI) (Economy and Value, 2006). On the other hand, the annual
trend of DCI in that period decreased (in 2002 it was reversed after the targeted
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2001 events in triggering Diaspora business interest)1. The other significant
finding of the research is that the motivational factors for DCI are different for
Armenia-born as opposed to Diaspora-born investors. The key motives of
Diaspora-born investors are ―patriotic feelings‖ and ―knowledge/technology
transfer‖2. Those who joined the Diaspora recently have a larger share in DCI,
such stronger ―family ties‖ as a motivation to help their relatives in Armenia.
Hence, we may assume that the ethnic Armenian Diaspora is a strategic asset for
economic development. However the investment motive is expressing a declining
trend.
Educational Background. Starting from ancient times, Armenians have had a
penchant for education and knowledge. In the 5th century, they created a
national alphabet and started to developed educational institutions. The next
time period, which we call the Soviet Period, was critical for ongoing economic
and educational development. During those years, education became accessible
to the public with its developed secondary school and afterschool educational
systems. Consequently, despite the fact that Armenia has a lack of natural
resources, it became an important contributor to the Soviet Union economy with
its HC stock.
After the collapse the Soviet Union, Armenia inherited a strong HC stock: 14
percent population with a higher educational background, almost half with
afterschool special education and with almost 100% literacy rate. However,
during the country‘s economic crisis the challenge was to maintain the system
and adopt it to the requirements of an emerging market economy. The
significant result of the early transition period was the qualitative and
quantitative deterioration of HC stock.
Figure 1 illustrates the ratios of total enrollment into secondary and tertiary
education (i.e., total enrollment of the population of the age group that officially
corresponds to the level of appropriate education).

1

The research is ending with 2004 year observation. Though the FDI is continually
increasing, we think, that the estimated decreasing trend of DCI hasn't changed after
2004.
2
Sole business interest is not the predominant motivational factor.
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Figure 1. School Enrolment in RA (% gross)

Source: World Bank, WDI
During the economic growth of last decade, the tertiary enrollment, which was
one of the main factors, started to increase rapidly, because of the increased
number of alternative educational institutions (private and foreign universities
and branches), new programs designed for all kinds of demands (short-term,
distance, evening etc.), economic growth and poverty reduction (on average up
to 25%) and traditional Armenian educational values3.
Starting in 2005, Armenia became a full member of the Bologna process. The
Ministry of Education and Science, as the central regulator of the system,
implements the strategic plan of educational reform in accordance with Bologna
reforms. One of the strongest Bologna tools is considered to be the mobility of
students and researches. It plays an important role for the overall performance
of education and science systems as well as EU economic performance4.
Proposition: ―In the effort to gain a ‗brain circulation‘ within Europe, the
intention to promote greater mobility may cause a new wave of migration among
youth (students in particular) from Armenia to the EU‘s more attractive
countries. We call this educational migration‖.
Hence, we think that the educational transformations taking place within the
Bologna process have a critical meaning for the education of Armenia, making
the present time period a turning point for the economic development of the
country.
3

However, the Educational qualitative indicators indicate deterioration of the national
educational system. According to the Global Competitiveness Index (GCI) 2010-2011,
Armenia is ranked as the 115th for it's ―quality of education system‖ and 68th for its
―tertiary education enrolment rate‖ out of 139 countries. Source: The Global
Competitiveness Report 2010-2011, WEF
4
Despite of the recent technological growths and virtual collaboration opportunities, it is
considered, that ―without functional mobility it is not possible to speak of a true European
Research Area, where researchers, technology and knowledge circulate freely across EU‖.
Source: ―Cross-border Mobility of Young Researchers‖, Directorate General for Internal
Policies. Policy Department A: Economic and Scientific Policy, October, 2009,
http://www.europarl.europa.eu/activities/committees/studies/download.do?language=en
&file=27511 (27/01/2011)
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Survey. To confirm this proposition, we surveyed students, asking about their
willingness to continue their education abroad and their further intentions in this
regard. Since it was extremely time-consuming and costly to implement the
survey in the whole higher educational system, we managed to make the
analysis by narrowing the sample to the biggest institutions -- Yerevan State
University (YSU) and Gladzor Private University (GU). For the sake of
maintaining accuracy of the methodological base of the research, however, one
should take into account that since we didn‘t survey non-Yerevan students, the
actual findings may be different. Nevertheless, since the distribution of the
Armenian HEIs and students is centralized in Yerevan in our opinion, the main
assumption may not be affected (See Appendix 1, Table 1.1).
The survey was implemented in November, 20095. We interviewed 374 students,
from which 324 were from YSU and 50 from GU. 49.3 % of the interviewed YSU
students were studying humanitarian studies, and 37.4 % were studying natural
studies. The remaining 13.3 % were from all the faculties of GU.
According to the results, 92.1% of the students interviewed would like to
continue studying abroad. In case they manage to do so, 25.2 % want to
continue working and living abroad, and 21.4% are not sure. The first-hand
evidence of the survey allowed us to assess the following assumption. The
significance of the findings is 90%.
Assumption 1. Target group 1 (participated in IEDP) vs. Target group 2 (didn‘t
participate in IEDP)
More than half of the students who have participated in any kind of an
international educational development program (IEDP, i.e. have studied
sometime abroad, target group 1), would like to leave to continue their
education without the intention to return. On the other hand, almost half of those
who hadn‘t had a participation in IEDP (target group 2) either wouldn‘t return, or
would hesitate to return. (See Appendix 3, Table 3.1). However, more than 90%
from both target groups would like to leave to continue their education abroad
(59.3% to pursue a degree, see Appendix 2, Table 2.2), which means that the
overall satisfaction with the national education level is low.
Hence, we may conclude that the students' overall satisfaction with the national
educational system is low. Within the Bologna processes, mobility promotions,
the increasing supply of various educational programs' and financial resources
may cause an increase in migration for educational purposes or what we term as
educational migration.
In the end, this will affect the two value assets of the Armenian economy: HC
(through brain drain) and Diaspora. The educational immigrants will expand the
Diaspora, changing it from entrepreneurial to knowledge-based.
The model. Modifying the production function (1), we get (2) as the output per
capita ( Y   Y / L 6).
5

I express my gratitude to my 2009-2010 academic first year master students, who undertook the survey in
the context of the team project “The Internalization of Education”, which was their team assignment in the
framework of the course “Innovation Management and Economics”, I taught. The results of the survey are
also available in the course blog: http://ysumba09.blogspot.com/2009/12/survey.html#more
6
D. Mankiw, D. Romer, D. Weil, A Contribution to the Empirics of Economic Growth, The
Quarterly Journal of Economics, Vol. 107, No. 2 (May, 1992), pp. 407-437, S. Baier, D.
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Y   A(t ) * F ( K (t ) * H (t )  A(t ) * K (t ) * H (t )1

(2)

The further modification of (2) will exchange it to a linear function (4).

ln Y (t )  ln A(t )   ln K (t )  (1   ) ln H (t )

(3)

 ln Y (t )  ln A(t )
 ln K (t )
 ln H (t )

 *
 (1   ) *
0
(t )
(t )
(t )
(t )

(4)

For recording long-term sustainable economic growth, it‘s necessary to have a

 ln H (t )
 ln A(t )
 ln K (t )
 (t )
 (t )
 (t ) ;
and
growth at the same time (   0 , since the

correlation of independent and dependent variables is positive).
Case 1. The capital may grow, if the difference between Capital investments and
its deterioration is positive. Since we assume that the Diaspora is the important
FDI motivator, we express the Capital factor with the Diaspora FDI ―motive‖,
other investments‘ ―motive‖ and Capital stock at t ( K n ).

K (t )  K n * d * a t * b t  K 0 * d t * a t * b t

(5);

Where K 0 is the nominal rate of capital, d t  1 is the annual capital deterioration
rate, a t  1 is the Diaspora investment ―motive‖ (we assume, that the annual
Diaspora investments are constantly decreasing), b t is the other investments
―motive‖.

ln K (t )  ln( K 0 * d t * a t * b t )  ln K 0  ln d t  ln a t  ln b t

(6)

 ln K (t )
d t * ln d a t * ln a b t * ln b
t
t
t
  ln d   ln a   ln b 



(t )
dt
at
bt
 ln d  ln a  ln b  0

ln b   ln d  ln a

(7)
and

b  e  ln d ln a

(8)

Consequently, as the Diaspora is becoming less entrepreneurial on one hand
while the Diaspora share of investments in FDI is declining on the other hand,
the Government should make more efforts to obtain other sources of capital
investments according to (8), rather than Diaspora investments.
Case 2. The national HC may grow if the difference between the HC stock
deterioration and the HC inflow is positive. Since we outlined that the Diaspora is
becoming more knowledge oriented, here we assume that the HC may change
not only with domestic, but also with Diaspora HC inputs. Hence, we express the
HC with the available stock in the economy, domestic and Diaspora ―motives‖ for
its change (both qualitative and quantitative).

H (t )  H t 1 * h * f t * g t  H 0 * h t * f t * g t

(9)

Gwyer, R. Tamura, How Important Are Capital and Total Factor Productivity for Economic
Growth?, (April, 2002).
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Where H 0 is the nominal rate of HC, h  1 is the annual HC deterioration rate,

g  1 is the Diaspora investment ―motive‖,

f  1 is the domestic HC inflow

―motive‖ (we assume that the annual domestic HC inflows motive is constantly
decreasing, based on the survey findings).

ln H (t )  ln H 0  ln h t  ln f t  ln g t

(10)

 ln H (t )  ln H 0 h t * ln h f t * ln f g t * ln g





(t )
(t )
ht
ft
gt

ln h  ln f  ln g  0
ln g   ln h  ln f

and

(11)

g  e  ln hln f

(12)

Consequently, as the Diaspora is becoming more knowledge oriented, while
domestic HC inflow ―motive‖ is declining as more and more students prefer to
leave to more attractive countries to live and study, the Government should
make more efforts to increase the ―motives‖ of the Diaspora according to
equation (12). This includes utilizing the Diaspora for knowledge transfer into the
Armenian national economy and educational system. Creation of strong
networks, collaborative platforms, promotion of collaborative research,
educational courses, the organization of scientific (educational) events and
projects within domestic faculty members, scholars and Diaspora scholars will
certainly create competitiveness within the national higher education and
scientific systems and thus increase its quality.
Case3. The further improvement of institutions, ICT and innovative bases will
cause TFP growth, ensuring the country‘s movement to a knowledge-based
economy and sustainable development.

Conclusion
The last twenty years of economic survival and subsequent development of an
independent Armenia are mostly the result ofthree comparative advantages that
the country pursues: people, who value knowledge and higher education, HC and
a large and entrepreneurial Diaspora.
The Ministry of Education and Sciences implements scheduled reforms in the
context of the Bologna reforms, since Armenia has been a full member from
2005. Nevertheless, since the faculty members in most cases belong to the older
generation, psychological changes are preventing rapid progress. This causes
students' overall dissatisfaction with the educational system. The increasing
supply of educational courses and scholarships may cause a new educational
migration among youth. According to the survey implemented, more than 90%
of students would like to get an education that includes an international
experience and only half of them would then prefer to return to Armenia. On the
other hand, from those who had IEDP participation, half would prefer to continue
studying abroad without returning.
The survey assures that the educational migration will lead to qualitative and
quantitative changes in domestic HC and the Diaspora. Hence, educational policy
becomes the key policy for the country‘s further economic development.
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According to the model developed, the educational policy must create
infrastructures for collaboration among the Diaspora and national researchers.
Those include massive educational and scientific events, networking, joined
educational courses and other projects. This will increase the Diaspora‘s
motivation to bring knowledge into the national educational and scientific
systems, and thus strenghten the domestic HC.

Appendix 1.
Table 1.1. Number of Armenian HEIs and Distribution of the Students enrolled in
2009-2010 Academic Year.
nonYerevan Yerevan
Number
of
Students in
73.3
Public HEIs
(thousand)

18.6

nonTotal
Yerevan Yerevan
Number
of
Students in
19.5
Private HEIs
(thousand)

In
YSU
19.1
(percentage)

In
Gladzor
6.7
(percentage)

Number
of
Institutions
and
19
Branches
(thousand)

Number
of
Institutions
and
41
Branches
(thousand)

16

3.2

25.8

13

Source: NSSR, Socio-Economic Condition 2010;
http://armstat.am/file/article/sv_03_10a_5200.pdf

Appendix 2
Table 2.1 Survey Statistics
Descriptive Statistics

percentage

1. International Educational Programs
(IEP, the students' overall familiarity)
61.3
US Programs
STATE DEPARTMENT PROGRAMS

54.8

European Programs
ERASMUS

17.6

TEMPUS

19.8

DAAD

30.3

Other
State Programs (through
Education and Science)

the

Ministry

114.6

of
23.4

89
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University
Level
Programs
(through
Department of International Relations)
22.2
2. Information Sources

100

University Relevant Departments

19.1

Internet

63.4

International Organizations

0

Ministry of Education and Science

7.4

Other

10.1

Table 2.2 Survey Statistics
Number of Bachelor and Master Students
interviewed
374
Descriptive Statistics

percentage

1. Desire to Participate in IPDP

92.1*

2. Kind of Desired IPDP
Short-term Non-Degree and Visiting Programs

40.7

Degree Programs

59.3

3. Financial Sources
International Funds

57.2

State Budget and Funds (Luys)

37.9

Personal

4.9

4. Tried to Participate in IPDP

33.2

5. Intension to Return to Motherland After
IPDP Opportunity
53.4**
Target group 2
(Number of students, that had had a
Participation in an International Professional
Development Program, IPDP)

125

Descriptive Statistics

percentage

6. The Satisfaction from IPDP

100

Totally Contributed
Development

to

the

Professional

28.2

Partly Contributed to the Personal Professional
Development
18.6
Stimulated to Develop the Further Career out
of Armenia
53.2
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*The rest interviewed, who wouldn't like to continue studying and living in
Armenia think, that the domestic Educational System provides the adequate
knowledge and skills with local markets' demand
** From the rest 46.6% 25.2% would like to develop further career abroad,
21.4% obstructed to answer.

Appendix 3
Table 3.1 Target Group 1 vs. Target Group 2
Target
Group

Target
Group
1

2

Would like to participate
96.1%
in EDP

93.7%

After EDP wouldn't return
53.2%
to Motherland

12.3%

Not sure about return

28.1%

7.8%
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Abstract
The judicial control of public policy education in the State of São Paulo is greatly affecting
the actions of policy formulation and implementation, ignoring the limits of the system of
checks and balances, giving the judiciary the authority to make policy decisions, or to
interfere directly in them without legal justification. The main objective is to examine
critically the relationship between the Judiciary and the Executive powers with respect to
judicial control of public educational policies. As a methodology applied to illustrate this
discussion, we use the case study of the continued progression in the Educational System
of the State of São Paulo. This is a public policy of social order in the custody of the
Executive that, with the allegation of not meeting the quality of education, was put in
question by the Parquet for prosecution. As a result of this action research we identified
that this lawsuit gave rise to a judicial control of activist character and contrary to the
prerogatives of the Executive, compromising not only the evaluation of the same policy
as well as the fullness of Constitutional and universal principles.

Keywords
Public Policy – Education – Judicial Control

Introduction
There are a few literatures about judicial control of public policy in Brazil. Such
control is greatly affecting the actions of policy formulation and implementation
ignoring the limits of the system of checks and balances, giving the Judiciary the
authority to make policy decisions, or to interfere directly in them without legal
justification. The failure to consider the need for a transparent system by the
three powers has hindered the full exercise of democracy and therefore equal
and quality treatment‘s for the population.
Our present goal is not only discuss the specific control of the actions of the
powers directly linked to the structure of government that takes care of
education. So, we will give a brief explanation of the Brazilian institutional
context, and indicate what we mean by ‗judicial control‘ to present the problem
of continued progression.
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1. Brazil‘s Institutional Context
The Federative Republic of Brazil is located eastern Latin America, it is a
Presidential Republic administratively divided into 26 states, a Federal District
and 5.560 cities. The Republic is ruled by the Constitution promulgated in 1988,
which determines the rights and duties of the citizens, the organizational form of
the Brazilian state and the three powers of the Union, which are independent and
harmonious among themselves: Executive, Legislative and Judiciary (art. 2°,
CF/88).
The Executive Branch is the public administration, formed by three levels:
Federal, State and Municipal. The Federal government is vested in the president
and his ministers (art. 76, CF/88). The State government is exercised by
governors, assisted by vice-governors and secretaries. The municipality is
exercised by mayors, assisted by vice mayors and secretaries. All of them pass
through voting process.
The Judiciary, organized in the Federal and State levels, has the task of
appreciating and judging public and private legal demands. It is the institutional
arbiter of conflicts that arise in society in agreement with constitutional
principles, ensuring the Rule of Law.
As main activity, the Legislative Branch acts in order to formulate public policies
creating a relevant legislation according to the Constitution whose harmony and
independence is guaranteed by a system of checks and balances (GARVEY &
ALEINTKOFF, 1991) i.e., there are controls for cooperation, consent, inspection
and correction between them. Although many of the controls are provided in the
Constitution, it is not an exhaustive list, but only examples, once the
assignments of these powers are beyond those laid out in the Charter.
1.1 Structure of the Brazilian educational system
The current structure and functioning of the Brazilian Education follows the Law
of Directives and Bases of Education n. 9394/96 – Lei de Diretrizes e Bases da
Educação (LDB) - which is linked to the Constitution‘s general guidelines, as well
as to the constitutional amendments ruling.
It is organized into two blocks: basic education, consisting of childhood education
(0-5 years), fundamental education (6-14 years) and regular and/or vocational
middle education (15-17 years); higher education, consisting of graduation and
post-graduation lato and stricto sensu. The Federal, State and Municipal spheres
organize their educational systems under collaboration (art. 211, CF/88),
however, municipalities must act primarily in childhood and fundamental
education (art. 211, § 2°, CF/88), and states in fundamental and middle
education (art. 211, § 3°, CF/88), while the federal sphere acts supplementary
balancing the educational offer (art. 211, § 1, CF/88). In the education area one
cannot find that the laws are the only source of public educational policies (art.
59 CF/88) because once there are private actions to certain levels of education,
each public sphere will act in a specific way. Therefore, educational public
policies are results of both legislative discussions and their regulations, and
administrative acts lighted by the current rules of the legal system, left in charge
of the Judiciary with the Parquet to contribute to the effectiveness of policy.
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Considering those topics and that is still valid to distinguish policy into phases formulation, implementation and evaluation - (VILLANUEVA, 1996), we
assembled the following chart:
Policy cycles
Powers
Executive

Formulation Implementation Evaluation
X

X

Judiciary
Legislative

X
X

X

X

Chart 1: Relationship between the phases of Public Policy and the Powers of the
Union.
The presence of the Executive and the Legislative in the formulation cycle is due
to the latter‘s promulgation of policy‘s general guidelines and these guidelines‘
refinement through administrative actions by the Executive.
The presence of all powers in the evaluation cycle is because of the possibility of
conducting a policy review, auditing and/or a policy evaluation. In the first
possibility there is value assignment to the consequences, to the institutional
apparatus and to the political and administrative acts that involved it. In the
second, discussions about the merits of the benefit appropriation, evaluate both
the product and the impact, but the object of evaluation is neither the volume,
the nature of the product nor the size of its impact. However, if these products
were consistent with the principles of social justice, for which there is a minimum
consensus (FIGUEIREDO & FIGUEIREDO, 1986), it would be of great result to use
the lawsuit as a factor in evaluation process because it seeks to solve the
problem not an isolated problem, enabling the society to have a voice through
the Parquet.

2. Judicial Control of Public Policy Education
Due to the system of checks and balances, one of the controls exercised by the
Judiciary over the Executive Branch is monitoring. Such control is to perform
functions of supervision, examination or inquiry, verify the occurrence of illegal
or illegitimacies (MOREIRA NETO, 1989), forming one side of judicial control.
Because it has both sides of the same coin, such as that of a political function, it
can also constitute as an abuse of activity becoming activism. However, the
important thing now is to identify the positive action of the Judiciary and the
Parquet in order to intervene properly in public policy.
Appio (2009) teaches that ―in order to act in judicial control headquarters of
public policies, the Judiciary takes over the political function of controlling the
acts of the Legislative and Executive Branch according to the Constitution of
1988, either under normative scope, whether in an administrative scope, to
ensure an increase in the democratic debate about the decisions that affect all
citizens. Thus, it will limit the actions of the other powers, which cannot act with
full discretion because it is bonded to the duties and objectives set by the
Constitution. Therefore one may not deny that the three powers have limited
themselves, although they are healthy for the development of society. ―The
separation of powers is based on the expertise of state functions and shall not
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preclude the exercise, occasionally, of a particular function by non-specialist
public agency, since it is compatible with its main activity.
Pinheiro also states: ―It is increasingly emphasized the institutional role of the
Judiciary as the interpreter of the Constitution and as a key player in important
constitutional debates, for example, on the construction of public policies‖
(PINHEIRO, 2009:27).
It is clear that it cannot reduce the evaluation cycle of the policy to mere control
of administrative legality and legitimacy, once it implies the assumption that this
step is applied only to punctuate if constitutional/legal, unconstitutional/illegal, or
if legitimate/illegitimate. The evaluation core discussion is the improvement of
what is assessed, regardless of assigning value or discuss the merits, since it
presupposes return of relevance to what was the object of evaluation; implies
revision, reformulation, re-drafting: it is the original plus something.
Pinheiro (2009) emphasizes the importance of the public agency manifest on a
law and that it restricts to an expression of constitutionality or
unconstitutionality. He believes it is important to be registered how the law is
seen, allowing dialogue between the Judiciary and Legislative Branch, ―allowing
the discussion of new solutions to be adopted and the resulting public pressure
on lawmakers to take appropriate measures" (PINHEIRO, 2009:27).
The tripartite division of powers aims at balancing power. The possibility of using
the jurisprudence as an element for evaluation of public policy remains impaired
because (these) activities are beyond their jurisdiction.
The duty of the Parquet is to trigger the Judiciary which, in theory, is waiting for
the call; but it is also true, that his duty can and should be done extra-judicially
(SOUZA, 2007; FERRARO, 2009), getting in touch with the Executive, for
example. When the Judiciary assume the role of decision maker and implementer
of public policies, performs task differently from its, allowing the Legislative and
the Executive to continue to work in error and misrepresenting their own
activities.
One of the edges that determine the limit of the Judiciary power in the judicial
control of public policies, is regarded to the role of positive legislator (i.e., the
Judiciary cannot exercise the role assigned exclusively to the Executive - APPIO,
2009:130). Therefore, the role of negative legislator is not only to report what it
is and what is not constitutional/legal, but also to implement the Constitutional
law for the resolution of disputes without risking to be seen as a legislator.
Acknowledging that the cycles of elaboration and formulation are under the
responsibility of the Legislative and Executive Branch, the Judiciary should not
replace them, but should limit itself to checking the compatibility of these actions
to the Federal Constitution. Thus the Judiciary can call the Executive Branch to
answer and do their duties, but cannot formulate public policy.

3. Public Policy of continued progression: quality of education.
Oliveira and Araújo indicated that ―quality is a polysemous word, i.e., it involves
many different meanings and therefore has the potential to trigger false
consensus, as it allows different interpretations of its meaning according to
different valuable capabilities‖ (OLIVEIRA & ARAÚJO, 2009:1).
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―From a historical point of view, on Brazilian education, three distinct meanings
of quality were constructed and circulated symbolically and concretely in society:
firstly, conditioned by the limited offer of opportunities for schooling; a second,
related to the idea of flow defined as number of students who progress or not
within a given school system; and finally, the idea of quality associated with the
measurement of performance through tests on a large scale" (OLIVEIRA &
ARAÚJO, 2009:1).
In the State of São Paulo – and some cities as Várzea Paulista (the city of the
case study) - with the Deliberation CEE/SP 09/97 promulgated by a public
agency of the Executive Branch that deals specifically with education in the state,
acting and directing custodial issues, the continued progression was adopted to
ensure both flow and quality education.
Bertagna (2003) clarifies that ―the difference between automatic promotion and
continued progression emphasized in official texts, is presented as follows: in the
continued progression (…) the child advances through school because of having
appropriated new ways of thinking, feeling and acting; and on automatic
promotion, the child remains in the school, regardless of progress has been
achieved‖ (BERTAGNA, 2003:2-3). Freitas (2003) indicated that the organization
of the educational system of the State of Sao Paulo based on the continued
progression is a way to combat the social issues and the school culture in which
the grade becomes more important than the content, but this purpose has been
distorted.
Quality is a basic principle of the education right (art. 206, VII CF/88) as well as
a warranty by which the State shall provide public school education (art. 208, IX
CF/88), guaranteed by the minimum content to be worked in the school (art.
210, caput, CF/88), arranged in what we know today as Parâmetros Curriculares
Nacionais - PCNs (National Curriculum Parameters) created by Ministério da
Educação - MEC (Ministry of Education) in 1997, reinforced by multi-year
National Education Plans, which should lead to quality improvement of education
(art.214, III CF/88). The constitutional text never indicates the content of this
quality because the value of it shall be done by public policy choice of each public
sphere. LDB 9394/96 indicates that the quality standard should be set with
minimum variety and quantity of inputs required by the educational process from
students (art. 4°, IX LDB/96).
LDB 9394/96 indicates that the quality standard should be set with minimum
variety and quantity of inputs required by the educational process from students
(art. 4°, IX LDB/96).
Thus, when the Constitution indicates that the education will be conducted based
on the principle of pluralism of ideas, pedagogical conceptions (art. 206, III
CF/88) and the PCN‘s, aiming the articulation and development of education with
integration of the actions of the Powers, that should lead to quality improvement
of education (art. 214, III CF/88), guiding the outline and the guidelines of
educational public policies, which were refined by LDB 9.394/96 (art. 32)
allowing in this vein the State Board of Education to opt for continued
progression and make it a rule with the Deliberation CEE/SP 09/97.
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4. Analysis: the case of continued progression in the State of São
Paulo.
For this analysis we used a public document, the motion with the request of
anticipated judicial protection proposed by the Second District Attorney of Várzea
Paulista against the State of São Paulo in the figure of its Governor and against
the Municipality of Várzea Paulista in the figure of its Mayor.
The district attorney, presenting the situation of Várzea Paulista, stated that a
teenager‘s responsible approached the Parquet complaining about the school
attendance that he had received, reporting that he had been moved forward due
to the system of automatic promotion. The expression used was ‗automatic
promotion‘ not ‗continued progression‘ showing the distortion of policy
implementation.
This complaint took place at a survey by the Parquet with the state schools in the
city seeking answers about the program. Of all schools only two showed, in the
attorney understanding, the real data of poor educational quality, because the
others tried to distort the truth by forwarding material of a minority group.
Hiding what happens inside the school due to poor implementation of the policy
means that even at school level there is an understanding that something has
gone wrong in the implementation cycle consequently with a negative outcome.
The lack of clarity about the processes that involve the development of public
policy displays implementation problems and formulation problems as their
arguments support both as if they were one, ending with a request for
modification of policy choice: to replace the continued progression by merit
promotion; decision only appropriated to the Executive as we saw.
As evidence that the merit promotion must replace the automatic progress, the
attorney uses the research of a nationally unknown researcher, Sebastião
Ferreira, involving high school students who, among other issues, complain that
their colleagues do not know the basic mathematical operations. Placing
educational difficulties concerning the first four grades of the Fundamental
Education is not valid since the end of the first cycle has an assessment during
which one can disapprove. Therefore, it is not the policy that is badly chosen,
neither its replacement that will solve the problem.
The evaluation literature is extensive and solid. No expert was quoted over the
motion, so we can conclude that neither were sought, which will not allow him to
defend a cause without knowing it completely. Moreover, the attorney
disconsiders that there is an Educational Policy Project to be followed; neither
that the teaching material used, the school calendar, the teacher‘s scale, the
classroom dynamics are in agreement with the school system; it is not simple to
work today with a perspective and tomorrow with another with a completely
different purpose; and he believes that, because it is the measurement of
knowledge, everything is easier, clearer and fairer.
Mistakenly, therefore, condemnatory applications were based on two
requirements: to embrace an evaluation system which requires an annual
average absorption of at least 50% of the content by topic with just reproaches
should the student does not achieve success under a daily penalty of U$
6,000.00; and a penalty of also U$ 6,000.00 per student promoted in the
dictates of the system should the continued progression is not used.
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The attorney lost the opportunity to ask the Judiciary to force the Executive
Branch to develop its task efficiently, since it gave him what he believes is the
solution: changing the bias of the policy. If he found that the program of
continued progression has been extremely damaging to the childhood and youth,
he could have asked the Judiciary in accordance with the supervisory control he
has to exercise, indicated to the Executive a term to adjust the policy and
develop it properly, as pointed by Freitas (2003) and not as automatic
promotion.
Besides the attorney ignored the possibilities of the educational system existing
in LDB, he hurt the political autonomy of the Executive Branch. Had he got a
greater clarity about what involves the public policies, he would be able to make
at least two requests more consistent with the demand and more assertive in
their implementation.

Conclusion
Considering all the previous points about the institutional context and the
organization of Brazilian education, as well as the ways of action of the Parquet
and the Judiciary on a policy issue, other directions are possible and perhaps
with better results than that chosen by the attorney. First, it was possible that
the Parquet acted extra-judicially by contacting the Executive and presenting
difficulties to devise ways to improve policy. A second form would be triggering
the Judiciary aiming the implementation cycle, requesting time for preparation of
the Executive to review the project and answer it presenting both the possibility
of running to a timetable and results, under penalty of daily fines from the date
on which the more reproductive results are viewed.
The other, more radical of all, would be drawing up a new policy on the basis
permitted by the LDB. To the Executive a term by the Judiciary for the
elaboration of a new policy would be given and then the tender schedule for
investigation indicating the beginning of the implementation in order to present
the results submitted with a daily fine from the date on which the results were to
be presented. It could also be considered that civil society organization related to
the case would be consulted and they could participate in either the elaboration
project or the implementation review.
When it comes to judicial control, the attorney must keep in mind that the
motion gives the tone of the process development, so it should be very well
prepared and clear on what we want to challenge and ask for seeking to
accomplish a right. The one who complains about the presence of the Judiciary
as supervisory of the Executive Branch must be aware of the issue involved, in
this case, about the continued progression and the very principles on public
policy.
The Parquet has sought to defend the education right, but the way it works it is
claiming only a part of the right, contenting itself with dubious effectiveness
arising from misinterpretation and temporary solutions. Our insistence on a
lawsuit that seeks permanent solution is founded on respect for the student and
their families and thus society. Considering that a change in the educational
system of progression, disapproving is sufficient to guarantee the education
right, defend the right part and tackling the Principle of Human Dignity, is in
truth, not defending it.
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With this article we intent not only to share the problem of judicial control of
policy education, but also share knowledge in order to understand the dynamics
of this control in other countries.
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Abstract
As a corollary of globalization, neoliberalism and the concept of knowledge economy,
with associated discourses of new public management in the past three decades, there
has been a fundamental change in the way higher education is viewed in sub-Saharan
Africa. Using various theories, including public choice theory (PCT), agency theory (AT)
and transaction cost theory (TCE) (Hayek, 1978; OECD, 1996) of the marketplace, the
World Bank has applied the new market mechanism to higher education. This change in
policy has led to the phenomenenal growth of questionable for-profit private universities
in the region. The World Bank estimates that between 1997 and 2008, public universities
doubled from100 to 200 but the number of private tertiary institutions increased from 24
to a staggering 468 in the same period (World Bank, 2008). Currently, in many of the
countries in the region there are many more private institutions than public, for example,
Nigeria has about 40 public universities and colleges but over 100 private universities.
This tremendous expansion has come with major challenges in terms of quality programs
and graduates, program offerings, staff issues, student discontent, graduate employment
etc.

Keywords
Globalization – sub-Sahara Africa – Private Universities

Introduction
Since the 1980s and 1990s, there has been a fundamental shift in the role the
state should play in higher education in sub-Saharan Africa. The ascendancy of
neoliberalism (Burchell, 1996; Rose, 1996; Stiglitz, 2002) and associated
discourses of new public management have led institutions of higher education to
redefine and justify their existence. As part of that justification, governments in
Africa have adopted policies that have led to the proliferation of private
universities in the region. This chapter discusses the link between neoliberalism
and the knowledge economy and neoliberalism and the rise of private
universities on the other.
In a global neoliberal environment, the role of higher education for the economy
is seen by governments as having greater importance to the extent that higher
education has become part of the new policy fleet for governments around the
world. Universities are seen as a key driver in the knowledge economy, and as a
consequence, higher education institutions have been encouraged to develop
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links with industry and business in a series of new venture partnerships. The
recognition of economic importance of higher education and the necessity for
economic viability has seen initiatives to promote greater entrepreneurial skills
as well as the development of new perfomative measures (Burton-Jones, 1999).
Private universities have become part of the new entrepreneurial venture
(Carney, 2000; Burton & Jones, 1999; Banya, 2001; Barnett, 2000; Manginson,
1999; Olssen, 2002; Peters, 2002a).
This paper examines the challenges of the laissez-faire expansion of higher
education driven by supply-side pressures in sub-Saharan Africa and its impact
on tertiary education in the region.

1. The link between neoliberalism and globalization
There is a link between neoliberalism and globalization at the economic level,
particularly as it relates to ―true trade‖ and the ―freedom of commerce.‖ As an
element of globalization, neoliberalism constitutes the means through which
domestic and global economic realities are structured. However, neoliberalism
and globalization are not the same phenomenon. Neoliberalism is a particular
economically imposed discourse or philosophy which has become dominant and
effective in world economic relations as a consequence of super-power
sponsorship (Reaganism in the US and the ―New Right;‖ Monterism/ Thatcherism
in the UK). As a politically imposed discourse by Western nation-states,
neoliberalism‘s major features emerged in the US in the late 1970s as a forced
response to stagflation and the collapse of the Bretton Woods system of
international trade and exchange, leading to the abolition of capital controls in
1974 in the US and 1979 in Britain (Mishra, 1999; Stiglitz, 2002).
Globalization as indicated is not identical with the phenomenon of neoliberalism
per se. Globalization is a broader concept in that, even without neoliberalism, it
would still constitute a significant process. This is because it has partly occurred
as a consequence of changes in technology and science which have brought
many parts of the world closer together through developments in forms of
technology as they have influenced information, communications, and travel. The
pervasiveness of globalization is not only in education but every aspect of human
endeavors. Jones (1995) refers to the various agendas of globalization, which by
nature are mutually reinforcing and increasing leave participants who refuse to
participate isolated, and at comparative disadvantage. He divides globalization
into political, economic, and cultural parts. Jones, moreover, posits that the
multiplier effect of globalization on the processes which promote it—
communication, information technology (IT), and mobility, will intensify and
become more dominant aspects of societies for the foreseeable future. The
common language of globalization emphasizes concepts such as ―outputs,‖
―outcomes,‖ ―quality,‖ ―accountability,‖ ―purchase,‖ ―ownership,‖ ―value for
money,‖ ―contracts,‖ ―efficiency,‖ ―customers,‖ ―managers,‖ etc. Central to such
approaches is an emphasis on contract which ostensibly replaces central
regulation by a new system of public administration which introduces such
concepts as clarification of purpose, role clarification, task specification, reliable
reporting procedures, and the freedom to manage.
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2. Why Private Universities?
Privatization of education is sometimes described as a form of decentralisation
(e.g. Cummings & Riddell, 1994; Patrinos & Ariasingam, 1997; Bray &
Mukundan, 2003), given that it may involve ‗the transfer of decision making
authority, responsibility and tasks from higher to lower organizational levels or
between organizations‘. Privitisations are often categorized into two ideal types
(Patrinos & Ariasingam, 1997): first, involving demand style financing; second,
involving reforms to the educational supply-side. One of the major reasons why
private institutions might be seen as advantageous to some seems to be the
widely belief ‗In a private school, the teachers are accountable to manage (who
can fire them), and, through him or her, to the parents (who can withdraw their
children). In a government institution, the chain of accountability is much
weaker, as teachers have a permanent job with salaries and promotions
unrelated to performance. This contrast is perceived with crystal clarity by the
vast majority of parents‘ (The Probe Team, 1999, p. 64). Accountability is also a
factor highlighted by Drèze and Sen (2002): Low teaching standards in
government schools ‗reflect an endemic lack of accountability in the schooling
system‘ (p.173). Watkins sums up evidence from a range of countries: ‗That
many education systems in developing countries fail to meet even the most basic
requirements for accountability is not in dispute. Too often these systems are
unresponsive to local community needs and unaccountable to parents, especially
when the communities and parents in question are poor…‘ (Watkins, 2004, p.10).
With the Third World becoming increasingly more indebted, the International
Monetary Fund (IMF) and the World Bank gradually evolved as the leaders of last
resort for the Third World, arranging to reschedule debts and make structural
adjustment loans conditional upon the adoption of a standardized range of
policies. These policies encompassed the reduction of government expenditure,
the privatization of stage corporations, the liberalizations of the economy, the
encouragement of the private sector, the controlling of the money supply to
contain inflation, and currency devaluation. The latter redresses the balance of
payments to make imports more expensive and exports cheaper, thus at the
same time stimulating exports and domestic industry for import substitution. On
the basis of the belief that the growth of state bureaucracy has led to the
corruption, waste and inefficiency, the IMF and World Bank require debtor
countries to reduce the role and staffing of the state. By 1988, over 28 African
counties has embarked upon such structural adjustment programmes.
Neoliberal models of deregulation promote notions of open markets, unchecked
free trade, a reduction of the public sector, and the decrease of state
intervention through regulations on the economy and the de-regulation of
markets. This agenda includes a drive towards privatisation and decenteralisation
of public education, a movement toward educational standards based on
decontextualized definitions of a quality of education, and the testing of
academic achievement usually through multiple choice exams to determine the
quality of education at the level of students, schools, and teachers.
Accountability, defined more as a means of social control than a pedagogical
device, is another key tenet of the model. The financial and policy prescriptions
of de-regulation models are now being challenged with a reorganization of the
world system, and predictably, will have an impact on the politics of the culture
and education (Welch, 2010).
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2.1. Growth of Private Universities
Private universities are a potentially important way of diversifying the financial
base of national higher education systems. They offer an alternative for
expanding access to higher education without adding significant government
costs. In Latin America, private universities have soaked up a substantial amount
of student demand over the last 30 years. Between 1960 and 1970, private
higher education enrollments jumped five-fold, almost doubling their share of
total enrollments from 16.4 percent to 31.0 percent during the decade. From
1970 to 1985, private higher education enrollments quadrupled, but its share
remained almost constant (32.6 percent) as public university enrollments
increased at roughly the same rate (Brunner, 1990). The last half century has
seen a dramatic expansion in access to primary and secondary education in man
nation in Sub-Saharan Africa. Educational expansion is not only view as desirable
for a country‘s economy and as beneficial for educated individuals themselves,
but as a strategy for social inclusion, a step towards greater social harmony. The
hope is that expanding educational access can mitigate economic inequality,
increase upwards social mobility, and lessen class and other social antagonism.
(Attewell, 2008, p. 1).
In the current context of programs to privatize national economies, higher
education has been no exception. Private higher education is growing rapidly in
Sub-Saharan Africa, reflecting a trend now developing across the rest of the
world. Education leaders and other experts in several countries say the new
institutions are becoming a force for the revitalization of higher education in SubSaharan Africa. At the very least, the establishment of institutions that are not
dependent on government support is seen as a welcome change. Growth in
higher education is seen to be concentrated in East Africa. In East Africa, dozens
of new universities have been established in the 1990s. When Kenya established
rules for registering private universities in 1989, for example, three institutions
were granted official recognition and 13 others were allowed to operate on an
interim basis. In 1999 alone, the country‘s Commission for Higher Education
considered the applications of 27 new institutions (Justin Irina, Sept. 1999).
Kenya was the region‘s first country to recognize the importance of private
universities, but Tanzania and Uganda are following suit. Uganda‘s parliament is
now considering legislation that would establish a National Council for Higher
Education to accredit private universities. In the meantime, eight private
institutions are operating with provisional recognition.
In Tanzania, which established a Higher Education Accreditation Council in 1995,
four private universities have met the requirements to be registered (Sabaya,
1999). More than 19 other institutions are now either in development or in the
process of being accredited.
To a certain extent, the same pattern of development is taking place in other
parts of the continent. For example, in Zaire private educational institutions are
part of the current social reality. A similar tradition is beginning to develop in
Cameroon, Senegal and Cote d‘Ivoire, where there is a plan to establish a
Catholic university at Yamoussoukro, the home of the Basilica of Notre Dame de
la paix. In some countries, private institutions focus on special areas, for
example, Burundi and Togo have private institutions that focus on the
management of resources. Another trend is expatriate Africans returning to their
home countries and investing in educational opportunities. Such was the case
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with a group of friends from a breakaway republic of Somaliland, one of the
world‘s most neglected corners, formerly a part of Somalia. The idea for the
international Horn University was developed in 1997 in Finland where they were
in exile. In 2004, the four men returned home with savings and a desire to make
a difference.
Investments by returning refugees provide a lifeline to millions in Somalia, which
does not receive any direct foreign aid as it is not recognized internationally. This
trend of Africans returning home to do business is taking tentative hold in
several sub-Saharan countries. As nations shake off war, adopt better
governance, and cash in on a commodities boom, former refugees and other
members of the African diaspora are coming back, drawn by patriotism and
investment opportunities in a region which the International Monetary Fund
expects to grow by 6.5 percent this year.
For example, politicians and businessmen are actively participating in
establishing tertiary institutions. Malawi‘s former President, Bakili Muluzi, is
planning to open a Muslim university. The institution will join other church-run
universities – the Catholic University and Livingstone University (which is run by
Presbyterian Church) – to outnumber Malawi‘s two public institutions, the
University of Malawi and Mzuzu University. The university will be for Muslims and
non-Muslims and will offer Islamic studies and non-Islamic studies. Muluzi is a
devout Muslim.
Muluzi‘s successor, Bingu wa Mutharika is also planning to open a university in
his home town. The country‘s first post-independence ruler, the late autocrat
Kamuzu Banda, built an elite school – the Kamuzu Academy, this is better known
in Malawi as ‗Eton in the bush‘.
The opening of more universities in Malawi is likely to reduce the stampede for
university places among students from different regions. This resulted in some
universities introducing an unfair quota system based on a student‘s place of
origin (Manyukwe, 2009).

3. Challenges Facing Private Universities
Like many other institutions on the continent, private universities in Africa are
facing some daunting tasks. This paper will outline a few of these.
3.1. Finance
University budgets are composed of contributions from the state, students and
their families, donors, income-generating initiative, private sector contributions,
and investments. However, for private institutions, the state is conspicuously
absent. The development of private higher education in Africa has been severely
constrained by the extremely difficult economic conditions facing many of the
African countries. The IMF and World Bank imposed conditionalities have left
many countries in dire financial straits. Thus, finding the money to run even a
small private institution can be a challenge. Private higher education in Africa is
expensive to provide and costly to attend. A newly established Catholic university
in Cameroon, for example, charges roughly US$2,700 per year in tuition fees,
room and board. While the unit costs of private universities may be lower than in
their public counterparts, their cost structures are similar. Most private
institutions are residential, and salaries must be competitive with those of public
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universities to attract and retain qualified staff. The students who can afford
private higher education do not lack other educational choices. Many of the
private institutions have had to rely on external donors and other agencies to
operate. For example, the Islamic University‘s, in Uganda, total operating budget
came from the organization of the Islamic conference (OIC) for a period of time.
It was fixed at a particular amount and has been unchanged for a decade,
despite rapid expansion.
Given the rather precarious financial wealth of many of the private institutions,
creativity is important in raising money to do projects such as campus
infrastructure, expanding libraries, and hiring of staff members. For example,
some
private
universities
have
entered
joint
ventures
with
corporations/businesses to ease their financial difficulties. In the area of housing
for example, a number of private institutions have reached agreements with
private developers to construct houses that faculty rent for a period of time (20
years) and then turn them to the institution. The concepts of privatization and
free markets have opened up a number of partnership possibilities. In some
countries private and public universities are trying to solve their financial
limitations by working together to develop a system in which governmentsponsored students can enroll in private universities.
3.2. Staffing
Because of the dearth of qualified faculty to teach even at state universities,
private universities face a major hurdle in this area. Both state and private
universities are finding it extremely difficult to keep qualified academics in the
face of marginal salaries and poor facilities. In many instances, universities
compete with governmental and non-governmental agencies from a limited pool
of expertise. For example, the Islamic University in Uganda has been forced to
employ Christians and/or secular professors because of the lack of qualified
Muslim scholars. The Rector Adamu commented on the situation: ―Ideally, it
would be 50-50. But experts in Islamicized disciplines are very few. You can
count Muslim professors in Africa on your fingertips, and those are all well-placed
and not easy to get‖ (p. 46). Similar situations face other religious institutions
such as Martyus University, affiliated with the Roman Catholic, of Uganda and in
Cote d‘Ivoire. In Kenya, according to the July 2008 report in The Standard, a
Kenyan daily, there are not nearly enough lecturers with Ph.D. degrees in public
and private universities in sub-Saharan Africa, many significantly diminishing the
value of higher education. Outside South Africa, many universities in the region
are lucky to have 10 doctorate-holding lecturers on staff. In Kenya, with the
exception of the University of Nairobi where about 50 percent of the faculty holds
a Ph.D. or equivalent, doctorate-holders are thinly spread across 24 accredited
and licensed universities.
But the situation is worse in ‗garage universities‘ where students are taught by
lecturers and instructors without postgraduate training. Most of these are
regional centers and partnerships with commercial colleges and other institutions
whose core business is not to produce highly skilled graduates or to conduct
applied and basic research.
To overcome some of the staffing difficulties, some private universities employ
their own graduates, who may have internalized the university‘s vision and come
from the core of the institution. In addition, they have academics from public
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universities to teach selected courses per semester. Private universities also
often provide working conditions that are attractive to the faithful. The
availability of a decent library, with current journals, helps to retain some faculty
at private institutions.
3.3. The Issue of Quality
―Quality‖ of education is a concept that defies a short and simple definition. A
more meaningful exercise is to enumerate the components of quality. Bergmann
(1996) identifies four components of quality in education: (a) input quality
(human resources, material resources), (b) time-process quality (teachinglearning interactions in classrooms), (c) curricula-output quality (student
achievement) and (d) value quality (the degree to which the objectives and
output of an education system correspond to the value system of society).
Given the poverty in most African societies, it is not surprising that all indicators
point to an alarmingly low and probably declining value of education in Africa.
These materially poor governments find themselves in the vice between the
economic squeeze since early 1970s on the one hand and, on the other, rapid
population growth and pressures of educational expansion.
Higher education conventionally has associated academic quality with resource
―consumption,‖ that is, with the amount of resources it has been able to attract
and spend. In the past, a college or university whose enrollments and budget
were growing was thus considered productive. Quality was attested by the
addition of prestigious undergraduate and graduate programs such as law and
medicine. Accountability was thought of mainly in terms of financial stewardship,
by how well and in how much detail an academic institution could document how
revenues were spent as functions of, for example, faculty-student ratios,
numbers of academic credit hours generated, instructional programs sustained,
and total numbers of degrees awarded.
The metaphor for academic accountability most often invoked combines the
notion of an institution of higher learning as a production unit, a factory perhaps,
together with that of the college or university as a corporate enterprise engaged
in retain sales. The school as a business ―produces‖ knowledge, which it then
offers for sale. Competing with other sellers in a particular ―market,‖ the college
or university establishes a ―marketing‖ plan intended to confer a competitive
edge for attracting prospective buyers, namely, students. For their part, students
as tuition-paying ―customers‖ are said to be making an ―investment‖ in the
education sought, hoping for an adequate ―return‖ on that investment. (Implied,
but not always stated explicitly, is the presumption that in higher education as in
any other purchasing transaction, the customer is always right) (Likas, 1996).
College and university leaders, runs the complaint, must listen more closely,
must respond more fully to what their constituencies profess to want from
institutions of higher learning. Recent years have thus witnessed the growing
popularity among academic planners of quality assurance systems originally
devised for corporate business and industry such as Total Quality Management
(TQM) and Continuous Quality Improvement (CQI), systems now proposed for
use in colleges and universities. Dedication to servicing clients‘ needs has
become a watchword in academic circles as a hallmark of quality,
responsiveness, and hence accountability. This is in line with IMF and Bank
conditionalities (Banya, 1993).

68

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

Many administrative leaders, no less than faculty, find the whole notion behind
the metaphor of higher education as a business involving buying and selling
repugnant. Some go as far as to oppose any effort to assess students‘ skills and
knowledge whatsoever, claiming that the most important learning colleges and
universities endeavor to impart is least susceptible to precise measurement.
―Many in higher education has a higher purpose than selling products like
detergent or garage door openers,‖ one group of researchers has recently
observed with vast understatement. ―Nevertheless,‖ they add, ―we prefer and
use the word... because we believe that it is an important reminder that higher
education is in business to serve others, not to perpetuate itself or to make selfinterested choices...We believe that the purpose for organizations resides outside
the organization‖(pA57). As proponents of assessment are fond of emphasizing,
―Assessment is a feasible art. And assessment bears clear benefits. Those
campuses where comprehensive systems for measuring student learning and
outcomes are now in place report improvements in curricula, instruction,
collegiality, student advisement, retention, placement rates, and certification
exam scores. Most important, it appears that students are in fact learning more‖
(pA57).
Many private universities have tried to avoid a majority of the shortcomings on
quality by concentrating in few areas that they can manage. They are not
everything to everyone like the state institutions. Because they get their funding
partly from student tuition, private universities tend to make their programs
more relevant and marketable.
There is however, a general perception that the quality of private institutions
leaves much to be desired. This perception partly arises from residual teachings
from the colonial experience that private involvement exacerbates inequalities in
education and is associated with inferiority. In West Africa for example, because
for the most part poor quality was associated with private secondary schools, the
idea of private higher education is not generally accepted. In countries where
private universities exist, like Liberia‘s Cuttington University College, acceptance
can be a major problem. Parents‘ attitude and the general public feel that private
institutions are not parallel with state institutions. Thus, the perceived quality
issue has contributed in some instances to the lack of private higher education
institutions.

Conclusion
The source of the policy recommendations to be made to lessen some of the
disadvantages of establishing private colleges include:
First, care must be taken not to perpetuate inequalities in the higher education
system. Economic inequalities accentuate inequalities in access to higher
education, which may in turn contribute to inequality in occupational
achievements, earnings, and socioeconomic spheres generally. Even the
strongest advocates of privatization of education admit that privatization is
―socially and economically divisive‖ in nature and effect (Psacharopoulos &
Woodhall, 1985, p.144).
Second, steps must be taken to safeguard against the perceived erosion in the
quality and standards of higher education. In many instances, irrespective of a
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student‘s academic level, he/she will be admitted, provided the requisite fees are
paid.
Third, without strong oversight, private universities will eventually dominate the
whole higher education system. They may even replace the state higher
education system. Already in some countries—Kenya, Uganda, and South
Africa—their numbers are sizable. Thus, higher education, now a public or quasipublic good, will become a luxury good, and students from even the middle and
upper-middle income classes may not be able to afford it. Private universities
may turn into a monopoly of the rich.
Fourth, unregulated private universities would accentuate other social evils, like
corruption—economic, social, and political. The corruption involves obtaining
sanction for opening colleges, teacher recruitment, and student admissions,
among others. Already, there are allegations that some students have indulged
in rent-seeking behavior to be admitted to higher education institutions.
It is essential for the region that all benefit from university education, respective
of financial background. Both public and private universities in Sub-Saharan
Africa need to define their own philosophy and purpose in a developing society.
Such philosophy must include the application of knowledge to social use, and the
acceptance of intercultural diversity aimed at promotion of mutual
understanding, human rights and respect within and among nations. To be truly
African institutions of higher education, universities in Africa must face the task
of training/educating the whole person for nation-buildup. Private universities
have a vital role to play in such endeavors. Governments should assist in such
efforts by passing legislations that facilitate the creation of such institutions and
providing whatever support they could provide within their means. As the
philosophy of market economy has permeated the rest of the world, SubSaharan Africa would have to change to embrace it too, even in education.

References
Ajayi, A., Goma, L., Johnson, A (1996) The African Experience with Higher
Education, Athens, Ohio: Ohio University Press, 1996
Banya, K. (1993) ―Illiteracy, Colonial Legacy and Education: The Case of Modern
Sierra Leone‖. Comparative Education, Vol. 24, 2,156-166.
Barrera, A. (1990) "The Role of Maternal Schooling and the Interaction with
Public Health Programs in Child Health Production". Journal Development
Economics vol. 32: 69 91.
Haddad, W. (1990) "Education for All: The Role of International Aid‖ Prospects
20(4): 525 536.
Harbison, F. & Myers, C. (1996). Education Manpower and Economic Growth.
New York: McGraw Hill, INC.
Inkeles, A. & Smith, D. (1974). Becoming Modern. Cambridge, Massachusetts:
Harvard Universities.
Irina, Justin (1999) The Chronicle of Higher Education. September, 1999
Jones, P. (1992) World Bank Financing of Education: Landing, Learning and
Development. New York: Routledge.

70

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

Kasozi & Adamu (1999) The Chronicle of Higher Education. September, 1999
Kiptoon (1999) The Chronicle of Higher Education, September, 1999
Law, L. Jennison, D. & Lonat, F. (1990) Education and Productivity in Developing
Countries: An Aggregate Production Function Approach. Mimeo,
Washington, D.C.: World Bank.
Mwale (1999) The Chronicle of Higher Education, September, 1999
Patrinos, H. & Ariasingam, D. (1997) Decentralization of education: Demand-Side
Financing. Washington, D.C.: World Bank.
Sabaya, William (1999) The Chronicle of Higher Education, September, 1999
Saint, W. (1992) Universities in Africa: Strategies for Stabilization and
Revitalization. Washington, D.C.: The World Bank
Souko (1999) The Chronicle of Higher Education, September, 1999
WCEFA (1990) World Conference on Education for All. Meeting Basic
Learning Needs: A Vision for the 1990s. 5 9 March Jomtien, Thailand.
World Bank (1993) World Development Report, 1993: Investing in Health. New
York: Oxford University Press.
World Bank (2000) Higher Education in Developing Countries: Peril and Promise.
Washington, DC: The World Bank
World Bank (1991) World Development Report, 1991: The Challenge of
Development. New York: Oxford University Press.

GLOBALIZATION, KNOWLEDGE ECONOMY, AND THE BRAIN
DRAIN IN SUB-SAHARAN AFRICA
Kingsley Banya
Misericordia University
kbanya@misericordia.edu

Abstract
The rise of the knowledge economy has reinforced the link between economic prosperity
and higher education, resulting in a market economy (Burbules and Torres 2000). With a
declining and ageing population, western countries are increasingly seeking new avenues
to attract new talents and skills from individuals in the developing world. Several new
schemes are in the works to attract the skilled labor force that is needed in the west.
Some of these are the ―Blue Card‖ Visa in the EUs 27 member states. The cards will
enable immigrants to move more easily between the EUs 27, something not easily done
now because of red tape. Reminiscent to the American ―green card‖ and the Canadian
Point System, the blue card will ease migration procedures for academics, researchers,
and scientists from developing countries. The idea is to complete with the US, Canada
and Australia in poaching home –grown talents from Africa and elsewhere. Currently, the
EU attracts only 5% of highly qualified economic migrants compared to 55% for the US
or Canada (OECD, 2008).

Keywords
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Introduction
―Globalization‖ is a contested concept that holds different meanings for different
people. There are contrasting perspectives about the nature of globalization‘s
impact. As Stromquist and Monkman assert, ―most observers see a tendency
toward homogeneity of values and norms; others see an opportunity to rescue
local identities‖ (Stromquist and Monkman 2000, p. 7).
As a result of globalization, countries and regional blocks are positioning
themselves as competitive entities that will enter the global market with (it is
hoped) ―superior strengths and abilities‖ (Stromquist 2002, p. xiii). According to
Stromquist, the globalization process in education paradoxically involves the
simultaneous mechanisms of centralization and decentralization (Stromquist
2002).
Part of globalization has been the shift towards capitalist political economy. The
values, institutions and modes of organization of a capitalist economy seem to be
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everywhere. Dunn (2000) claims for example, if the belief in the efficacy of
centralized forms of control continues to erode, then governments, in one
country after another, will have little choice but to put in place the institutions
which give expression to the belief of a market economy.
In this paper, globalization is taken to be the result of the processes of imitation,
adaptation and diffusion of ―solutions‖ to problems of many different kinds—
whether they be new technologies or organizational forms or modes of working,
migration, etc. The pervasiveness of globalization is not only in education but
every aspect of human endeavors.
Globalization and internationalization also hastened the spread of new values and
approaches into every aspect of life including education and the ―brain drain‖.
The brain drain was first coined by the Royal Society to describe the emigration
of ―scientist and technologists‖ to North America from post-war Europe
(http://www.orcdobserver.org/news/fullstory.php/aid673).
Conceptual Framework: Migration
Because of globalization, there is an increase global interaction and persistent
global inequality across nations. The globalization process continues to sustain
and even enlarge national disparities in development. The strengthened
international ties and the persistent cross-national inequalities together explain
cross-national variations in professional migration to advanced countries (Cheng,
and Yangft 1998; Kapur and McHale, 2005; Ozden and Schiff, 2005 and Regets,
2007).
Migration is the result of individuals and households weighing the utility that is
attainable under different migration regimes with the utility from not migrating.
A migration regime is defined as a combination of place (the village of origin in
the case of nonmigration, internal migrant destinations, or foreign destinations)
and sector of employment. Migration entails a discrete, dichotomous, or
polychotomous choice. A reduced-form approach, in which income or expectedincome is replaced by a vector of exogenous (that is human capital and, in the
case of NELM models, household capital) variables, has been used in a number of
studies using probit or logit estimation techniques (see, for example, Taylor
1986, and Emerson 1989). There are several trends that lead to brain drain. In
this article, we examine broadly three that cut across family and countries via
education, economics, and push and pull factors.

1. Internationalization of Higher Education
The growing articulation in higher education between developed and developing
countries (Liu and Cheng, 1994) have helped propel the brain drain.
Theoretically, the articulation of higher education is bidirectional, involving
mutual exchange and influence between sending and receiving countries. In
practice, however, the impact of advanced countries' higher education systems
on developed countries has been predominant due to advantages of accumulated
scientific knowledge, an advanced technological base, and requisite economic
and social infrastructures. The most direct form of articulation of higher
education is the presence of foreign students. Before World War II, foreign
students were concentrated in renowned European universities, such as Oxford,
Cambridge, and the University of London. Well-known American universities,
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such as Harvard, Yale, and MIT also received some foreign students. After World
War II, the United States emerged as the largest recipient country of
international students (UNESCO, 1999). For example, in the past three decades,
the number of international students enrolled in U.S. institutions has increased
substantially, from 48,486 in 1960, to 134,959 in 1970, 286,343 in 1980,
386,851 in 1990, and 419,585 in 1992. It is estimated today at over half a
million yearly (there was a significant dip because of 9/11, but the situation has
stabilized) (Institute of International Education, 2002).
1.1. Cultural Exchange
The training in advanced countries facilitates students and scholars from
developed countries in mastering the English language, technical terminology, a
shared body of scientific knowledge, common research methods, and a style of
thinking. These preparations make the "students" employable in advanced
countries (Agarwal and Winkler, 1984). The training also weakens their
traditional and nationalist values. By contrast, Western values associated with
"progress" and "modernity" are facilitated. Although family and social ties with
the home country may remain for these professional migrants, political and
national commitments tend to attenuate. Once other conditions come into play,
these professionals will seek permanent employment in advanced countries
(Agarwal Winkler 1984). Because of their Western education, their interests are
often consonant with the needs of the advanced countries, which tend to devise
immigration policies to actively recruit them. In the case of the United States,
foreign-born professionals could become immigrants via adjustment to
permanent resident status after procurement of employment. Many professionals
of sending countries have become immigrants through this channel (Ong and Liu,
1994).
1.2. Linkage
Even in cases where students and scholars do return to their home countries
after training in advanced countries, their influential positions in education and
research institutions as well as government enable them to contribute to the
brain drain sometimes indirectly. These returnees have a tendency to use
textbooks, teaching methods, and evaluation standards of developed countries,
with which they are familiar. They also tend to favor the curriculum and
management systems of the countries where they were trained. All of these have
an impact on the systems of higher education in their home countries. Many
institutions of higher education in developed countries have been heavily
influenced by Western curricula. This is not surprising because many who played
a major role in planning and modernizing these institutions as well as earlier
political leaders were trained in Western universities. In addition, because of
returnees' experiences and connections in advanced countries, they continue to
recommend or arrange to send their outstanding students to study in countries
of their former training. This process reproduces a large number of students
abroad, their subsequent emigration, and their continuing influences on home
country development if and when they choose to return.
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1.3. Fellowships/Scholarships
These are other forms of educational exchange in addition to studying abroad.
For instance, western countries establish schools or programs overseas modeling
their own educational systems, especially in the former colonies. Indeed,
partnership between North-South institutions has become a major means of the
brain drain (Banya, In press). They send teachers to the South to teach English
and other courses. The West influences higher education in developing countries
through its foreign aid grants, inter-university programs sponsored by Western
universities or funded by private foundations, such as Fulbright Foundation, Ford
Foundation, Rockefeller, etc. While it is true that the articulation of higher
education primarily reflects the dependency of the South on Western countries
for training high level manpower, Western countries also send their students to
study language, culture, history, art, and folk medicine or to conduct academic
research in the south. These exchanges increase ties between researchers,
teachers, and students of the North and those of the South. Through frequent
interactions with Western teachers (such as the American Peace Corps, the
British VSO, and the Canadian USO), students, and researchers, professionals or
potential professionals in the South acquire working English and other skills, that
may be in demand in the west. Extensive interaction with western culture
establish personal and institutional networks that increase the probability of
emigration to the West.

2. Economic Interdependency.
Economic interdependency has created basic conditions for the flow of
professionals from developing countries of the South to the developed West. The
availability of a sizable group of highly trained professionals becomes a
necessary condition for the continuous development of capitalism. Economic
growth and investment in infrastructures have generated a favorable research
environment. These conditions have, in turn, produced better working conditions
and relatively higher earnings. As a result, the high demand for professionals has
led to the adoption of an immigration policy favorable to the admission of
immigrant, for example, the American J visa, HIB visa program and the Canadian
point system. Excellent research, working and living conditions have attracted a
large number of foreign professionals to seek employment in advanced countries
(Vas-Zolfan, 1976).
The flows of capital and resources to developing countries have contributed to
the formation of a pool of potential professional emigrants and to the emergence
of emigrations as an actual option (Sassen, 1988). Foreign direct investment in
LDCs creates opportunities for local professionals to be employed by
transnational corporations as middle-level or higher-level staff in order to
maintain the smooth functioning of business. These professionals often receive
short-term training in advanced countries, which facilitates their understanding
of the differences between the advanced host country and their home country.
Frequent contracts with foreign colleagues expose them to life/work styles and
norms, which gradually nurture their ideological and objective associations with
those countries (―Westernization‖). In addition, these professionals receive
salaries much higher than their peers‘ employer outside foreign firms.
Experiences in foreign firms have also made these professionals employable in
advanced countries (Saggen, 1988; Ongit Liu, 1994; Krits, 1987).
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3. Push and Pull Factors
The differences in development reflect both push and pull factors. From the
receiving countrie‘s point of view, they represent pull factors; while from the
sending countries‘ prospective, they can be considered push factors (Kapur and
McHale, 2005). Push and pull factors intertwine and mingle through the process
of globalization. Global interactions in higher education and economic arenas
create the necessary conditions for professional migration, but they alone are not
sufficient to generate the brain drain. It is unequal development across countries
that motivates professionals of sending countries to emigrate. Global inequality
in development is by no means a new phenomenon. However, in the past several
decades, the gap between poor and rich countries has widened (Seligson, 1984).
Some of the dimensions are:
A. Differences in living conditions. Living conditions include standards of living
and quality of life. Differences in living conditions provide incentives for
emigration. The larger the difference between a sending country and the
West, the more likely the professionals of that country are to migrate to the
West. For example, according to the Human Development Index, average life
expectancy in Sub-Sahara Africa is 45 years, compare to the U.S. 79 (UN,
2006).
B. Differences in work and research conditions. In terms of education, work and
research conditions encompass funds for research and development,
research equipment and related facilities, libraries, books and periodicals,
competent technicians and other supporting personnel, etc. Excellent
research conditions in the West attract talented human resources, while
poorer conditions in the home country encourage professionals to leave and
discourage those studying in the West from returning. Hence, differences in
work and research conditions between a sending country and the West
should be positively associated with the level of professional migration.
C. Educational opportunities for children. One of the important motivations for
professional migration is the perceived educational opportunities for the next
generation. Professionals consider not only their own lives and careers, but
also their children's social mobility. Less favorable educational opportunities
in the home country stimulate emigration to countries where better
opportunities abound.
D. Political conditions. Political conditions influence professionals' decisions to
emigrate as evidenced by the large-scale emigration of the highly trained in
times of political instability and persecution. For example, Nigeria in the early
1970s lost a large number of highly qualified professionals because of the
civil war.
E. Professional employment opportunities. The problem of structural imbalance
often vexes some countries, especially developing ones. On the one hand,
there are very few professionals, and yet some of professionals cannot find
suitable employment (Henderson, 1970:90). The so-called graduate under
unemployment. This may be caused by "educational surplus," poor planning,
monopolization of senior positions, ineffective demand for foreign trained
professionals, or a combination of the foregoing factors (Henderson, 1970;
Anderson, 1988). A lack of employment opportunities in the home country
therefore compels professionals to leave for countries with brighter
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employment prospects. The comparative economic advantages of developed
countries tend to put them in a favorable position for skilled migration from
the south.

4. Some of the advantages and disadvantages of Brain Drain
4.1. Advantages
The brain drain directly impacts income and poverty levels in the countries of
origins. By moving to areas where workers are more productive and valued,
migration leads to direct increase in global output and income (WB, 2009).
Remittances generally reduce poverty and alter income distribution, but the
evidence and direction of these effects depend on who receives them. The
existing evidence on this from a variety of countries is somewhat mixed. Among
the more reliable and convincing studies are those based on household surveys.
For example, the 2003 Mexico National Rural Household Survey suggests that (a)
both internal and international remittances have an equalizing effect on incomes
in high-migration areas but not in low-migration ones, (b) international
remittances reduce rural poverty by more than internal remittances, and (c) the
larger the share of households with migrants in a region, the more favorable the
effect of increases in remittances on rural poverty (Mora and Taylor 2004).
Although such a study has not been done in a Sub-Saharan African country, yet
anecdotal evidence point to similar results. Remittances lead to enhanced human
capital accumulation and entrepreneurship in origin households. This results in
less child labor; greater schooling, start up businesses; self-employment and a
higher rate of entry into capital-intensive enterprise (Rozelle, Taylor, and de
Brauw 1999). Individual family and human capital characteristics may affect
remittance behavior, migrants‘ wages, and migrants‘ willingness to share their
earnings with the household through remittances. Finally, individual, family, and
community variables may influence migration costs, as well as the ability to
finance these costs. Wealth and migration networks may place a particularly
important role in this regard (Taylor 1987; Lopez and Schiff 1998).
4.2. Disadvantages
Brain drain is an economic cost, since emigrants usually take with them the
fraction of value of their training sponsored by the government or other
organizations. It is a parallel of capital flight, which refers to the same movement
of financial capital. Brain drain is often associated with de-skilling of emigrants in
their country of destination, while their country of emigration experiences the
draining of skilled individuals (Krilz, 1989).
Endogenous growth theory indicates that human capital (especially education
and health) generates positive externalities (Lucas, 1988).
Things that are lost with the emigration of educated workers are (a) the positive
effects on the productivity of colleagues, employees, and other workers; (b) the
provision of key public services with positive externalities, such as education and
health, particularly for transmissible diseases; (c) the fiscal externalities
associated with the fact that the taxes they pay are larger than the value of the
public services they consume and the public funds invested in their education;
and (d) their contribution to the debate on important social issues and their
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impact on policy and institutions (World Bank, 2001). Although not often
discussed, there are downsides to migration to developed countries, including
underemployment and hostility from some segment of the population. In some
countries, there has been violence against highly skilled immigrant workers in
such countries as Germany, France, etc.
The impact of the brain drain on Sub-Sahara will next examined using a case
study of three countries in the regions- South Africa and Ghana.

5. The Sub-Saharan
It is estimated that the brain drain costs the continent as a whole over $5 billion
in the employment of 150,000 plus expatriate professionals annually (Pollution
Research Essay, 2001). The highest migration rates, in terms of the proportion of
the total educated force, are from Africa, followed by the Caribbean and Central
America. Being the least developed continent, Africa suffers far greater from
brain drain than any other continent. It has been estimated that although the
share of skilled workers in the total labor force in the region is only 4 percent
which comprise more than 40 percent of all migrants. Thus, as much as 20
percent of all skilled workers have emigrated out of Sub-Saharan Africa
continues, especially from Nigeria, South Africa, Kenya and Ethiopia
(http://www.theafricamonitor.com/news/ethiopian/april2007). According to the
report, Africa lost an estimated 60,000 middle- and high-level managers between
1985 and 1990, and about 23,000 qualified academic professionals emigrate
each year in search of better working conditions. The problem of brain drain and
its effect on the economics, social, political aspects of the region has warranted
the active involvement of leading African politicians; for example in the case of
South Africa, former South African President Thabo Mbeki in his 1998 ―African
Renaissance‖ speech stated that,
In our world in which the generation of new knowledge and its application to
change the human condition is the engine which moves human society further
away from barbarism, do we not have need to recall Africa‘s hundreds of
thousands of intellectuals back from their places of emigration in Western Europe
and North America, to rejoin those who remain still within our shores! I dream of
the day when these, the African mathematicians and computer specialists in
Washington and New York, the African physicists, engineers, doctors, business
managers and economists, will return from London and Manchester and Paris and
Brussels to add to the African pool of brain power, to enquire into and find
solutions to Africa‘s problems and challenges, to open the African door to the
world of knowledge, to elevate Africa‘s place within the universe of research the
information
of
new
knowledge,
education
and
information.
(http://news.bbc.co.uk/2/ni/African/1605242stm).

Conclusion
It is becoming increasingly apparent that the brain drain is not a purely academic
problem in Sub-Saharan Africa. The advent of globalization has brought nations
even closer resulting in relatively easy migration to where standards of living are
higher. Apart from the financial losses, the region‘s economic growth is at stake,
as highly skilled individuals depart for the West. As the example of South Africa
and Ghana have shown, the skilled people who the regions can least afford-
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Medical personals and teachers are the ones moving out and being replaced by
expatriates from the west at a far higher cost. The irony of the situation is that in
certain fields -- Medicine in particular --, there are far more doctors from
developing countries living in the West than in their home countries in Africa.
Efforts to reverse this trend, such as African recruit (NEPAD and the
Commonwealth Business Council) and a UNESCO-sponsored initiatives to stem
the academic brain drain in five African countries have met only with limited
success. In the case of Zimbabwe, the effort has collapsed. It seems that as long
as great inequalities exist in living standards and the West‘s instable appetite for
skilled human resources continues, the problem of the brain drain is here to stay.
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Abstract
In 2004 the General Assembly of the State of Ohio (U.S.) enacted Senate Bill 2, which
created the Educator Standards Board ‖to develop and recommend to the state board of
education standards for entering and continuing in the teaching and principalship
professions….‖ Since that time, the Ohio Department of Education has undertaken a
series of initiatives to strengthen the accountability and performance of educators under
the standards that were adopted. This paper reports on the initiatives that have focused
on school principals. The authors of the paper believe that the purposeful, systematic,
and integrated work that has been done in Ohio may be instructive and helpful to other
entities that are seeking to upgrade principal performance. The paper describes the
development of the Ohio Principal Standards, the alignment of the standards with
national standards, the development of the Ohio Principal Evaluation System, the pilot
testing of the evaluation system, and most recently, the development of rubrics to
measure principal performance under the Principal Evaluation System. The discussion of
each of these initiatives describes the participants, processes, and products that have
contributed to principal accountability and performance in Ohio. The work that still
remains for the Ohio Department of Education is also discussed.

Keywords
Principal – State – Accountability

1. Introduction
In 2001 Ohio Governor Ted Strickland appointed and convened the Governor‘s
Commission on Teaching Success. This Commission studied education in the
state and developed several recommendations for improvements, including a
recommendation that the state develop means to ―create school environments
with effective leadership where teachers can teach and students can succeed.‖
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In 2004 the General Assembly of the State of Ohio enacted Senate Bill 2, which
created the Educator Standards Board ‖to develop and recommend to the state
board of education standards for entering and continuing in the teaching and
principalship professions….‖ The Educator Standards Board acted to create
standards for teachers and principals, revise license renewal standards, align
university educator preparation programs with the educator standards, define
master teachers, develop a proposal for a career ladder, and monitor compliance
with the educator standards. The Educator Standards Board was required to
report directly to the Ohio Legislature (Beebe et al, 2008).
Since that time, the Ohio Department of Education, with substantial support from
The Wallace Foundation, has undertaken a series of initiatives to strengthen the
accountability and performance of educators. This paper reports on the initiatives
that have focused on school principals. The authors of the paper have been
involved in these initiatives, and they believe that the purposeful, systematic,
and integrated work that has been done in Ohio may be instructive and helpful to
other entities that are seeking to upgrade principal performance.

2. Development of the Ohio Principal Standards
2.1. Participants
The Educator Standards Board asked the Ohio Department of Education to
appoint a diverse team of professional educators from across the state to
develop a set of performance standards for school principals. The Ohio
Department of Education and the Mid-Continent Research for Education and
Learning non-profit (McREL) provided facilitation to the writing team. McREL was
incorporated in 1966 as the Mid-continent Regional Educational Laboratory, to
help educators bridge the gap between research and practice. The Educator
Standards Board also provided guidance to the writing team.
2.2. Process
The Educator Standards Board and the Ohio Department of Education were
purposeful in their selection of team members to write the standards. In
alignment with Arthur Levine‘s study titled ―Educating School Leaders,‖ the team
represented a strong combination of practitioners and university professors
working together to formulate the work. The participant selection was intentional
to support the creation of standards that were reflective of practice and theory.
Additionally, three strong meta-analyses were referred to during the writing
process that grounded a common understanding and framework for writing the
Ohio Principal Standards. The three meta-analyses included: Kathleen Cotton‘s
summary of findings about how principals influence student achievement in her
book ―Principals and Student Achievement‖ (2003), Waters, Marzano and
McNulty‘s paper entitled, ―Balanced Leadership: What 30 Years of Research Tells
Us about the Effect of Leadership on Student Achievement‖ (2003), as well as
the same three authors‘ book titled, ―School Leadership that Works: From
Research to Results‖ (2005). The latter two reports examined 5,000 studies and
selected 70 that met their criteria for design, control, data analysis and rigor.
From the analysis, the authors created a ―balanced leadership framework‖ to
help guide strong practices in the field. Cotton‘s findings led to the identification
of specific traits and behaviors that cut across setting, demographics, and school
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organizations for principals of highly effective schools. These comprehensive
analyses provide an understanding of the literature informing the Ohio standards
writing process.
The writing team met every three weeks from October 2004 to July 2005.
Honoraria and expenses for the writing team were paid by the Ohio Department
of Education. The team was instructed to develop general statements of principal
job expectations, a narrative explanation of these expectations, a breakdown of
the general statements into component elements, and a further breakdown of
the elements into precise behavioral indicators. For each standard, levels of
performance were defined for principals whose work would be deemed Proficient,
Accomplished, or Distinguished. These levels were established to assist in the
assessment of individual administrators‘ professional development needs, as well
as to support a mandated career ladder. An iterative writing process was
followed, in which language drafted by the writing team was closely critiqued by
the Ohio Department of Education, McREL, and the Educator Standards Board
facilitators, followed by team consideration of recommended changes, and
additional cycles of review and revision (Beebe et al, 2008).
2.3. Product – The Ohio Principal Standards
The product of the writing process was a set of the following five Ohio Principal
Standards (OPS), which were approved by the Educator Standards Board in
October, 2005.
Standard #1: Continuous Improvement- Principals help create a shared vision
and clear goals for their schools and ensure continuous progress toward
achieving the school‘s goals.
Standard #2: Instruction- Principals support the implementation of high-quality,
standards-based instruction that results in higher levels of achievement for all
students.
Standard #3: School Operations, Resources, and Learning EnvironmentPrincipals allocate resources and manage school operations in order to ensure a
safe and productive learning environment.
Standard #4: Collaboration- Principals establish and sustain collaborative
learning and shared leadership to promote student learning and the achievement
of all students.
Standard #5: Parent and Community Engagement- Principals engage parents
and community members in the educational process and create an environment
where community resources support student learning, achievement, and wellbeing.
The standards listed above are articulated from broad terms to observable and
measureable individual performances, in the following pattern.
Standard: The Standard is the broad category of knowledge, skills or
performance.
Narrative: The Narrative more fully describes the content and rationale for each
standard.
Elements: The Elements are the statements of what educators should know,
think and do to be effective.
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Indicators: The Indicators show the knowledge and skills of each Element in
practice. The Indicators are observable and measureable statements that serve
as tools in the discussions of educators‘ skills and knowledge or of the
effectiveness of professional development activities.
Further details of the Ohio Principal Standards may be found at the following
link:
http://www.ode.state.oh.us/GD/Templates/Pages/ODE/ODEDetail.aspx?page=3&
TopicRelationID=1309&ContentID=8561&Content=99436.

3. Alignment of the Ohio Principal Standards with National
Standards
Universities in Ohio are expected to construct principal preparation programs
using the Ohio Principal Standards as a guide, which allows school districts to
seamlessly apply the standards in the school building for principal development
and evaluation. However, the universities are also required to utilize the ISLLC
and ELCC standards when applying for national accreditation. This realization led
to the work of developing an alignment between the three sets of standards for
principals in order to simplify and support the work of maintaining accreditation.
Complicating this effort was the fact that universities had two choices of national
accreditation entities: the National Council for the Accreditation of Teacher
Education (NCATE) and the Teacher Education Accreditation Council (TEAC).
Additionally, the programs needed to align with the licensure examination
(PRAXIS Exam) and Ohio Value-Added Assessment legislation. The Ohio
Department of Education believed that the use of the new Ohio Principal
Standards would be enhanced if the state developed an alignment of all three
sets of standards (OPS, ISLLC, and ELCC), and then made the alignment
accessible to all Ohio programs to use as a framework when preparing for the
university accreditation process.
3.1. Participants
The participants in the alignment process included individuals representing all 22
public and private educational leadership programs in Ohio. Since the state had
also created new Teacher Standards, the work included an alignment with
national and organizational teaching standards. These two projects took place at
the same time, with both groups working together at times.
3.2. Process
The timeframe for creating a matrix, or crosswalk, to illustrate the alignment of
each of the pieces mentioned previously was from August 2006 to June 2007.
The project goals were: (a) to create an alignment between national standards
and tests and other initiatives supported by the Ohio Principal Standards, (b) to
develop alignment tools that institutions could use, and (c) to produce an
interactive product that could be customized and adapted by the individual
institutions. It was noted in the beginning of the project that the product was not
to be a new set of standards, or a synthesis of standards, or a prescriptive model
to be followed by all institutions in Ohio.
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Participatory action research was used to create the matrix. Kemmis (2006),
Kidd and Kral (2005), and Reason (1995) state that participatory action research
allows shared deliberation and discussion, while supporting results that benefit
the groups involved. The Ohio Department of Education appointed a committee
to lead the project, placing both public and private institutions on an equal
footing. The use of a leadership group to facilitate work can improve processes
within action research by creating a level field for the participants (McTaggart,
1991).
3.3. Product
The product of the alignment process for principals was a matrix aligning each
set of standards with each other set of standards, and each set of the standards
with the PRAXIS licensure exam and the Value-Added Assessment being used in
Ohio. This alignment of multiple sets of standards and other items created a
large and complicated document. The tool became easier to use due to work by a
subcommittee whose members were knowledgeable in the development of
electronic charts. It was felt that the alignment tool needed to be easy to use or
it would simply not be used, or that institutions would again resort to using their
own alignments or ignoring one set of standards or the other.
In order to more strongly validate the matrix, representatives from NCATE,
TEAC, and the Educational Testing Service, which produces the PRAXIS test,
offered feedback on the alignment. The matrix was posted and made available to
each of the institutions in the state. The institutions were instructed that they
could supplement the matrix by adding alignments to their own outcomes.
The alignment matrix for principals is available in two formats at the following
link:
http://www.ode.state.oh.us/GD/Templates/Pages/ODE/ODEDetail.aspx?page=3&
TopicRelationID=1309&ContentID=47660&Content=91709.
3.4. Work That Remains
At the point of completion, the committee disbanded, and the instrument was
considered finished. A problem may arise as future changes to the ISLLC and/or
ELCC Standards need to be addressed by an adjusted Ohio alignment.

4. Development and Pilot Test of the Ohio Principal Evaluation
System
Ohio Senate Bill 2 instructed the State Board of Education to develop guidelines
for the evaluation of both principals and teachers. The guidelines were intended
to be shared with school districts as a model for creating evaluation systems at
the individual school district level.
4.1. Participants
In 2006 the Ohio Department of Education initiated an inclusive process to
develop a Principal Evaluation System (OPES) involving public school leaders
from all over the state. A design team of approximately 30 Ohio superintendents,
principals, university faculty in educational leadership programs, and directors of
the principals‘ professional organizations held discussions in which they shared
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ideas, listened or read of the thinking of experts on principal assessment, and
examined the needs of practitioners. A team from the University of Cincinnati
reviewed the results of the pilot test of an earlier plan. The earlier pilot test had
included 19 school districts, 65 school personnel, and a broad representation of
the many different types of public schools in Ohio.
4.2. Process
The Ohio Principal Standards served as the guiding force for this evaluation
system. The groups closely studied 360 degree surveys, goal setting procedures,
and other potential parts of the system to ensure alignment with the work that
Ohio had already completed.
One of the considerations for developing the evaluation system was the
uniqueness of the types of school districts in Ohio. Ohio has 614 separate school
districts ranging in size from a few hundred to over 50,000 students, a large
private school (parochial and private) population, and a large number of charter
schools, which act as small independent school districts. The principal evaluation
system needed to provide a flexible model that could function for all school
districts. It was also necessary to remain conscious of the need to use this
system not only for principals, but also for assistant principals and associate
principals.
4.3. Product
The draft Ohio Principal Evaluation System was developed to measure the
performance of Ohio principals based on the Ohio Principal Standards which
included Elements and Indicators that could be observed and measured. This
model was not intended to be prescriptive, but rather as a resource model for
districts to use as they need, in whole or in part.
In the Ohio Principal Evaluation System guidebook (Ohio Department of
Education, 2009: 4), the principles underlying the evaluation system were
described as follows.
The OPES is a research-based model for the evaluation of school principals which
is aligned with the Ohio Standards for Principals; district and school improvement
plans; local priorities, goals and objectives; current evidence and new findings on
effective leadership; and research linking leadership to student achievement and
learning.
The system was designed to be fair and equitable, understandable and easy to
use both by principals and their evaluators, and adaptable to local conditions and
needs, allowing for tailoring work and targets of performance to the wide variety
of contexts throughout the state.
The system was created to encourage ongoing dialogue between principals and
their evaluator, to foster the professional growth of principals‘ knowledge and
skills, and to propel schools to higher levels of effectiveness as a result of
improved principal performance.
The three parts in the evaluation system were intended to be formative, and to
create an environment in the school district to encourage continuous dialogue
between principals and their supervisors and to help move a district toward a
focus on learning and results. ―OPES‘s use of multiple data sources and attention
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to a cycle of support moves evaluation beyond just compliance--instilling a
culture of accountability for school improvement and student learning‖ (National
Association of State Boards of Education, 2009: 5).
The system comprises the three dimensions below, each of which may be
weighted equally.
A goal setting process in which standards based goals are crafted, targets of
performance are established, and sources of evidence are identified,
A 360 degree survey process in which assessments of effectiveness based on the
Ohio Standards for Principals are drawn from educators who work with and for
the principal, and
Measures of organizational effectiveness, both in terms of student learning
outcomes and measures of community satisfaction.
Some aspects, for example the 360 survey and the parent surveys, were quite
controversial, and questions were raised about the effectiveness of the
evaluation when it allowed some data that could be based merely on liking a
principal or based on the personality of a leader. The 360 degree models were
viewed in that light until they were used in practice by principals. Community
surveys also suffered skepticism by the team until they were field tested.
Three different models of the 360 degree surveys were pilot tested: Vanderbilt‘s
Assessment of Leadership in Education (VAL-ED), McREL‘s Balanced Leadership
Profile, and Educational Impact‘s The 360 Leadership Assessment Tool. Later in
the process, Educational Impact‘s 360 Tool was eliminated as one of the
approved options.
4.4. Work That Remains
Many of the piloting districts used only parts and pieces of the Ohio Principal
Evaluation System. There remains a need to pilot the entire process in districts.
A question remains as to how one can make this process reliable and valid from
district to district. One way to move in this direction is to include adequate
training for those using the system. Training opportunities have already begun in
early 2011, offered by the Ohio Department of Education.
In evaluating the work the districts will do in piloting the system, one must take
into account the ―enduring dilemmas in the assessment of leadership
performance.‖ (Portin, Feldman & Knapp, 2006: 40) These dilemmas are the
tension between summative and formative purposes; balancing local, state, and
national interests; focusing on direct versus indirect effects on student
achievement; considering the leadership context; and finally, assessing individual
versus collective effort (Portin, Feldman & Knapp, 2006). All of these must be
taken into account when evaluating the performance of the principal. For
example, the context of the principal‘s school when evaluated can be a huge part
of the evaluation. At what stage of development is the school? At what stage in
the principal‘s career is the evaluation taking place?
Regarding balancing local, state, and national interests, many outside influences
can compete, such as the influence of state School Improvement Grants, which
may require the replacement of the school principal, or the political drive to
heavily rely on student test scores. The Ohio Revised Code states that school
boards are not mandated to utilize or strongly consider any of the principal
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evaluations completed by the superintendent. Thus, even strong evaluations
under a high quality state model can be set aside by local school boards, creating
a true dilemma.
How the Ohio Principal Evaluation System is used will be the key to its success
and acceptance by principals and school administrators. Performance evaluation
is still a human endeavor, with possible inconsistencies in implementation no
matter how well the system has been developed.

5. Development of
Evaluation System

Scoring

Rubrics

for

the

Ohio

Principal

5.1. Participants
The final step in refining the principal evaluation system was the development of
valid and reliable rubrics, or scoring guides, for the assessment of principal
performance on the job. This developmental work was assigned to a writing team
consisting of four principals, three university professors, and three central office
administrators. Leadership was provided by two officials from the Ohio
Department of Education and a consultant from the Southern Regional Education
Board. The writing team was scheduled to complete its work in two meetings.
5.2. Process
The first meeting began with an overview of the task to be performed. Reference
resources were distributed from Linda Darling-Hammond, New Leaders for New
Schools, the Center for the Study of Teaching and Policy, and Learning Point
Associates. Sample rubrics were distributed from New Leaders for New Schools
and the states of North Carolina, South Carolina, and Tennessee. It was pointed
out that although the rubrics to be developed would need to match conceptually
with the Ohio Principal Standards, there would not need to be a verbatim match
between the two.
The draft Ohio Principal Evaluation was then reviewed. A work session followed,
in which the writing team divided into three subgroups to begin drafting rubrics.
At the end of the day, a debriefing was held to discuss the draft rubrics.
5.3. Product
The work products of these subgroups was subsequently collated, edited, and
supplemented by the leadership team and sent to the members of the writing
team for review. For each of the Ohio Principal Standards, the leadership team
proposed several indicators of principal performance at each of four rating levels:
Ineffective, Proficient, Accomplished, and Distinguished. The writing team was
invited to examine the draft rubrics and to suggest additions, changes, and
deletions. A pilot test of the rubrics was being conducted in the spring of 2011 by
a research team made up of faculty from Ohio Dominican University and Wright
State University. The hope of the state is to have an instrument which might
bring the state school districts‘ evaluation methods closer to a more common
evaluation.
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5.4. Work that Remains
At the time of the preparation of this report, the writing team had not held its
second meeting to offer suggestions. The validity of the final Ohio Principal
Evaluation System rubrics will be addressed by designing the rubric to align
tightly with the Ohio Principal Standards, and then having this alignment
reviewed by two national experts (Dr. Joseph Murphy of Vanderbilt University
and Dr. Terry Orr of Bank Street College), an independent research team, plus
five focus groups of school leaders in the state. Reliability is a more difficult issue
to address since Ohio has 614 school districts who could be using the OPES and
the rubric, but their administrative staffs will have to undergo an intensive 6-day
training before using the evaluation system. The research team will be looking
for ways to strengthen the reliability of OPES, evaluating the complete program
and the alignment of the training.

Conclusion
The Ohio Department of Education is attempting to develop an effective
statewide system of principal accountability. Such a system would be an
improvement, compared to the current landscape of school leadership in which
614 independent school districts use their own performance criteria and methods
of principal evaluation. At the same time, 22 preparation programs in the state
align around multiple sets of standards, and one can question how well the
national standards actually influence instruction within those programs. A
common evaluation system, built around the state standards and aligned with
preparation programs which adhere to the state standards, forms a more tightly
coupled system to drive the improvement of school leadership in the state of
Ohio. The state believes in purposeful, systematic, integrated work for
developing more effective principals, so that all aspects of school leadership can
move together in beliefs and in methods toward school improvement.
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Abstract
This article aims at problematizing the statistical knowledge and its inclusion in the
curriculum, what constitutes our concern and attention to Statistical Education at
different teaching levels. By using the Foucauldian concept of governmentality, this
discussion has caused us to suggest a political look at Statistics as a domain of scientific
knowledge that turns its attention to the behavior and government of populations. The
discussion has also made us think about this inclusion in the curriculum according to the
National Guidelines for Elementary Education as a knowledge domain directed towards
the government of the individuals themselves. In this context, we understand that the
statistical knowledge and its inclusion in the curriculum have become technologies to
guide conducts in the context of contemporary governmental rationality.

Keywords
Governmentality - Statistical Education - Curriculum.

Introduction
This text aligns with recent studies of governmentality and Education that have
been carried out in Brazil (Veiga-Neto 2000a; Veiga-Neto & Traversini 2009) as
well as with researches that use the Foucauldian studies to problematize
discourses, forms of government and subjectivation processes in Mathematical
Education (Knijnik & Wanderer 2006; Bampi 2003; Bello 2008; Santos & Bello
2009).
In this study, we have used the notion of government as the combination of
ways of knowing and conducting a group of individuals (population), as well as
ways through which individuals recognize and conduct themselves as such. We
have approached both perspectives through a specific focus on both what has
been called statistical knowledge and its insertion into Basic Education in Brazil.
In order to do that, we have taken the National Curriculum Guidelines (NCG) as
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empirical material for analysis concerning the discussion about the selection and
organization of contents in the Mathematics area.
The Foucauldian notion of government has been used to problematize the
growing tendency to teach and learn statistical knowledge at school as a means
to form subjects that are more autonomous and participative in the decisionmaking process in contemporary society. We have also used this notion to show
that this knowledge domain7 has been useful for the State to rule and conduct its
populations and institutions, including the school. Grounded on the Foucauldian
question ‗how can the social practices engender knowledge domains that not only
cause new objects, new concepts, new techniques to appear, but also […] totally
new forms of subjects and knowledge subjects?‘ (Foucault 2003:8), we question:
How and why has the Statistical Education become such an important knowledge
domain that it has been included in Mathematics curricula in the basic school?
The aim of this paper is to point out evidences that may make us think about this
question.
The discussion starts approaching the notion of governmentality in Michel
Foucault and its relationship with the statistical knowledge. Understood as a
government technology, the statistical knowledge is seen as a means that, at a
certain time, the State authority started to use to mold, instrumentalize and
normalize the conduct of individuals.
In the section ―The insertion of the statistical knowledge into the curriculum‖, we
have performed an analysis showing how the knowledge that is present in the
National Curriculum Guidelines for the Final Grades of Basic School and High
School has become a technology for governing everybody and each one in the
school context.
We have concluded that the statistical knowledge is not only a school content
limited to the processes of teaching and learning, but a technology at the service
of the contemporary political rationale, which promotes the inclusion of Statistical
Education in the curricula in order to guide the individuals‘ conduct, thus playing
a political role in society.

1. Governmentality and statistical knowledge
Statistics as a collection of facts that can interest people in charge of the State
has not always been linked to numerical observations and records, and involved
only qualitative evaluations. In the introduction about the history of statistics,
Westergaard (1932) has mentioned that the denomination of statistics, since the
classic antiquity until the mid-eighteenth century, was not close to the meaning
given to it by the modern science, which has converted statistics into a
necessary, convenient knowledge for governing both a population and each
individual. In this context, the statistical knowledge started to be considered as
the State Science, as it allows for the knowledge of the strengths and
weaknesses of the Nation-States that came into being in the late eighteenth
7

Knowledge is understood by Foucault (2004) as the set of elements that are necessary
and indispensable to the constitution of social practices, and its production is a condition
for the exercise of Power. Therefore, for instance, the philosopher has considered the
scientific knowledge as the set of knowledges produced inside the scientific practice. This
understanding of knowledge as scientific knowledge is related to the author‘s
understanding of Science as discourse.
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century. This happened because the western States, according to Foucault
(2008a), started to governmentalize, i.e. a governmental rationale was installed
in them, a form of thought that strikes the conduct of the individuals who must
be governed in order to make them live and thrive.
Governmentality is understood by the philosopher not only as a compound of
institutions, procedures, analyses and reflections, calculations and tactics that
allow for the exercise of a specific form of power which has the population as its
target; the political economy as a form of knowledge, and the security devices as
technical instruments, but also as a trend that, all over the West, has developed
a series of specific instruments and knowledges to exercise the government of
some over the others. Also, it is seen as the ―result of the process through which
the justice State from the Middle Ages, which in the fifteenth and sixteenth
centuries became the administrative State, found itself, little by little, being
governmentalized‖ (Foucault, 2008a: 143-144). Governmentality, a term that
has been discussed by Foucault (2008a), allows for the understanding of broad
political, economic features with effects on both the production of practices and
the redefinition of the conducts at the level of micro-relationships and micropowers.
Due to this governmentalization of the State, the statistical knowledge has
become a government technology (Senra, 1996; Traversini & Bello, 2009). For
such, this knowledge had to become a measurement instrument.
The State, to guarantee the order and the internal growth of its forces, needs to
develop interventions so as to organize, classify, and hierarchize the urban
problems that affect urban life (Foucault, 2008a). Such development and
organization made governments take actions and make inferences about life, so
that they would be able to anticipate what they did not know, a procedure that
was only possible through the discipline of the statistical knowledge and its use
as a State science. Therefore, to conduct and rule the population, there is a need
to produce printed records that enable the organization and disposition of the
information collected. With data gathered about the population, it is necessary to
formulate truths and record them in reports, maps, graphs, drawings, tables and
diagrams, thus quantifying the population‘s features and making them available
to governments and society.
It is also important to highlight that, with the development of the notion of
population, the notion of risk has begun to be modified, being ―used to explain
the deviations of the norm, unhappiness, and frightening events‖, supposing the
―human responsibility that something can be done‖ to prevent threats and
dangers (Lupton, 1999:3.Author‘s emphasis).
Foucault (2008b) has shown how governmentality, besides explaining the
displacements in the arts and techniques of management of populations and
individuals, may also act as an analysis framework to understand and explain a
governmental rationale. Foucault (2008b), and later Gordon (1991) and Rose
(1997), have discussed how liberalism and neo-liberalism have been constituted
as governmentalities, i.e. political rationales, rational principles of action for
guiding conducts, ways of being and acting of individuals and populations. That is
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the reason why liberalism and neo-liberalism8 are neither ideologies nor theories,
but practices, for Foucault.
Particularly in the liberal governmentality, the government strength is found in
the market practices, under the application of the principle of the maximal
economy: the best results for the lowest cost. Therefore, the government
principles are not formulated from the State as an institution, nor do they have
an end themselves; they are grounded on the contractual relationships
established among individuals. As it is the market logic that guides government
actions in liberalism, it behooves the State to ensure that the laws constituted in
this logic are respected, and not specifically rule over them.
Neo-liberalism can be regarded as ―a new design of liberal governmentality‖
(Foucault 2008b:301). The neoliberal logic has become a possibility condition
―for the passage from the government of society [mass] – in liberalism – to the
government of subjects – in neo-liberalism‖ (Veiga-Neto 2000a:199. Our
emphasis). Thus, in the neoliberal rationale, individuals are not seen as products
of modernity, but as economic subjects who are their own entrepreneurs – homo
oeconomicus (Foucault 2006b) – to whom (it is said) possibilities of choice,
participation, consumption, and decision are offered – and those individuals must
be prepared for them. In this context, the competitiveness principle extends to
micro-relationships, reaching the subjects individually, mobilizing them to
become self-responsible for their choices, and self-managers of their enterprises
and initiatives, looking after themselves not to become subjects of risk and thus
burden the State even more.
In this sense, we are interested in discussing the insertion of the statistical
knowledge into the institutional school space. Through the notion of
governmentality, this knowledge, more than a content that is present in the
Brazilian curriculum policy, can be regarded as constituting both the
contemporary political rationale and its practices in the management of the
population.

2. The insertion of the statistical knowledge into the curriculum
The statistical knowledge that politically conducts the conducts and is object of
insertion into the curriculum is not the same knowledge that is seen in daily
pedagogical practice in the school. It is so because, in principle, educative
actions produced in the school are still guided by the Kantian assumptions of
discipline (Veiga-Neto, 2000b), which is indispensable not only for individuals to
learn some content, but mainly to have the possibility of social insertion and
participation in the public space. Therefore, for the school, the statistical
knowledge does not make sense either as a scientific knowledge or as a practice
of scientific production. What is important is its transposition to the school level
so that the subject can primarily collect, organize, read and interpret
data/information.
The purpose [of statistics] is to have the students to construct procedures to collect, organize,
communicate data, using tables, graphs and representations that are often seen in their daily lives,
as well as to estimate some statistical measures, such as mean, median and mode aiming at
providing new elements to interpret statistical data (Brasil 1998:53. Our emphasis).

8

Foucault has analyzed the German and the North-American versions of neo-liberalism.
Their distinctions and characteristics are exhaustively detailed in Foucault (2008b).
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The excerpt above shows the centrality of the inclusion of the statistical
knowledge in the curriculum. The National Curriculum Guidelines (NGC) for Basic
Education in Mathematics, by referring to ‗statistical‘ knowledge, assume a
transformation process that goes from a scientific domain to the school domain.
Unlikely the epistemic-Chevallardian concern about how to make a scientific
knowledge teachable with certain educational purposes (Pais 2002:22), we
understand that such a transformation refers to the process of production of a
curriculum from a scientific knowledge considered by the State as a useful,
necessary tool for the formation of a certain kind of subject (student). That
insertion is a political issue that aims at producing conducts and experiences at
the school level, including the teachers‘ work. Under the Information treatment
denomination, the transformation of the scientific statistical knowledge into
school knowledge is carried out as one of the sub-areas (besides numbers and
operations, quantities and measurements, space and form) to be explored in
Mathematics teaching at the basic level, given its character of ‗essentiality to the
performance of the Brazilian citizen‘s basic functions‘ (Brasil 1998:48). As NGC
for Basic Education in Mathematics mentions the purpose of this stress is to show
its importance, due to its current use in society.
In the same way, under the recurrent prerogatives of ‗reading, articulating and
interpreting symbols and codes‘; ‗designing oral or written presentations to
report, analyze and systematize events, phenomena, experiments, issues,
interviews‘; ‗selecting and using instruments of measurement and estimates‘
(Brasil, 1999:95), we see in the area of Mathematics for High School Education
the need for the student to perceive Mathematics (and consequently statistics)
as a system of codes and rules that convert it into a language for the
communication of ideas, thus allowing for shaping reality and interpreting it. On
other words, the role of the school ‗statistical‘ knowledge is formulated in terms
of knowing ‗to read and interpret data or information in different languages and
representations, such as tables, graphs, schemes, diagrams, trees of possibilities
[…] [knowing] to convert situations given in discursive language into schemes,
tables, graphs, drawings […]‘ (Brasil 2006:114. Our emphasis).
If, on the one hand, knowledges are selected to be part of the school curriculum
due to the need for students to develop their reasoning and perceive that
mathematics is part of their lives, on the other hand, such selection is of interest
as a kind of knowledge to analyze and evaluate the world in a specific way.
According to what has been proposed by the NCG for High School, the objective
of statistical education should be: ‗understand and evaluate statistical
information of social, economic, political or scientific nature in texts, news,
advertisements, researches, and other means‘ (Brasil 2006:124. Our emphasis).
Through such a systematically acquired school statistical knowledge, one can
suppose that the students, besides explaining and acting in the world around
them, should be able to have a relationship with themselves and society,
regarding certain values, categories and concepts validated at a certain time and
from a certain way of thinking.
In this sense, as a government technology, the statistical knowledge not only
acts at the individual level, disciplining the way of looking at daily life, but also
acts at the population level, producing regularities about its phenomena as
necessary conditions for its management. Such regularities are not the result of
knowledge about that group of individuals in terms of broad, generalizable,
explicative-behavioral models. They are just a possible reading of the population

98

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

phenomena, one that is produced under specific political, social, economic
conditions and that is necessary for the decision-making involving populations.
We consider that NCG, as the national curriculum policy, have been generated
and operated according to a logic in which the subjects must know how to
manage information in order to make decisions and act on their own conduct to
manage themselves in the group of the population. The justification for the
insertion of the theme ‗Data Analysis and Probability‘ into High School NCG in
2006 has emphasized that ‗data analysis has been essential in social and
economic problems, as in statistics related to health, populations, transportation,
budgets, and market issues‘ (Brasil 2006:127).
In the contemporary rationale, the notion of knowing how to deal with
information so that uncertainty can be managed by human actions becomes
increasingly important. By reading NCG, one can notice how the curriculum
statistical knowledge has reinvented the modern concern about uncertainty in
the contemporary perspective of risk based on the anticipation of results. ‗The
notions of chance and uncertainty, which are intuitively manifested, may be
explored at school in situations where the student performs experiments and
observes events (in equally probable spaces)‘ (Brasil 1998:40). Furthermore, it
would be necessary to recognize the random character of natural, scientific,
technological or social phenomena and events, understanding the meaning and
the importance of probability as a means to predict results‘ (Brasil 2006:124).
We can also see how High School NCG, as previously referred, trigger an action
guided by both prudence and decision-making related to oneself. The document
points out the need for understanding mathematical concepts and procedures
either to draw conclusions and build arguments, or to have the citizens act as
prudent consumers or make decisions in their personal and professional life‘
(Brasil 1999:40. Our emphasis). Prudence and decision, in the neoliberal
governmentality, are elements of self-management, regarding mainly the
positioning of the citizen-subject (the student that is being educated) before risk
possibilities. In this sense, subjects seen and read as being at risk are mobilized
to become prudent subjects. Prudence can be considered as ‗a government
technology that removes the key conception of individual regulation by means of
collective risk management to bring back to the individual the responsibility for
managing risk‘ (O‘Malley 1997:197).
By inserting the statistical knowledge in the curriculum, NCG expect to form
subjects that take that knowledge and, consequently, mathematics in an
instrumental dimension as an aid in their professional activities: ‗(…) it is not the
case of students having several refined strategies, but of developing initiative
and confidence to adapt them to different contexts, using them adequately at the
right moment‘ (Brasil 1999:40). In our view, students are expected to be able to
decide, have initiative and confidence to use knowledges at the right moment.
The learned contents have effects, and in the current neoliberal rationale, the
assumption is that students are able to position themselves as productive
subjects in different life situations. For instance, on facing statistics about traffic
accidents, epidemics, low schooling etc, they act in an attempt to avoid being
part of them. At the same time, they must learn to conduct themselves so as to
become self-responsible, by investing in their self-development, paying attention
to their health, and fostering their own life quality through the incorporation of
statistics, which are consensually seen as positive to propel the development of a
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population. Such actions, taken for the sake of the individuals themselves, make
believe that any individual is able to study, increase his/her income and remain
healthy, as long as he/she is able to make adequate choices to manage his/her
life.

Conclusion
At the beginning of this paper, by highlighting the recurrence of Statistics as an
essential tool for the ‗critical reading‘ of the world, there was a supposition that
this field of knowledge was responding to the illuminist ideals of the modern
science. By showing, through the concept of governmentality, both the operation
of the statistical knowledge in the conduct of the population‘s conduct and its
insertion in the curriculum as a way to guide the process of conducting
individuals, we have seen our supposition confirmed. In this sense, the
discussion about the statistical knowledge and its school insertion goes beyond
teaching and learning processes. It is meant to discuss why this knowledge is
important and necessary in the contemporary society so that it has also become
school knowledge; the effects of this curriculum insertion; the purposes it
attempts to attain, and, as a government technology, what kind of behaviors it
intends to provoke and conduct. On questioning about the process of
governmentalization of both the State and society, we have not done that aiming
at opposing the necessity of the action of governing the others and ourselves.
Our intention has been to think about how we could have another way of being
governed.
On problematizing the insertion of statistics into the school context through NCG,
we do not deny either the need for the statistical knowledge to be part of the
curricula, or the necessity for it to be taught and mobilized for a more effective
and qualified participation in society. The issue is that this kind of knowledge also
interests the State; it is a government technology to have the individuals of a
society conduct themselves in a desired way. In this sense, there has been a
naturalization of the presence of the statistical knowledge in the curriculum that
is favored by the neoliberal governmental rationale under which we live.
However, there is no way to stay outside such rationale and oppose it. For
Foucault (1995), there is no way one can deny power; it is necessary to
problematize it, resist to it, repositioning it in the view of its rationale. In this
perspective, discussing the insertion of the statistical knowledge is to think of a
Statistical Education that is different from that shown in the National Curriculum
Guidelines; it is to consider that the statistical knowledge is not only content. It
should be seen as a technology linked to social practices, to which it serves and
from which it stems.
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Abstract
Communities of practice also known as professional learning communities or PLCs
provide time and space for teachers to assimilate and adapt new ideas and methods into
their practice (Elmore, 2002). It is within the forum of school-based PLCs that teachers
can identify common problems, learn new instructional strategies, discuss their
experiences using them and the impact of implementation on student performance
(DuFour, 2004). Through PLCs, learning occurs in the social context of a collaborative
group in which the norms of experimentation, support, and inquiry prevail (McLaughlin &
Talbert, 2006). This study focuses on professional learning communities as structures to
facilitate the change of beliefs, practice, and relationship; the provision of support; the
need for accountability. The participants are teachers and principals from the province of
Ontario, Canada. The results of the study show that capacity of professional learning
communities is built through professional development activities that occur in the schools
and are directly linked with classroom practice. It is when the forum of school-based
PLCs that teachers can identify common problems, learn new instructional strategies, and
discuss their experiences. Through PLCs, learning occurs in the social context of a
collaborative group in which the norms of experimentation, support and inquiry prevail.

Keywords
Professional – Communities– Learning

Introduction
In these times of increased concern about student learning, attention has been
directed towards unequal student outcomes and what is happening in schools
(McLaughlin & Talbert, 2006). Principals and teachers are accountable for
students‘ learning, and as a result there is increasing pressure to change
educators‘ ways of doing things, of interacting with one another, and beliefs
about effective practice. The site for school improvement has become the
classroom and the focus is teacher knowledge and skill (Elmore, 2002; Fullan,
2007; Lieberman & Miller, 2001).
Teachers‘ instructional practices have been shown to have a significant effect on
student learning (Leithwood & Riehl, 2003), and professional development that
leads to changes in behaviours and beliefs is at the core of large-scale school
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improvement (Elmore, 2002; Fullan, 2007). Teachers‘ professional development
has traditionally occurred off-site through workshops or presentations given by
experts. While this format can be vital for student learning, it is not enough to
meet public demand for improved student outcomes without opportunities for
teachers to situate this information within their own school context (Joyce &
Showers, 1988).
To bring about the desired improvements in student outcomes, capacity-building
among teachers is required (Fullan, 2007). Capacity is built through professional
development activities that occur in the schools and are directly linked with
classroom practice (DuFour, 2004). However, there are few portals through
which new knowledge about teaching and learning may enter the school.
Communities of practice (also known as professional learning communities or
PLCs) have been cited as the structure that provides time and space for teachers
to assimilate and adapt new ideas and methods into their practice (Elmore,
2002; Joyce & Showers, 1988). It is within the forum of school-based PLCs that
teachers can identify common problems, learn new instructional strategies, and
discuss their experiences using them and the impact of implementation on
student performance (DuFour, 2004). Through PLCs, learning occurs in the social
context of a collaborative group in which the norms of experimentation, support,
and inquiry prevail (McLaughlin & Talbert, 2006; Wenger, 1998). Practice,
traditionally a teacher‘s private domain, moves into the public space of the
learning community as teachers develop a collaborative culture.
Communities of practices can promote powerful learning among teachers as the
re-culturing of schools (Elmore, 2002; Little, 2001). Professional learning
communities (PLC) seem to provide a forum for teachers to identify common
problems, learn new instructional strategies and discuss their experiences. Can
teachers‘ technical capacities as well as their abilities to work collaboratively
contribute to meaningful professional learning communities? The main objective
of the research presented in this paper is to examine how professional learning
communities can facilitate the change of teachers‘ beliefs, practice and
relationship.

1. Professional Learning Communities
The professional learning community model is based on the assumption that the
core mission of the school is that each student learns. DuFour (2004) describes
this simple assumption as a having profound implications for schools. When
teachers view it more as a commitment than a cliché, they begin asking
themselves questions. What does the assessment data tell us about what
students are learning? What are our goals for all students to achieve? What
strategies should we use to achieve the learning outcomes? What professional
development and resources do we need? What were our experiences
implementing these strategies? What do the data and other indicators tell us
about the effects on student learning when using the strategies? Are we meeting
our goals and if not, what more do we need to do? When staff has built a shared
sense of purpose, knowledge, experience, and accountability it begins to move
forward.
Professional learning communities are structures occurring in schools that
facilitate the change of beliefs, practice, and relationships; the provision of
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support; and the need for accountability (DuFour, 2004; McLaughlin & Talbert,
2006).
1.1. Beliefs
Professional learning communities have the power to change beliefs among the
staff. The importance of working collaboratively is one of those beliefs.
Traditionally, teachers have closed their doors and worked in isolation (Lortie,
1975), and working collaboratively with peers is not characteristic of most
schools (Joyce & Showers, 1988). However, when staffs engage in ―a systematic
process in which teachers work together to analyze and improve their classroom
practice‖ (DuFour, 2004), they can become a learning community. This process
shakes inertia and complacency about practice (Weick, Sutcliffe, & Obstfeld,
1999) and leads to the deep learning of teachers and their students.
1.2. Practice
Teachers have traditionally believed that what works is developed through
individual practice (Elmore, 2002), which has slowed the use of high-yield,
research-based instructional strategies in classrooms. However, PLC meetings
held at the school during class time have been shown to provide an opportunity
for teachers to learn about new techniques and how to use them with their own
students (DuFour, 2004). Teachers then experiment with them in their
classrooms to see if they have the effect of improving student outcomes.
Through this ―inquiry stance‖, teachers learn by doing (DuFour, DuFour, Eaker, &
Many, 2006). Actually using the strategies and seeing the positive results can
change teachers‘ beliefs about what works (Guskey, 1989). Moreover, through
discussion of the techniques, new knowledge may be generated (McLaughlin &
Talbert, 2006) and through collaborative inquiry and experimentation,
continuous improvement of instruction can occur (Elmore, 2002; Joyce &
Showers, 1988).
1.3. Relationships
Within the PLCs, teachers and principals work together in achieving consensus
about goals for student learning, strategies for reaching them, and indicators of
success. Working collaboratively obviously goes beyond making decisions about
school rules and procedures; but many schools do not move beyond this notion
of ―collaboration‖ (DuFour, 2004). Initiatives and changes in practice can be a
threat (Little, 2001) and developing relationships undergirded by trust is the
basis of effective professional learning communities (Bryk & Schneider, 2002).
The principal can develop trust by helping to solve problems collectively, giving
advice and support, creating a common culture of expectations around using
newly learned skills, and by reserving judgment until capacity has been
developed (Elmore, 2002; Fullan, 2007). The role of the principal as a leader is
to provide direction and influence which can be done through modeling norms of
collegiality, behaviour, and beliefs and working with staff towards common goals
(Leithwood & Riehl, 2003). It is also within the PLCs that shared leadership
among members of the staff may be developed to sustain the collaborative work
towards school improvement (Fullan, 2007).
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1.4. Support and Accountability
The level of expertise of teachers varies and there is a need to invest in capacity
building (Elmore, 2002). It takes time to learn about new instructional strategies
and how to access and use data. It also takes time to build supportive and
collaborative cultures among staffs accustomed to working alone. Time is
measured in release time, which is expensive. Districts and states need to make
this investment in order for school improvement to take root (Fullan, 2007).
With support comes accountability: support in return for accountability (Elmore,
2000). Internal accountability begins when staffs collectively decide on student
goals for learning (Lieberman & Miller, 2001) and continues when teachers,
principals, and districts lend support to learning about new strategies and trying
them out. Essentially, all barriers and reasons for not using the strategies are
removed (Guskey, 1989). Internal accountability also involves keeping an eye on
the data with respect to the stated goals. External accountability may be in the
form of published reports of tests or categorization of schools (Elmore, 2002)
and internal accountability is a mechanism that supports external accountability.
It is through the provision of release time for PLCs that capacity building occurs:
goals are decided, strategies are learned, experiences using them are discussed,
and assessment data that link goals and strategies are examined. With this use
of public funds to support capacity building, schools are accountable to improve
student outcomes and reduce gaps in achievement (Elmore, 2002; Fullan, 2007).

2. Purpose of the Study
The overall purpose of this study was to determine how school capacity is
developed towards professional learning community (PLC).
A qualitative paradigm was selected and a case study method was used to
conduct this research. Each of the seven cases conducted in the various regions
of the Province of Ontario (Canada) represented a different set of school district
characteristics public and catholic boards and Anglophone and Francophone
schools. Generally the schools participants for each case included the principals,
and 6 teachers per school.

3. Data Sources and Collection
Study participants were interviewed in one or two rounds of interviews using a
schedule consisting of six questions.
Teachers and principals were involved in interviews that lasted between 20 and
75 minutes and were taped recorded. The interviews were conducted during
school hours and teachers were provided with release time. Each participant was
given a verbatim transcript and asked to review it to ensure that it accurately
represented his or her thoughts (Denzin & Lincoln, 2000).

4. Data Analysis
For each case, transcripts were read in their entirety to identify initial codes. The
data for two schools were coded in NVivo 6 and manually for the other four
schools (Charmez, 2000). Open coding was done to identify all relevant
considerations and second-level coding followed (Miles & Huberman, 1994;
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Corbin & Strauss, 2008). Each code category was summarized and examined for
themes through a process of constant comparison, and interpretations were
made using inductive reasoning (Miles & Huberman, 1994).
For the cross case analysis, all of the case studies were read at least once and
significant text was highlighted, notes were taken, and comments were written in
the margins. Data were organized according to interview question and the
information presented for each case study was listed. Coding was done and
themes for each interview question emerged (Yin, 2003; Mertens, 2005).

5. Trustworthiness
The indicators of trustworthiness used in this study are credibility, transferability,
and confirmability. Credibility seeks to ensure that there is a correspondence
between how the participants viewed the phenomenon and how the researcher
interpreted the comments of the participants. Guba and Lincoln (1989) view the
use of member checks as the most important criterion in establishing credibility.
To establish credibility, the transcripts of the interviews were sent to the
participants to ensure they accurately represented the thoughts of the
participants. Only one participant returned the transcript with additional
information that was missed due to faulty tape recording equipment. The revised
transcript was used as a data source. Transferability refers to the degree to
which the findings may be generalized (Guba & Lincoln, 1989). While it is the
responsibility of the reader to determine the extent to which the findings may be
transferred to his or her situation, it is the researcher‘s responsibility to provide
sufficient data for such a decision to be made (Mertens, 2005).

6. Findings
Personal learning in a collective enterprise contributes significantly to the success
of large-scale innovations because it builds the technical capacity of teachers
(Elmore, 2004; Fullan, 2007; Joyce & Showers, 1988; McLaughlin & Talbert,
2006). The participants in this study indicated that professional development
activities were one of the most important activities associated with school‘s
improvement.
6.1. Student Learning and Achievement
A focus on student learning has been shown to be a key element of school
improvement efforts (Elmore, 2002). All of the schools were committed to
improving student learning and achievement, as it is the business of schools. If
achievement gaps are to be closed, there must be a collective commitment to
the belief that all students can learn and the development of a culture of high
expectations for all students (Munby, 2003). There was evidence that this moral
purpose was beginning to take hold. In the words of one teacher:
I think our school goal at this point encompasses the belief that all students can learn and all
students can improve. The goal that we have set in each division allows for that (LC, 45-48).

6.2. Curriculum and Instructional Strategies
The literature is clear that the use of research-based instructional strategies is
linked to improved student performance (Guskey, 2000). Hence, the focus of
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professional development was on learning new instructional strategies that would
support the student achievement goals developed by the schools. A principal
noted:
Included in the strategies used by teachers were research validated techniques that support
teacher growth such as encouraging instructional experimentation, freeing up teachers to meet
with one another, sharing instructional strategies and celebrating teacher success. (RD1, 284-287).

6.3. Instructional Leadership
Instructional leadership is second only to classroom teaching in importance in
improving student achievement. System level leadership is needed to link
teacher learning to system priorities and school improvement initiatives
(McLaughlin & Talbert, 2006). At the school level, principals are in the unique
position of being able to support the development of a teacher learning
community. All of the principals in the study actively supported teacher learning
through release time to meet with divisional or whole school PLCs and/or
external workshops.
Schools reported that staffs collaborated on reviewing assessment data to
determine goals for student achievement and in identifying professional
development needs. They also shared practices and ideas and led professional
development activities in PLCs. Additionally, some participants reported that
distributed leadership developed in their schools, which has been identified as a
factor that sustains large-scale reforms (Fullan, 2007).
6.4. Assessment and Evaluation
The use of assessment data is fundamental to the school improvement (Earl &
Katz, 2006). Schools need to collect assessment data to guide decisions about
student learning goals and the selection of instructional strategies. After
implementing the specific instructional strategies, staffs need to determine if
their goals for student improvement have been met. They need to monitor the
on-going data to spot trends, while keeping an eye on their stated achievement
goals. A quotation from a teacher displays how assessment data can measure
the effects of teaching.
I look at what I have done and what I need to do to improve and what about those kids that are
level ones and twos?... There are always those challenging kids that are at the low levels that you
constantly have to improve on them…‖ (T81, 245-257).

6.5. Building Capacity at the School Level
To facilitate successful implementation of professional learning communities,
capacity in schools needs to be developed in three areas:
 Collaborative decision making;
 Development of knowledge and skills about instructional strategies and
how to access and use data; and
 Development of a culture of experimentation and informal accountability.
Capacity building is achieved through professional development (Elmore, 2002),
which should generally be done within the structure of the whole school or
divisional PLC. In this study, the PLC was the most important structure that
supported professional development (Joyce & Showers, 1988; Little, 2001). As
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has been shown, there is a need for leadership within the PLCs, which could
come from the principal, a teacher in the school. Decision making about goals for
student achievement should emerge from discussions held by divisions or the
whole school. There is a need for someone to lead these discussions and ensure
that the staff is committed to the goals it has identified areas for student and
teacher learning.
The culture of experimentation would also be initiated through informal
accountability in which teachers tried out the strategies and reported back to
peers. However, to sustain and build capacity in the future, the principal and
teachers would have to step into the leadership roles. While the principal‘s
involvement in PLCs is required, it needs to be shared among all staff for the
PLCs to continue to function.
An important finding that emerged from the data was related to professional
development. It was shown that teachers implement instructional strategies
learned at off-site workshops and PLCs when the techniques are demonstrated
for the teachers and they are required to use them and describe their effects in a
follow-up session. Additional support may be provided, such as visits to schools
in which teachers may observe how other teachers implement the strategies and
a demonstration of how the strategies may be used.
A second major finding was that PLCs were an important structure for
collaborative activities, such as planning, decision-making, learning, and
experimentation (DuFour, 2004, Joyce & Showers, 1988; Little, 2001).
Participants did acknowledge that due to their participation in the pilot
implementation, the PLCs became the forum for most of the work in conducting
the school self-assessment process. One outcome was increased dialogue among
teachers and principals about student learning and instructional strategies. A
second outcome was the development of shared leadership among the staff.

Conclusion
Professional development emerged as a key factor in the introduction of new
instructional strategies into classrooms. However, there is more work to be done.
All teachers need to know how to (a) use the high yield, instructional strategies
linked to improvement in student achievement and (b) access and use
assessment data to inform their decision-making. The findings of this research
demonstrated clearly that school staffs collaboratively engaged in reflection,
inquiry and analysis within the PLCs. Through the initial leadership of the
principals and the teachers, norms of collegiality were established and sustained
through shared leadership.
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Abstract
Data capture during classroom observations is often perfunctory and fails to provide the
type of information that can lead to substantial improvement in teaching. Videotaping the
instructional performance of teachers provides more meaningful data but fails to capture
how students view and respond to various instructional methods. Consequently, an
exploratory study was conducted to test the perceived usefulness of two novel
videography technologies – first-person and time-lapse– for teacher evaluation purposes.
Twenty administrators-in-training viewed video data captured in three formats –
traditional, first-person, and time-lapse – and reported their findings. Results indicate
that traditional and time-lapse videography capture useful data about teacher
performance, but first-person videography provides extremely valuable data about
teacher performance from the student perspective. Recommendations based on the
findings are presented and discussed.

Keywords
Teacher Evaluation - Digital media - Student perceptions

Introduction
Instructional supervision is arguably the most important administrative
responsibility of K-12 school principals, and teacher evaluation is the cornerstone
of this duty. Without a well-designed and properly implemented teacher
evaluation system, it is impossible to know if we have high quality teachers in
our classrooms (Stronge & Tucker, 2003; Toch, 2008).
Unfortunately, the day-to-day demands of managing school facilities, allocating
resources, scheduling classes, maintaining visibility at school events, as well as
maintaining the physical security of students and staff consume inordinate
amounts of time and limit school administrators‘ availability to conduct teacher
observations (Andrews & Soder, 1987; Archer, 2004; Gentilucci & Muto, 2007;
Hallinger, Bickman, & Davis, 1996). Consequently, data capture during
observations is often reduced to completing a set of perfunctory behavioral
checklists. When this data capture method is combined with the practice of hasty
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administrative ―drive-by‖ classroom visits, administrators fail to collect and
provide teachers with detail-rich data about their (teachers‘) instructional
performance. Consequently, teachers are often given marginally helpful
evaluation commentary based on criterion-referenced rankings such as ―exceeds
expectations‖ or ―needs improvement‖ on various domains of their instructional
performance. Such data-poor feedback may satisfy contractual obligations for
evaluation but rarely helps teachers improve the quality of their instructional
skills (Toch, 2008).
To address this problem, the authors revisited the practice of using digital media
(i.e., video recording or ―videography‖) to collect detail-rich data about teacher
performance in the classroom. However, instead of relying on traditional
videography, they used two innovative digital media technologies — first-person
video and time-lapse video — to capture unique data about teacher performance.
The first-person videography technique for teacher evaluation was developed by
Dr. Louis Rosenberg and a team of engineering students at California Polytechnic
State University, San Luis Obispo. It consists of mounting a tiny camera upon a
ball cap that is worn by students during classroom lessons. The resulting video
recording depicts more than the lesson itself —it also captures where students
focus their attention during lessons. In this way, the camera and accompanying
audio provide a ―students‘ eye view‖ of instruction, thereby providing principals
and teachers with rich information about how students perceive the real-world
instructional experience.
The second innovation, use of time-lapse videography, results in high-speed
recordings of instructional activities and thereby makes it possible for principals
to view entire lessons in a matter of minutes. Although it does not capture fine
nuances of teacher performance, it enables principals to identify quickly how
teachers use instructional time, how they move about the classroom, and how
they interact with students. Both of these innovations extend the power of
traditional videography by addressing a number of its shortcomings.
First, traditional videography captures ―bounded‖ data about teacher
performance because it relies on a camera positioned at a fixed vantage point in
the classroom, usually at the back of the room. It focuses mainly on the teacher
and only indirectly records students‘ responses to instruction. Consequently, it
fails to capture the ―naturalistic‖ environment of the classroom (Eckart & Gibson,
1993; Gentilucci, 2004), including information about where students are looking,
when students are taking notes, what students are writing in their notes, when
students are watching the teacher, and when student attention is drifting
(Rosenberg & Gentilucci, 2007).
Conversely, first-person video technology is not controlled by a static camera or
by an observer who records from a fixed location. Rather, it permits students
situated in multiple locations to record data not only about the teacher but also
about their peers and the whole classroom environment, thereby transcending
the artificial boundaries imposed by fixed location/observer videography. The
cameras worn by students capture more authentic data about teachers‘
instruction and students‘ responses and help teachers understand how engaged
or disengaged students are during various instructional activities (e.g., lecture,
demonstration, activity, or individual work).
Traditional videography also fails to provide information about students‘
perspectives of teacher performance. This is problematic because it is not
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possible to create and sustain effective learning environments without first
understanding how students, the ostensible ―consumers‖ of education, perceive
the instructional process (Becker, Geer, & Hughes, 1968; Gentilucci 2004;
Gentilucci & Muto, 2007; Weinstein, 1983). Like all people, students attend to
what interests them and generally ignore that which does not catch their
attention. Continual measures (or observations) of where students focus (i.e.,
aim their camera) during lessons over multiple days reveal patterns of student
attention. When this process is repeated with multiple students in a teacher‘s
classroom, a set of actions (i.e., responses to instruction) termed ―perspectives‖
begins to emerge. For example, when a number of students attend to a
particular instructional method such as a demonstration and consistently fail to
attend to another such as lecture, it is possible to infer that the students under
observation generally hold the perspective that lectures are times to let attention
wander. Analysis of perspectives provides valuable information for teachers and
administrators about adjusting instructional practice to improve student
engagement and learning (cf. Eckart & Gibson, 1993; Gentilucci, 2004; Struyk &
McCoy, 1993; Zepeda, 2007).
Another major weakness of traditional videography is that it is often used as an
―open-ended‖ data capture method. Observers generally start recording video at
the outset of a lesson and stop when the lesson concludes. This method is
inefficient because it captures everything that occurs within the boundary of the
camera lens and records hours and hours of video that may include only short
segments of actual teaching. Review of such video requires administrators to
visually and mentally attend to long segments of mundane video footage, leaving
open the possibility of attention lapses and failure to identify important patterns
of teacher behavior as they attempt to capture information about minute-tominute events they observe (Livingstone, 2001).
Time-lapse videography provides a solution for this problem. This technology
involves using a video camera to capture a frame of video every nth second of
elapsed time during a lesson. Thus, during a one hour lesson (i.e., 3,600
seconds), the video camera may only record every 10th second, compressing the
lesson into six minutes of video. Time-lapse playback thereby provides a
condensed, ―high speed‖ representation of classroom lessons and makes certain
behavioral patterns, especially ones that emerge slowly over long periods of time
(e.g., teacher movement and interaction), more visually apparent and readily
accessible for evaluation purposes (Rosenberg & Petersen 2008).
In sum, the authors posited that current teacher observation and evaluation
processes, constrained by administrative time limitations and over-reliance on
marginally informative data capture methods could be substantially improved
using fist-person and time-lapse videography. To that end, the authors designed
a small scale exploratory study to test the accuracy of their suppositions.

1. Design and methodology
Recall the central premise of this study: Teacher observation and evaluation,
arguably the most important instructional supervision duties of school
administrators, are frequently done poorly with considerable negative
consequences for teachers and students. In response to this problem, the
authors designed a study to compare the strengths and weaknesses of
traditional, first-person, and time-lapse videography for capturing rich, authentic

116

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

data for improving teacher evaluation purposes. Two research questions were
developed to guide this investigation:
1. How do traditional, time-lapse, and first-person videography compare?
That is, what unique information or perspectives are captured using each
―lens‖?
2. If, how, and to what extent do school administrators think first-person and
time-lapse videography add value to data captured during teacher
observation when compared with traditional videography?
Site selection.
Once the research questions were formulated, a form of purposeful sampling was
used to select a single K-8 school for the study based in part on the willingness
of the principal, teachers, and parents to grant access for the authors to capture
video data in the classrooms. Lincoln School9, a private K-8 co-ed institution, is
located on the Central Coast of California in an area known for its agricultural
production, tourism, and natural beauty. The school is located in a predominantly
mixed suburban/rural community where viniculture (e.g., wine grapes), light
manufacturing, retail, and tourism form the basis of the local economy.
Lincoln School‘s population reflects the demographics of its surrounding
community and consists primarily of middle- and upper-middle class Caucasian
students. The school also includes a small number of students from minority
backgrounds and low- or moderate-income families (see Table 1 for demographic
characteristics of study site).
Table 1
Study Site Characteristics
________________________________________________________________
Lincoln School Characteristics
N
________________________________________________________________
Total Student Population
315
Ethnicity of Students
Caucasian (%)
68
African-American (%)
2
Hispanic (%)
23
Asian (%)
5
Other (%)
2
English Learners (%)
5
Free/Reduced Price Meals (%)
15
________________________________________________________________
Once negotiations for site access were concluded with the site principal and
district administration, informed consent documents that explained the nature,
purpose, goals of the study as well as a request for voluntary participation were
distributed to parents, teachers, staff, and students. No school faculty or staff
selected to opt out of the study, and all completed consent forms provided by the
principal. Only one parent requested that her child be excluded from any video
footage collected during the study, and accommodations were made by the
9

A pseudonym
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school to comply with this request. All other parents and students completed and
returned the consent forms and agreed to participate in the study. Once this
process was complete, the authors met with school staff to determine the most
effective and least disruptive method of collecting video data in each classroom.
Sample selection.
Even though all faculty and staff volunteered to participate in the study, not all
teachers and students were selected for data collection. Again, purposeful
sampling was used to select three grade level of students—primary, elementary,
and middle school—because the authors wanted to test the effectiveness of the
three videography data capture formats with students at different levels of social
and academic maturation. Furthermore, the authors selected three teachers in
these grade levels—a veteran teacher, a mid-career teacher, and neophyte
teacher—so they could compare the usefulness of the data and findings for
evaluating the instructional performance of each subgroup of teachers.
Additionally, each grade level selected included English language learners and
students with identified learning disabilities. See Table 2 for a description of
additional characteristics of the study sample.
Table 2
Study Sample Characteristics (N = 73)
________________________________________________________________
Characteristic
N
________________________________________________________________
Number of Participants
73
Grade Levels of Participants
1st, 5th, 8th
Gender of Participants
Female (%)
52 %
Male (%)
48 %
________________________________________________________________
Procedure.
Teachers and students at Lincoln School were briefed by the principal about the
nature and purpose of the study, and all participants were given opportunities to
ask questions. The principal then introduced the research assistants (i.e.,
engineering students) who would set up cameras and assist with technical
matters during the video capture sessions. To ensure the ―typicality‖ of the video
footage (i.e., data not collected under artificial conditions), filming occurred on
regular school days, during normal instructional hours, and at varied instructional
times throughout each day. Class sessions during which guest speakers, exams,
or other non-instructional activities occurred were excluded from data capture in
order to ensure that only teaching activities were recorded.
Because first-person videography requires students to wear a ball cap with a
camera, the authors and participating teachers agreed to permit a number of
students to wear the caps at different times during different days prior to the
start of data collection. This was done without recording data in order to
minimize early behavior differences generally observed when cameras or
recording devices are introduced into a classroom (Bogdan & Bilken, 1998). As
the novelty of wearing the ball caps tapered off, data capture began and
continued on a weekly basis over the period of one academic term.
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At the conclusion of the data collection phase of the study, the three types of
video footage were transferred from tape to DVD format to make the data
analysis process more expedient. The data were then reviewed by the authors
and initial evaluations of the usefulness each videography format were made.
The authors then presented the video data and an assessment rubric to a group
of 20 administrators-in-training enrolled in the California Preliminary
Administrative Services Credential10 program at California Polytechnic State
University San Luis Obispo.
The administrators-in-training had just completed an intensive graduate-level
course in teacher supervision and evaluation. A significant portion of that course
involved evaluating teacher performance vis-à-vis videotape analysis. These
students were trained to use ―wide- and narrow-lens‖ video assessment
instruments to determine how well teachers from K-12 grade levels delivered
instruction and managed their respective classrooms. The assessment
instruments and ratings were carefully evaluated to ensure consensus among
findings reported by the group, and a high degree of inter-rater reliability was
verified.
The administrators-in-training were asked to view video footage of the same
classroom lessons displayed in the three different formats and then use the
assessment rubric to rate the usefulness of each video format for evaluating the
following seven characteristics of teachers‘ instructional performance11: 1) style
of lesson presentation, 2) clarity of lesson presentation, 3) questioning skills of
the teacher, 4) types of responses to students‘ answers, 5) management of
classroom climate, 6) student engagement and participation, and 7) teacher
movement and interaction. The rubric was scored using a three-point scale
where a rating of one equaled ―least useful‖ and a rating of three equaled ―most
useful‖.

2. Findings
The administrators-in-training each produced 21 subjective ratings—one for each
of the three video formats across the seven different instructional characteristics.
The data from all 20 administrators-in-training were then compiled and analyzed
yielding a set of 21 mean values (M) and 21 standard error (SE) values. These
values are reported in Table 3

10

The Preliminary Administrative Services Credential authorizes individuals to perform
administrative duties in California‘s public K-12 schools.

11

These seven instructional behaviors were culled from multiple teacher assessment
instruments

because

they

include

perspectives (cf. Zepeda, 2007).

both
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observation
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Table 3
Administrators-in-Training Ratings of Perceived Usefulness of Videography
Formats (N = 20)
Characteristics of
Instructional Performance

Traditional
M
SE

Time-Lapse
M
SE

First-Person
M
SE

1. Style of Lesson Presentation

2.06

0.21

1.63

0.18

2.25

0.19

2. Clarity of Lesson Presentation

2.20

0.17

1.21

0.10

2.60

0.13

3. Questioning Skills

2.50

0.16

1.00

0.00

2.28

0.14

4. Type of Response to Student
2.44
0.16
1.13
0.13
2.56
0.12
Answers
5. Management of Classroom
1.82
0.13
1.78
0.17
2.71
0.14
Climate
6. Student Engagement and
1.81
0.14
1.71 0.17
2.82
0.10
Participation
7. Teacher Movement and
1.61
0.16
2.83
0.12
1.61
0.16
Interaction
Note: Bold values displayed in shaded boxes denote respondents‘ choices of ―most
useful‖ videography format.

Looking first across the aggregated data for all seven characteristics, the authors
discovered that, on average, administrators-in-training rated the first-person
format most useful for authentic data capture. This format was followed next by
the traditional format and last by the time-lapse format. Further analysis of the
ratings revealed the perceived usefulness of each video format varied by the
particular characteristic of instructional performance they was used to assess.
Consequently, the authors disaggregated the data to determine which video
format administrators-in-training perceived most effective for assessing each
instructional characteristic.
When they compared the data on first-person and traditional video formats on a
characteristic-by-characteristic basis, the authors found the perceived usefulness
of the two formats to be similar for assessing five of the seven characteristics but
significantly different for assessing two (i.e., classroom climate and student
engagement and participation), with first-person video rated higher (i.e., more
useful) than traditional video in both instances.
More specifically, with respect to assessing classroom climate, the data from the
administrators-in-training strongly suggest the first-person format is perceived
as more useful than either traditional or time-lapse video. In this instance, the
mean usefulness rating for first-person video was 2.71 while the mean ratings
for traditional and time-lapse video were 1.82 and 1.78, respectively. This
difference in usefulness rating is reflected in Figure 1.
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Usefulness for Assessing Classroom Climate
3.00

First-Person
Video

RATING VALUE

2.50
Traditional
Video

Time Lapse
Video

2.00

1.50

1.00
Figure 1. Administrators-in-training mean ratings of usefulness of videography formats
for assessing classroom climate.

The data also strongly suggest the first-person video format is more useful for
assessing student engagement and participation in classroom lessons than either
traditional video or time-lapse video. The mean usefulness rating for using firstperson video for evaluating this characteristic was 2.82 while the mean ratings
for traditional and time-lapse video were 1.81 and 1.71, respectively. This
perceived difference in usefulness is reflected in Figure 2.
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Usefulness for Assessing Student Engagement
and Participation
3.00
First-Person
Video

RATING VALUE

2.50

2.00

Traditional
Video

Time Lapse
Video

1.50

1.00
Figure 2. Administrators-in-training mean ratings of usefulness of videography formats
for assessing student engagement and participation.

Finally, when the authors compared the time-lapse format to first-person and
traditional video formats on a characteristic-by-characteristic basis, they found
that administrators-in-training rated the time-lapse format as less useful than
the other two formats for assessing six of the seven characteristics. However,
the time-lapse format was rated more useful than first-person or traditional
video formats for evaluating teacher movement and interaction during classroom
lessons. The mean usefulness rating for the time-lapse format was 2.83 while the
mean ratings for first-person and traditional video formats were both 1.61. This
unique finding is displayed in Figure 3.
In sum, the results of this exploratory study highlight the potential benefits of
using first-person videography for capturing authentic data about teachers‘
instructional performance. While more intrusive than traditional videography
(i.e., using head-mounted cameras), this novel video technology provides a
unique view of teacher performance not available from other forms of data
capture. For example, commonly used data capture methods (i.e., paper-based
assessments, anecdotal note taking, and traditional videography) rely on the
perspectives of outside observers (i.e., administrators) to determine levels of
student engagement and reasons for student responses to various forms of
instruction. Unlike first-person videography, these methods do not permit
students themselves to provide direct information about their level of
engagement during lessons. This is a key finding because the unique
perspectives provided by students can help teachers and administrators design
instructional interventions that are more useful and beneficial than those based
solely on the assumptions of outside observers.
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Usefulnessfor Assessing Teacher Movement
and Interaction
3.00
Time Lapse
Video

RATING VALUE

2.50

2.00

Traditional
Video

First-Person
Video

1.50

1.00
Figure 3. Administrators-in-training mean ratings of usefulness of videography formats
for assessing teacher movement and interaction.

3. Discussion
This study began by asking how traditional, time-lapse, and first-person
videographies compare, and how and to what extent administrators and teachers
think first-person, and time-lapse videographies add value to data captured
during teacher observation. The first of these questions has already been
discussed, and it is to the second question we now turn our attention.
The administrators-in-training indicated that both of the two experimental
videography technologies were equivalent or superior to traditional videography
when used to evaluate certain aspects of teachers‘ instructional performance.
Most notably, first-person videography was perceived as being more useful than
traditional videography for evaluating classroom climate and student response to
various instructional methods. The administrators-in-training also reported that
first-person videography was as useful as traditional videography for assessing
the other five instructional characteristics addressed in this study (see Table 3).
This makes logical sense because first-person videography captures the full
content of the target lesson, just as traditional video does, but it also captures
additional information that reflects student engagement and classroom climate.
Because first-person videography appears to provide a net gain of observational
data when compared with traditional videography, we posit that it should be
viewed as a viable and valuable alternative for capturing data during teacher
observations.
Time-lapse video, conversely, was perceived by the administrators-in-training as
inferior to traditional videography for assessing six of the seven target
characteristics (see Table 3) but more useful than traditional videography for
assessing teacher movement and interaction during lessons. This is because the
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high-speed format of time-lapse videography reveals patterns of teacher (and
student) behavior that are not illuminated by the traditional format. Therefore,
we conclude that time-lapse videography should not be considered as a standalone alternative to traditional or first-person videography for overall data
capture during classroom observation. However, we believe it may serve as a
powerful supplement that adds value when assessing how teachers move about
their classrooms and interact with students.

Conclusion
This study began by discussing the usefulness of video data capture for teacher
evaluation purposes. Some of the major impediments to widespread use of this
technology are the amount of time required of busy school administrators to view
hours of traditional video and the somewhat limited scope of information that can
gleaned from such video. In response, two novel videography technologies were
field tested in a small-scale exploratory study to determine if and how they could
ameliorate these impediments.
It is clear from the findings that the more promising of the two technologies is
first-person videography. This method of data capture provides information not
available from traditional videography—that is, a view of teacher performance
and classroom experience from the perspective of students. Data gathered using
this technology could greatly improve our understanding of how to improve
teaching, and could lead to changes in how administrators use video data to
coach teachers to greater levels of instructional performance. Therefore, we
strongly suggest that this technology be broadly field tested in a variety of school
settings to further assess its usefulness for enhancing teaching and learning in K12 schools.
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Abstract
This study will examine the cultural safety within the clinical environment of international
undergraduate student nurses. Clinical placement is a vital component of an
undergraduate nursing program. It is through the clinical experience that a novice nurse
begins to build an understanding of the environment in which they will enter as a
professional. It is not until student nurses participate in clinical placement that they gain
essential skills linked to theoretical knowledge. However, the clinical experience has been
found to be disappointing for newly graduated nurses. Goh & Watt (2003, p. 16) state
that student nurses have reported feelings of ‗unrealistic expectations‘, ‗no time to care‘
and ‗feelings of being unprepared‘ for clinical experience. There are enormous personal
and social issues facing the beginning nurse practitioner. A recent research of the
literature found very little information pertaining exclusively to the clinical experience of
international undergraduate student nurses within an Australian context. Therefore, the
intention of this study utilising a self-report quantitative research methodology, will be to
explore the experiences of international student nurses undertaking clinical placement in
Australian hospitals from a cultural safety perspective.

Keywords
Cultural safety – Nurse – Clinical experience

Introduction
It is a widely accepted view that the clinical undergraduate experience is
incorporated into general nursing curricula because it is essential to the learning
process, transposing theoretical knowledge into practice, or ‗knowing into doing‘.
However, according to the authors Clare et al., (2003), and Levett-Jones et al.,
(2007), the clinical experience for the newly graduated nurse is less than
rewarding with some nurses reporting feelings of alienation or social exclusion
which in turn can be detrimental to their future employment. In Levett-Jones et
al., (2007) evidence supports the notion that belonging to a subculture is vital to
the health and wellbeing of the individual. The alternative of belonging is social
exclusion which carries many burdens such as anxiety, stress and depression.
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Further, clinical placement experience has a direct relationship to the perceived
role of the graduating nurse and their ability to successfully socialise within the
nursing profession. Using a self-report quantitative research methodology, the
aim of this research is to explore the experiences of international student nurses
undertaking clinical placement in Australian hospitals from a cultural safety
perspective.

1. Background and Literature Review
International students with who have English as a Second Language (ESL)
undertaking a clinical experience within an Australian hospital environment have
many issues to overcome. Some of these have been attributed to the cultural
safety practices within the profession. Cultural safety has been defined by
Polaschek (1998) as understanding the cultural identity of an individual within
their social context. International students have not only the culture shock of the
ward environment to contend with but it has been identified by Ryan (cited in
Carol & Ryan, 2005) that they also suffer from language shock due to the speed
in which they have to interpret English and learning shock related to the many
different teaching styles of the ward nurses in the clinical environment. Likewise,
Hofstede (1986) has identified four dimensions that directly relate to the
characteristics within a society, such as high avoidance, masculinity verses
femininity, power distance and collectivism verses individualism. These
characteristics must be considered when communicating in the context of a
cultural safety environment. Transcultural nursing theory was initiated by
Leininger (1980) directly from the clinical setting through the realisation that
there was a missing link between undergraduate nursing and cultural
understanding. Whilst Leininger‘s theory was a step towards recognition of the
problems associated with cultural identity, it has been noted by Polaschek,
(1997) that the theory neglected to place the individual within a social context.
Expanding further the concept of cultural identity the theory of cultural safety
was conceptualized by a Maori nurse educator Irihapeti Ramsden in New Zealand
as a direct response of the neglect of the indigenous peoples of their country.
Unlike the theory of transcultural nursing, cultural safety practices are directed
towards understanding the individual from their perspective within their social
surroundings. In 1992 the New Zealand nursing council embedded cultural safety
practices into the nursing curricula. Papps & Ramsden (1996, p. 493) state that
cultural safety is about nurses caring for people ‗regardful of what makes those
people unique‘ It is hopeful then that this idea can also apply to nurses
communicating with student nurses. Furthermore, Polaschek (1997) confirms the
notion by stating that cultural safety applies to power relationships in nursing
delivery and that it is about enabling the less powerful to examine the attitudes
of those in powerful positions. Polaschek (1997, p. 453) also defines the idea of
‗unsafe‘ stating ‗nursing practice that is culturally unsafe includes any actions
which diminish, demean or disempowered the cultural identity and well-being of
another.‘ A recent review of the literature identified 30 studies related to the idea
of the experience of clinical placement and the student nurse. Most of the studies
retrieved for this review were qualitative in design however, two studies (Chan,
2002; Saarikoski, & Leino-Kilpi, 2002) focused on quantitative research methods
of data collection, utilising a questionnaire. Three studies Chan, 2002; Dunn &
Hansford, 2002; Saarikoski & Leino-Kilpi, 2002; all used an adaption of the
Clinical Learning Environment Scale (CLES) to identify the experiences of the
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student nurse on clinical placement. The CLES used in the Saarikoski & LeinoKilpi (2002) study was derived from previous studies and tested empirically by
(n=416) student nurses from Finland. The CLES is the only questionnaire
designed to test the clinical experience of student nurses. Findings from the
studies (Chan, 2002; Dunn & Hansford, 2002; Saarikoski & Leino-Kilpi, 2002)
identified poor staff relationships with student nurses as an element contributing
to the negative clinical placement experienced by student nurses.
1.1. The participants
The students (n=80) undertaking a Diploma of Nursing within a tertiary setting
are all International and have started studies after arriving in Australia from the
coral atolls in the South Pacific under threat from global warming. They are
enrolled into the Diploma of Nursing in an Australian Tertiary and Further
Education Collage (TAFE). They range in age from 18-32 years, with a mixture of
males (n= 17) and females (n= 63).
1.2. The Course
The Diploma of Nursing is undertaken in three semesters of 10-12 weeks
duration. Each semester in followed by a compulsory practicum of 120 and 160
hours respectively. The diploma is competency based. The students must
undertake compulsory clinical skills increasing in complexity within their
appropriate scope of practice each semester. Due to the large numbers of
International students the facility has introduced cultural safety practices to
enhance the learning of the students whilst on placement. Each group of
students has a facilitator who is employed by the tertiary institution or the
clinical facility to guide the students through their clinical practicum. The
facilitator is provided with a handbook on the various teaching and learning skills
required for ESL students. There are between five and six (5-6) students
allocated to each nursing home, hospital or community setting. All facilitators‘
are given an orientation to the nursing program and best teaching practices to
facilitate the teaching and learning of International students. Each student has a
workbook with skills appropriate to their scope of practice in the semester that
they are undertaking. They are required to attend the skill on clinical placement
under the guidance of a Registered Nurse and clinical facilitator. The students are
required to complete the competencies associated with their current scope of
practice which are signed off as either competent or not competent by the clinical
facilitator.

2. Data Collection
All the students (n=80) at the end of 2010 were sent a voluntary questionnaire.
The Clinical Learning Environment Scale (CLES) invites the students to comment
on their clinical placement experience. The CLES has been previously adapted
and validity tested by three studies (Saarikoski & Leino-Kilpi, 2001; Dunn &
Hansford, 2002; Chan, 2004). Measurements were similar across all studies
confirming reliability of the instrument. Data from the questionnaire were
collated, analysed and interpreted using basic survey tools and the Rating
Average (Survey Monkey). Due to the ethnicity of the participants the
questionnaire was modified to plain English to prevent misinterpretation. Some
of the words such as basic ‗familiarisation was well organised‘ was translated to

128

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

‗orientation was well organised.‘ The questionnaire consists of 5 headings which
have sub themes relating to the headings (Table 1). The questions will be
interpreted using a Likert scales of 1-5 with (1) agree; (2) agree to some extent;
(3) neither disagrees or agrees; (4) disagree to some extent; (5) fully disagree.
Question1: The ward environment Sub themes: Staff were approachable; Staff
were in good spirits and generally enthusiastic on the ward; I felt comfortable
during staff meetings and reports; I felt comfortable starting my shift: There was
a positive atmosphere in the ward.
Question 2: Nursing care of the clients on the ward Subthemes: The wards
nursing philosophy was clearly defined; Clients received individual care; There
were no problems of information flow related to client care; Nursing
documentation of ward notes was clear.
Question 3: Learning on the ward Subthemes: Basic orientation was well
organised; The staff were interested in student supervision; The staff learned the
personal names of the students; There were sufficient learning situations on the
ward; The ward can be regarded as a good learning environment.
Question 4: Relationship of the ward supervisor Subthemes: The facilitator
showed a positive attitude towards supervision; I felt that I received individual
supervision; I continuously received feedback from my facilitator; Supervision
was based on a relationship of equality and facilitated my learning; Trust, respect
and approval was displayed by my facilitator towards my learning.
Question 5: Hierarchy and Ritual Subthemes: Nursing students learn more on the
ward from other students than from the nursing staff; The Nurse Unit Manager
(NUM) considers student nurses on the ward as workers and not as learners;
Nursing students are expected to obey instructions from Registered Nurses (RN)
and not to ask questions; The NUM was too busy to spend time with the student.
Table 1: The Clinical Learning Environment Scale adapted from Saarikoski &
Leino-Kilpi (2001); Dunn & Hansford (2002); Chan (2004)
Results and discussion
Seventy one students, 89% (n=80) responded to the questionnaire. In response
to the first question regarding the ward environment and the related subthemes
the majority (64%) of International students agreed that there was a positive
experience on their initial contact with the ward staff. Further results indicated
that most students felt comfortable during staff meetings and starting their
shifts. Scores (56%) also indicated that the students felt staff was generally
enthusiastic on the ward. In response to question 2 regarding nursing care of the
clients on the ward the overall responses were positive with the majority of
students indicating that the communication and flow of patient information was
clearly documented. However, in response to the question regarding the
philosophy of nursing the results (65%) indicated that the philosophy was clearly
defined on the ward. The responses indicated that International students were
highly satisfied with the clinical learning environment with 47% fully agreeing
and 44% agreeing making a total 91% positive. The majority of staff learned the
names of the students and were interested in their learning, and there were
sufficient learning situations on the ward. Responses to question 4 and the
subthemes indicated that the average International student felt that they
received individual supervision and continuous feedback from their supervisor. In
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response to the final questions regarding hierarchy and ritual 31% of students
indicated that they were expected to obey instructions from the RN and not to
ask questions. The responses to the final question, 30% indicated that the NUM
was too busy to spend time with the students. It was also clear from the
responses that many students preferred not to state an opinion instead choosing
the neither option in the first three questions relating to learning on the ward,
the ward environment and nursing care of clients. A large number of students
fully agreed that they found learning on the ward beneficial. Students were also
asked to comment on their overall experience of clinical placement and all the
comments were positive. Listed is an example of the students‘ comments:
Student 1: ‗Referring to my clinical placement from TAFE I found that clinical
placement helps more in my learning.‘ Student 2: ‗I love clinical placements...I
prefer 3 weeks though of placement: 2 weeks is too little and 4 weeks is too
much.‘ Student 3: ‗Yes I Love clinical placement is a very good learning field....I
love it so much.‘ Student 4: ‗The more time I spend in the hospital during my
clinical placement, the more chance I learn new and various skills‘ Student 5:
‗Placement so enjoyable and educational. I was able to learn and develop my
clinical skills.‘ Student 6: ‗There were ups and downs that I came across when on
clinical placement but overall, it was good.‘ One important detail that cannot be
overlooked is the high rating average related to the question of hierarchy and
ritual. Most of the responses stated that NUM consider students on the wards as
workers and not students and students are expected to obey the RN and not to
ask questions. These statements would be aligned with the power base of the
students and their cultural identity as stated by Hofstede (1986). It is culturally
accepted within pacific cultures to expect a strong High Power distance base and
a collective attitude. These behaviours can be further be explained as those
societies who have a strong High Power distance and High Uncertainty avoidance
within a masculine society will accept inequality as normal behaviour and will not
challenge the situation they find themselves in. This finding is similar to the
findings by previous studies where poor staff relationships contributed to the
negative experience of graduate nurses.

Conclusion
The results of this study indicate that the majority of International student
nurses undertaking clinical placement in Australia are satisfied with their clinical
learning environment following the implementation of cultural safety practices by
the educational institution. The majority of International student nurses also
indicated that clinical placement enhances their learning experience. Students
found the first week challenging, however were able to adjust to the learning
environment. When asked to comment on their overall clinical experience the
students‘ quotes demonstrated that they found their clinical placement to be a
rewarding experience. Limitations within the study relate to the many neutral
responses which were sometimes as high as 46% within the questionnaire. This
may be avoided through the employment of other qualitative methodological
approaches such as ethnography or phenomenology, as this is directly attributed
to the cultural influences of avoidance and uncertainty.
This research has highlighted the role of cultural safety practices within the
nursing profession in the improvement of the clinical placement experience for
international student nurses. Future studies exploring the relationship between
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cultural safety practices and nursing education will further highlight these
benefits for all students.
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Abstract
The Collaborative Model of Supervision, like all attempts to model complex human
interactions, is an utterly pathetic attempt to explain the intricate process of supervisor
and counselor development. However, it is proposed as one way to establish the
essential elements of a map to guide the journey toward supervisor maturity and
counselor competence in counselor training programs and peer supervision groups. The
model suggests the needed knowledge base, a strategy for skill development, and the
promotion of a collaborative disposition towards the work of supervision. The model
incorporates the application of an inquiry learning cycle and the concept of the critical
friend as strategic approaches to the multiple tasks of supervision, including building the
working alliance, constructing meaning, and evaluating the work of the supervisee. This
approach to framing supervision and the supervisory relationship is especially applicable
whenever there is a dearth of clinical supervision and /or supervision training available.

Keywords
Supervision – Counseling - Collaborative

Introduction
It is assumed that in the supervisory relationship, the supervisor, a more
experienced, better trained, more complete professional will serve as a teacher,
consultant, counselor and evaluator for a less experienced counselor, the
supervisee (Bernard, 1997). The relationship is evaluative and hierarchical,
extends over time, and has the simultaneous purposes of enhancing the
professional functioning of the junior professional, monitoring the quality of
services offered to clients, and serving as a gatekeeper to the profession. The
ability to discriminate when and how to apply these multiple roles in order to
accomplish supervisory goals distinguishes the competent from the novice
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supervisor (Bernard & Goodyear, 2009). However, in many clinical and school
settings, appropriately prepared and competent supervision, as classically
defined, are not available. Successful counselors often are promoted to
supervisory positions without systematic, formal training on how to supervise,
despite the fact that there is increasing agreement in the professional literature
that counselor supervision is a unique process requiring specific preparation and
training and that practicing supervision without appropriate training is an ethical
violation (Haynes, Corey, & Moulton, 2003). In some counseling organizations,
there are senior counselors who are specifically trained in clinical supervision, but
because of other clinical and administrative responsibilities, they do not have
time available to provide appropriate supervision to the counselors providing
direct service to clients in the school or agency.
Contributing to this lack of appropriate clinical supervision for many counselors in
the United States is the typical training curriculum for counselors and most other
mental health workers and the structure of the funding streams for mental health
services. Counselor education programs at the Master‘s Degree, the entry level
for professional licensure in counseling, typically meet the department of
education requirements for certification of school counselors and attempt to meet
the nationally accredited curriculum model for counselor preparation (CACREP,
2009). Neither of these regulatory organizations require any coursework or
experiential training in supervision. Thus, the counselor preparation program that
includes supervision training at this level is the exception. Managed health care
and shrinking educational budgets also mitigate against the availability of
supervision. Both funding sources will authorize direct services and treatment to
clients and the administrative supervision of such treatments needed in order to
assure appropriate services are delivered. However, neither will directly support
the clinical supervision of the counselors providing these services. As a result,
many counselors in schools and agencies work without adequate clinical
supervision.

1. Statement of the Problem
In the United States, many counselors in public schools and mental health
agencies practice without appropriate supervision. They are acting in violation of
the ethical and best counseling practice standards that govern the profession. As
such, these counselors are placing their professional status in jeopardy. While
their employing schools and agencies must share some of the responsibility for
not ensuring the availability of effective supervision, it is ultimately the
responsibility of the licensed and certified counseling professional to assure that
they enlist regular, systematic, and effective clinical supervision of their practice.
This problem is exacerbated in countries around the world where the counseling
profession is in its embryonic stage.
In response to this best practice and ethical dilemma, counselors have few good
options. Some assume financial responsibility for their own supervision. Some
find this economic arrangement difficult to manage and work without the
developmental and protective benefits of supervision. The classical approaches to
providing supervision and training supervisors need to be reconsidered in order
to serve the supervisory functions of promoting an effective working alliance,
making meaning of the work, and providing an evaluation of the counseling
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provided. The Collaborative Model of Supervision is being developed to address
these situations.

2. The Collaborative Model of Supervision
The Collaborative Model of Supervision is consistent with a post-modern view of
learning and development in that it emphasizes an epistemological shift from
objectivism to constructivism. Implications of the shift to a constructivist
philosophy to the supervision relationship include:


The ―learners‖ or the clients and supervisees, as well as their social
contexts, are accentuated over the ―content‖ that emerges during the
supervision sessions (Neufeldt, 1997; Sexton, 1997).



The expert authority, didactic, and abstract instructional paradigm that
presupposes ―expert‖ supervisors know what the novice supervisees need
is de-emphasized.



A collaborative disposition that creates a culture of trust, openness and the
mutual or shared responsibility for the well-being and development of the
client, counselor, and supervisor is emphasized (Casile & Davison, 1998).



Supervisors working from a collaborative disposition do not abandon their
evaluative responsibility; rather, they invite the supervisee to treat it as
another problem to be solved and another mutual opportunity for learning.
(Casile, Gruber, Rosenblatt, 2007)

A Constructivist approach to learning is concerned with the nature of how
knowledge is created and is based on the assumption that people actively create
meaning by connecting previous knowledge to new information gained through
experience (McAuliffe, G.J., Eriksen, K.P., & Associates, 2000). The Collaborative
Model of Supervision takes advantage of the constructivist theory of learning
specifically the application of conceptual scaffolds that help counselors acquire
the knowledge, skills and disposition needed to become a supervisor. The model
allows competent counselors to begin conceptualizing their practice of
supervision by building on their current understanding of the developmental
processes in counseling. That is, the model encourages counselors to become
active creators of new meaning by helping them relate what they already know
about counseling to similar processes found in supervision.
2.1. Knowledge, Strategies and Disposition
Building a knowledge base: In the Collaborative Model, counselors build a
knowledge base for supervision by beginning with what they have learned to
become effective professional counselors. The knowledge base of the successful
counselor can form a sturdy foundation on which to build the new learning
needed for working as a supervisor. Trained counselors have assimilated much
information about theoretical foundations, ethical and legal principles, and the
impact of cultural variables on the process of counseling; thus, these three areas
are essential starting points for counselors to construct knowledge needed to
become effective clinical or peer supervisors. (Casile, Gruber, Rosenberg, 2007)
This isomorphic process can be seen in the novice supervisors need to learn
about supervision theory. Counseling theories are the basis of successful clinical
work; theoretical foundations of supervision are equally essential to competent
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supervision. Supervisors must be grounded in a supervisory theory that speaks
to their beliefs about how supervisees and clients think, learn, grow, and change.
The process of theory exploration lays the foundation for how the novice
supervisor begins to conceptualize supervision. The emergence of an
individualized theory of supervision ultimately structures the practice of
supervision, guiding what the supervisor attends and responds to during the
supervisory session.
To develop a personalized supervision theory, counselors first must read and
reflect on currently proposed theories. Most prevalent supervision theories in the
counselor supervision field have their roots in counseling theory. Only relatively
recently have dedicated theories of supervision been described. Bernard and
Goodyear (2004) present three categories of supervision theories including
psychotherapy-based models, developmental models, and social role models.
The latter two categories of theories play an especially prominent role in the
development of effective collaborative supervision while the former family of
theories are most familiar to the beginning supervisor.
Identifying strategies or skill sets - The Collaborative Model identifies three
essential task that must be addressed in order to discharge the major
responsibilities or obligations of the supervisor. These tasks are building a
therapeutic or working alliance, promoting the construction of meaning, and
evaluating and monitoring the work done by the counselor. (Casile, Gruber,
Rosenblatt, 2007)
Effective counselors have the ability to engage clients in working relationships,
similar to Bordin‘s (1994) concept of a working alliance in supervision. The
construction of meaning through the exploration and understanding stages of the
counseling process described by Egan (2009) and others parallels the meaningmaking or learning and developmental tasks of supervision described in the
Collaborative Model through the use of inquiry learning theory and the learning
cycle (Hill & O‘Brien, 1999). Finally, as counselors must develop strategies to
evaluate and monitor the work and progress of their clients. Supervisors too
must learn how to evaluate their supervisees‘ work, its impact on their clients,
and the supervisors‘ fitness for the profession.
Promoting a collaborative disposition - The hallmark of the Collaborative Model of
Supervision is its characterization of the attitude promoted by the supervisor
toward the work. This model encourages counselors to approach supervision with
a disposition that promotes a collaborative partnership, the nature of which is
best characterized by holding both a supportive and critical relationship
simultaneously.
Constructing a wide knowledge base and developing appropriate strategies and
skills are important aims of the Collaborative Model of Supervision, however,
perhaps even more important, the model encourages novice supervisors to
cultivate a professional disposition characterized by an amalgam of support and
critique. Through this collaborative stance, supervisors will be able to provide the
feedback needed for supervisee development and wellness, the assurance that
the supervisee‘s practice will do no harm to their clients, and the validation that
their performance meets the standards demanded by the profession. One way to
understand this collaborative disposition is to examine the fundamental nature of
the relationship between supervisor and supervisee that serves the
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developmental and evaluative aims of supervision (Casile, Gruber, Rosenblatt,
2007).
To assume a supportive, friendly role and a simultaneously hold a critical
perspective in the same supervisory relationship seems to be a contradiction.
Indeed, combining the roles and norms of both a critic and a friend may appear
to pose a dilemma (Bambino, 2002; Hill, 2002). However, current
conceptualizations of the supervisory process are unable to avoid the merging of
developmental and evaluative roles that are at once supportive and critical. It is,
in fact, the role of supervisors to promote counselors‘ development by holding
their work up to the ethical and professional practice standards that define
competency. Helping novice supervisors learn to balance these divergent
functions is a difficult challenge.
Interactions between a supervisor and counselor should be a true dialogue
among eager listeners, not a struggle among contending and defensive interests.
The supervisor who is effective in assuming a collaborative disposition
encourages the creation of effective therapeutic working alliances, the
construction of meaning, and, especially, the shared, formative evaluation of the
practicing supervisor.
2.2. The Tools of Collaborative Supervision
In the Collaborative Model of Supervision, three strategies are emphasized. The
supervisor is:
1. the consultant or counselor who creates a supportive and developmental
relationship with the supervisee,
2. the teacher who cultivates the supervisee‘s personal and professional growth
by fostering new meaning and understanding in the work, and
3. also the evaluator who assesses the supervisee‘s
effectiveness, ensuring that the work does no harm.

competence

and

While this is not meant to be an exhaustive description of supervisor strategies,
there is general agreement that these three tasks are necessary and essential
components of effective supervision (Bernard & Goodyear, 2009). In addition,
they provide a structural parallel between what counselors do and what
supervisors must learn to do. Thus, the novice supervisor can begin to construct
or learn the tasks of supervision by building on what they already know about
the tasks associated with the counseling process. In this model of supervision,
these three tasks are addressed by supervisors who learn to employ the
principles of an inquiry learning cycle and a critical friendship.
In the Collaborative Model, the process of making meaning is conceptualized as a
continuously recursive learning cycle. Collaborative supervisors can learn to
effectively address the task of constructing deeper meaning by using the four
phases of the learning cycle: focusing, exploring, reflecting, and applying (FERA)
to monitor their work with counselors.
The phases of the FERA learning cycle can be used to describe the supervision
process and how it enhances the development of new and deeper understandings
on the part of both the supervisee and supervisor.
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 Focus by engaging the counselor and determining what is known and what is
not known about both content and process. The supervisor must listen for
and determine what is explicit and what is implied in the counseling or
supervision relationship.
 Explore by encouraging the counselor to frame questions, develop
hypotheses and predict consequences of action that might be taken. This
stage promotes the investigation of issues and processes that are emerging
in the counseling or supervisory relationships.
 Reflect through facilitating dialogue that promotes shared or mutual
understanding and insight into the counseling and supervising experiences.
New learning and the removal of blind spots help both the counselor and the
supervisor gain different perspectives on the work and the relationships.
 Apply by monitoring the implementation of new learning as it is used in the
practice of counseling and supervision. Each decisive action plan or action
can become the target of an investigation to determine if it is working; if the
practice is effective.
While the application of this learning cycle can target the promotion of new
meaning in the relationship, the other two tasks of supervision, relationship
development and evaluation, are both addressed through the application of the
elements of a critical friendship.
Costa and Kallick (1993) describe the critical friend as: ―a trusted person who
asks provocative questions, provides data to be examined through another lens,
and offers critiques of a person‘s work as a friend. A critical friend takes the time
to fully understand the context of the work presented and the outcomes that the
person or group is working toward. The friend is an advocate for the success of
that work (p. 50).‖
Hill (2002) introduced a competency model for framing the characteristics of a
successful critical friend:
 The critical friend is knowledgeable about a critical framework and how
assumptions underpin people's justification for their practices.
 The critical friend is skillful at reflective responding, scholarly and
investigative reframing, facilitated silence, encouraging documentation and
data collection, scholarly reading, articulating an inquiry paradigm, big
picture facilitation and encouraging publication.
 The critical friend's attitude is intricately linked to beliefs about one's
provision of critical friendship, the value of reflection as a professional skill,
and oneself.
In the Collaborative Supervision Model, these two tools are utilized to create a
partnership that is more focused on effectively and efficiently accomplishing the
creation of a working alliance, developing new meaning and understanding, and
appraising the quality of the work and its outcomes.
2.3. Accomplishing the Tasks of Supervision Collaboratively
The working alliance can be described as a supervisee-centered, collaborative
relationship driven by the clinical and developmental needs of the supervisee, in
which the process of identifying and addressing the supervisee‘s needs as they
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arise must be the mutual responsibility of both professionals. (Casile, Gruber,
Rosenblatt, 2007). This relationship supports authentic learning for the
supervisee, as well as the supervisor, and it ensures that the supervisee‘s and
clients‘ learning and welfare are held to the highest level of professional
standards of accountability (Bordin, 1994).
The relationship or working alliance in collaborative supervision is fostered by
explicitly creating a safe and secure environment through the application of the
core Rogerian conditions for effective helping: genuineness, respect, and
empathy (Rogers, 1951, Corey, 2009). This parallels the relationship that the
counselor is attempting to develop with the client. However, the parallels also
extend to the threats to these relationships. Both are susceptible to defense
mechanism, projections and other interpersonal processes that can interfere with
awareness and expression.
The application of the disposition of the critical friend to the process of
relationship development will establish a supervision culture that emphasizes the
development of healthy supervisor-counselor attachments and decreases the
probability that the attachments will be anxious or compulsive as a result of an
excessive emphasis on the hierarchical power structure in the counseling or
supervisory relationship. This will form a strong foundation for the requisite
evaluative work, a second task inherent in supervision.
Kadushin (1992) described the evaluation task in supervision as the objective
assessment of the supervisee‘s performance based on clearly defined criteria that
are realistic and achievable. In the Collaborative Model, the process of evaluation
is a collaborative process and a shared responsibility. There is no question that
supervisors have the authority and ethical responsibility to evaluate counselors‘
effectiveness and fitness for the professional practice of counseling (Bernard &
Goodyear, 2009; Borders & Brown, 2005). However, that charge does not
preclude the application of collaborative methods to discharge this obligation.
The characteristics of collaborative evaluation in supervision involves an
invitation to the supervisee to join with the supervisor to collectively construct
the evaluation agendas, goals, and targets (What will be learned?), jointly select
performance criterion (How well will it be learned?), and to mutually agree upon
observable samples and products of performance (What will be the evidence of
learning?). This disposition toward evaluation promotes the explicit intention and
reasons for the appraisal of the supervisee‘s level of competency. It also invites
supervisees to claim their level of competency by comparing evidence of their
performance to the competencies they have helped to construct. This approach
to evaluation fosters the use of self, peer, and expert data collection and
behavioral assessment in formulating a conclusion about the effectiveness of the
work. The codification of this process in a written supervision agreement,
mutually developed, fosters growth of the supervisee and provides critical
documentation of the supervision.
The final supervisory task, meaning making and learning, in the Collaborative
Model is promoted by the use of inquiry learning theory. The application of the
FERA learning cycle, for example, can be used to frame questioning or probing
techniques which promote an ―applied research‖ or active inquiry approach to
learning. Kagan‘s Interpersonal Process Recall (IPR) (1980) and Anderson‘s
(1987) use of Reflecting Teams are examples of extant supervision models that
take a similar approach to meaning making. Inquiry uncovers or helps to
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construct meaning and promote insight into the conceptualization of case issues,
and the use of strategies or specific interventions in counseling.
Collaboratively operating to uncover meaning, the supervisor and supervisee
uncover possible and alternative responses to the expressed and implied content,
as well as the emerging process, in the relationships between client and
counselor and counselor and supervisor. As a result, new insight and the
possibility of a more effective future emerges for supervisees and their clients.
2.4. A Research Agenda for Collaborative Supervision
Currently there are several studies begun to validate the elements of this model
and the efficacy of employing it in a variety of settings. Casile has begun an
ongoing investigation of the implications of the Collaborative Model‘s use with a
peer group of beginning supervisors who are doctoral students in a counselor
education and supervision program at Duquesne University. Casile and Paulson
are in the process of evaluating the model for use in peer group supervision with
novice supervisors in rural areas where there is a dearth of clinical supervision
and little opportunity to learn to become a supervisor. Kumpf is proposing to
investigate the model‘s affect on burnout in counselors who work in substance
abuse rehabilitation facilities.
Future research on the application of the Collaborative Model of Supervision in
peer group supervision of school counselors, both in the United States and in
Mauritius is planned. While the school counseling model in the States is well
established and mature, clinical supervision for most counselors in the public
schools is still inadequate or absent. In Mauritius, counseling is a recently
emerging profession. The Catholic diocese has begun, and today is still the sole
training program for school counselors in the country. While their curriculum
includes the coursework that would meet the current national professional
standards in the United States (CACREP, 2009), the lack of trained supervisors
makes the preparation of this inaugural counselors very difficult. The plan is to
investigate the feasibility of providing supplementary supervision for these new
professional counselors via a Collaborative Model of distant or remote supervision
using internet-based teleconferencing from the Duquesne University Center for
Collaborative Supervision and Evaluation (DUCCSE).

Conclusion
It is through the application of a tangible model of supervision, in this case, the
Collaborative Model of Supervision, that novice supervisors can begin to chart a
course of professional development that will promote their sense of self-assupervisor (Alonso, 1983; Hess 1986). The concrete structure of this model
allows beginning supervisors to move quickly through the mechanical operations
of acting like a supervisor to a more fully integrated and autonomous supervisor,
representative of a more advanced stage of supervisor development (Stotenberg,
McNeill, & Delworth, 1998). While the model may only be an outline for the first
few steps on a much longer and continuing journey, it provides clear indicators
to ensure that the novice supervisor gets off on the right foot and in the right
direction.
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Abstract
This paper is based in data produced in two socio-educational surveys related to the
municipal education in the South Region of Brazil. A qualitative phase was developed and
the changes in the career of the Superintendents of Municipal Education were identified.
The data regarding the socio-educational profile of the Superintendent showed that in a
period of ten years significant changes occurred. In 1994, as well as in 2005 the position
was held mainly by women. The Superintendents are better educated and more
professional. The political criteria were introduced as a selection variable. The small rural
school was consolidated into larger urban schools. The educational budget is the largest
in the municipality. The study identified three models of career for the superintendent of
schools. The traditional model is the most common. Usually, the Superintendent is a
woman with a large experience in education, a local educational leader. The Political
model as the educational sector in the municipalities becomes the most important
financial sector, and its political importance increases. The last model combines both the
political and the traditional. It was possible to identify three careers models for
Superintendents: traditional, political, and traditional political.

Keywords
Superintendentent of Municipal Education – Career Plan– Political Model

Introduction
This study compares two socio-educational surveys related to the municipal
education in the South Region of Brazil. This region is composed of three states:
Paraná, Santa Catarina and Rio Grande do Sul. The studies were done in 1994,
and in 2005 a questionnaire was applied to Superintendents of municipal
education inquiring about the municipal system of education, size, number of
students, number of teachers and schools. The second part of the instrument
looked into the socio-educational profile of superintendents of municipal
education. The third part of the instrument looked at the needs of professional
development of the superintendents, principals and teachers. In the initial survey
made in 1994, 411 research instruments returned: 131 from Paraná, 107 from
Santa Catarina and 173 from Rio Grande do Sul. In 2005, a total of 546
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questionnaires returned with the following distribution: 163 from Paraná, 103
from Santa Catarina and 280 from Rio Grande do Sul. In 1994 the returned
instruments represented 38.8% of the total of municipalities in the Region. In
2005, the return rate was higher, representing 46% of the total number of
municipalities in the South Region.
In the first part of this paper we will present the characterization of the
municipalities - data regarding the population, date of foundation and resources
applied in education. The second part will present data related to the size of the
municipal system of education. The third part will present the socio-educational
profile of superintendents in the two moments, emphasizing the changes that
occurred in the period which was studied. The final part of the paper will present
the changes related to the career of the Superintendent of Municipal Education.

1. Characterization of the municipalities
The majority of the superintendents studied acts as managers of small
educational systems, that is, a system that serves a city with less than 10.000
inhabitants. In Brazil, since the 1988 Constitution, the number of new
municipalities has been increasing. This process is explained by the new fiscal
system by which a redistribution of resources is possible and available to each
municipality independent of the size of the population. Tomio (2002) shows that
from 1574 municipalities in 1940, the country reached 5560 municipalities in the
year 2000.
The superintendents studied are working in municipalities with smaller population
in 2005. Table 1 presents the distribution of the two data sets showing an
increase in the number of municipalities with less than 5000 inhabitants.
Table 1: Distribution of population of the municipalities studied
Population
Up to 5000
5001- 10000
10001-20000
20001-50000
50001-100000
More than 100000
Total

1994
Abs.
96
115
114
50
21
11
402

1994
Percentage
22.6
28.6
28.4
12.4
5.2
2.7

2005
Abs.
180
134
89
64
23
16
506

2005
Percentage
35.2
26.5
17.6
12.6
4.5
3.2

The increase in the number of small municipalities exerts additional pressure in
the administration of education, because the small municipalities are
emancipated from large cities and there is a need to organize a new
administrative structure for the new city. This fact gives less space for innovative
education action, in the initial phase of a new municipality.
Table 2 presents the distribution of the date of foundation of the municipalities
studied, and confirms the tendencies of localities with smaller population created
recently.
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Table 2: Distribution of the year of foundation of the municipalities
studied
Year of foundation
Up to 1900
1901-1950
1951-1970
1971-1990
1991-2000
After 2001
Total

1994
Abs.
50
36
183
80
61

1994
Percentage
12.2
8.8
44.5
19.5
15.1

411

2005
Abs.
50
50
190
87
123
2
502

2005
Percentage
10.0
10.0
37.8
17.3
24.5
0.4

In 2005, the number of municipalities created between 1991 and 2000 increased
to almost 25% versus 15.1% in 1994 for the same year group. This data
confirms the trend for the emancipation and creation of new municipalities in
Brazil, expressed in the increased number of smaller localities. In 2005 data set,
35.2% of the total of municipalities studied had less than 5000 inhabitants. This
fact had several implications for the management of municipal education, it
facilitates cooperation and communication because of the small size of the
community. However, at the same time, there is less space for innovation and
sometimes the small communities are more conservative and they spend all the
resources establishing a new administrative system for the city and for
education.
By the Brazilian Constitution of 1988, at least 25% of the municipal budget
should be invested in education. Table 3 presents the results for the two time
periods.
Table 3: Percentage of resources applied in education
Percentage of
Resources applied in
education
25%
26 to 30%
More than 31%
Total

1994
Abs.

1994
Percentage

2005
Abs.

2005
Percentage

155
219
3
379

40.1
56.6
0.79

99
72
19
190

52.1
37.9
10.0

In 1994, 56.6% of the municipalities studied applied between 26 to 31% of the
available resources. In 2005, the answer rate was lower from a total of 546
respondent: only 190 did answer the item related to resources. This could be an
indication that the majority is just following the percentage required by law. The
question of resources applied seemed to be less transparent in 2005 than in
1994. In the period of the first survey the process of decentralization of Brazilian
Elementary Education was implemented, and the regulations were new and more
strictly followed. The municipalities should offer Elementary Education for all
students, the state should offer public secondary education and the nation should
be responsible by higher education. The public funds were distributed among the
three levels, and the resources for municipal education depended on the number
of students enrolled.
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2. Characteristics and size of the municipal system of education
In relation to the number of pupils enrolled in municipal schools it was observed
an increase in the number of students enrolled from the 1994 to 2005.
Table 4: Distribution of the number of students in municipal schools
Number of
students
Up to 200
201 to 500
501 to 1000
+ 1000
Total

1994
Abs.
93
48
63
207
411

1994
Percentage
22.6
11.7
15.3
50.4

2005
Abs.
21
56
68
137
282

2005
Percentage
7.5
19.9
24.1
48.6

This table considered only the valid responses.
The number of municipalities with up to 200 students decreased in 2005,
indicating an increase in enrollment and the process of consolidation of small
rural schools into larger urban schools. In relation to the group with more than
1000 students, there was a small decrease. It was possible to observe significant
increase in the group of 201 to 500 students that represented 11.7% of the total
in 1994 and reached 19.9% in 2005. The group between 501 and a thousand
students increased from 15.3% to 24.1% of the total in 2005. The number of
municipalities with more than 1000 students decreased slightly, and it reflects
the increase of new and small municipalities in the sample studied in 2005.
In relation to the number of teachers working in the municipal educational
system, the distribution did not change in a significant way from 1994 to 2005.
The majority of the municipalities were located in the group up to 50 teachers,
45.1% of the total in 1994 and 43.9% in 2005. There was a slight increase in the
group of 101 to 500 teachers from 27.6% in 1994 to 28.6% in 2005. So, maybe
the stability in the number of teachers could be an indicator of a lower quality of
education, with the same or very similar number of teachers educating a larger
number of pupils.
In relation to the number of schools, a significant change occurred in the period
studied. The group of ―up to 10 schools‖ represented 27.7% of the total in 1994,
and increased to 68.4% of the total in 2005. This change reflects the process of
consolidation of small rural schools into larger urban schools and the decreasing
number of multi-grade rural schools. In 1994, 51.1% of the municipalities
studied had a percentage of rural schools ranging from 76 to 99%. In 2005,
30.7% of the municipalities had ―up to 10%‖ of rural schools, expressing the
consolidation of several very small rural schools into larger urban schools. This
process created a greater need for transportation of pupils, some of the
implications of that were discussed in another paper (Castro & Menezes, 2008).
It was a very large change considering thetime frame of a decade and created
great pressures for the offering of public transportation of students. In a
qualitative study done from 1997 to 1999, the transport was identified as one of
the greatest educational expense in the educational budget (Castro, 2001).
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Characteristics of the Superintendent of Municipal Education of Brazilian
South Region
In 1994, as well as in 2005, the position was held by women. In 1994 they were
74.9% of the total in 2005, the percentage slightly increased to 75.8%. In
separate analysis of the state of Santa Catarina in a survey done in 2004, it was
found a relation between the gender of the superintendent and the size of the
population. The masculine presence was more frequent in municipalities with
population between 50.000 to 100.000 inhabitants, but the number of
municipalities in that population range was small and the relation was not
significant considering the total of responses. The feminine hegemony in the
position of superintendent in Brazil is not an indication of power, comparing with
American data. Grogan and Brunner (2005) indicated the existence of a rate of
30% of women in leadership position. The educational budget is the largest in
the municipal administration and it is larger in municipalities with bigger
population, so the masculine presence seemed to be associated with higher level
of resources and a high level of political power.
In relation to age, the superintendents in 2005 were older than in 1994. The age
group of 46 years or more increased from 12.9% in 1994 to 36.5% in 2005.
These data indicated that the superintendents in 2005 were older and had more
years of experience in education. A significant number of acting superintendents
seemed to be retired from the job of teaching at the state level, and started a
new position at the municipal level. In 1994 a significant number of
superintendents (68.4%) had a second job to make ends meet. In 2005, 72.1%
had only the job as superintendent. The salaries have not increased in the period
studied: they remained very similar or slightly worse. The predominant older age
group and retirement could be an explanation for this drastic change regarding a
second job or occupation in a period of 11 years.
Regarding the distribution of professional experience in education, the
superintendents in 2005 had teaching experience in the first years of Elementary
education (48.2%), teaching in the final grades of Elementary education
(40.8%). Also, Secondary teaching was indicated by 35.5%. Previous experience
as superintendent of municipal education increased from 28.7% in 1994 to
35.2% in 2005. Another change was the non-educational experience of some
superintendent of 2005, reflecting the change in relation to affiliation in political
parties.
Age and professional experience in education increased in 2005, when there was
a slightly increased in the number of superintendents with more years of
experience in the area of education. The superintendents in 2005 are better
educated: the totality of superintendents had a higher education diploma and
increased the percentage of superintendents with graduate work at the level of
specialization (reaching 65.4%). In 1994, the percentage of superintendent with
graduate courses was 34.5 %.
Another significant change was the criteria of selection for the job as a
superintendent. 2005 results indicated the political criteria were stronger. In
1994 the criteria of personal competence were the response of 70% of the
superintendent. In 2005, 41% indicated the political criteria, and the same
percentage indicated personal competence. The acting superintendents have a
more political appointment and are affiliated with the political party in power at
the city hall.
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In 1994 a significant number had a job at the state educational systems and they
were located at the municipal level, these were the ―cedidos‖, representing
45.7% of the total. In 2005, 34.3% had regular jobs at the municipal level.

3. Changes in the career plan of Superintendent of Education of
South Brazil
With better education and higher level of professionalization the career of the
Superintendent of municipal education changed in the last decade. The education
sector with the highest budget at the city level increased its political importance,
and the political criteria become dominant over technical competence and
traditional leadership.
The Superintendent of Municipal Education used to be selected by criteria of
personal competence: she was a woman, a traditional educational leader in the
locality, was a school teacher, became a principal, and eventually a
Superintendent. She had her personal life well established in the community. She
was respected by the community, and had a large experience as an educator.
This is what we call a traditional career model. That used to be the dominant
model. Now we have three model: the political model in which the political
criteria is dominant. The traditional model and a combination model of the
tradition and political model is also possible.
Career Characteristics of Superintendents of South Brazil
During the second phase of the study, fifteen municipalities were selected: five
from each state and each municipality were visited and the Superintendent
interviewed. The qualitative phase of the study was implemented in the period
from 2005 to 2007. Looking at the career plan of the acting Superintendent we
were able to identify three career model we called: Traditional Political
Table 5: Distribution of Career types among the Superintendents
interviewed
Polítical
Traditional
Trad. Political
Total

Paraná
1
4
0
5

Santa Catarina
2
1
2
5

Rio G. do Sul
1
2
2
5

Total
4
7
4
15

The traditional model is still the most common career model with seven cases in
a total of fifteen. Usually the Superintendent is a woman with a large experience
in education, a local educational leader. She started her career as an Elementary
Teacher and after some year, becomes a principal, and reaches other
administrative positions in education. She lives in the community and finally
becomes the Superintendent of Municipal Education.
The Political model is an emergent model, as the educational sector in the
municipalities becomes the most important financial sector, its political
importance increases. Three of the four Superintendent classified in this career
type are young men with political ambitions. The use of the political criteria for
selecting the Superintendent was a change that occurred in the last decade.
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The last model combines both the political and the traditional and we have
identified four cases. Usually she is a woman who has a similar profile to the
traditional model but has also political affiliation and participation in a political
party. She is selected to the job by party colligation.

Conclusion
The study showed that over a period of ten years occurred a professionalization
of Superintendents of Municipal Education in Brazil. They tend to be better
educated and prepared for the job than a decade before. Another significant
change was the introduction of the political variable as a criteria for selection of
Superintendents. It was possible to identify three careers models for
Superintendents of Municipal Education in South Brazil: traditional, political, and
traditional political.
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Abstract
This study examines major factors influencing outsourcing of services in Hong Kong
primary schools. Questionnaire survey was used as a major method to collect data with
structured interviews to collect views from schools‘ middle managers about the
effectiveness of these outsourcing activities, with particular illustrations of outsourcing of
services for extracurricular activities organized in primary schools. Forty-eight primary
schools in Hong Kong participated in the study. The results showed that schools
outsource services from companies to (a) realize cost savings; (b) offer courses that
supplement or enhance the expertise of teachers; (c) deliver a higher quality of service
to students; (d) meet specific educational and learning needs; (e) ease teacher
workload; (f) offer classes and activities that students desire at a price they are willing
and able to pay; and (g) provide higher quality. The majority of the respondents
indicated satisfaction with the present practices of outsourcing and relationships with
service providers at their respective schools. Major considerations when outsourcing
include service cost, service quality, the extent to which the provider replaces teacher
workload, familiarity with the provider, student demand, parent demand, how provider
can perform better than teachers, and selecting service providers that would develop
students‘ knowledge and skills.

Keywords
Extracurricular activities – Outsourcing – Primary Education

Introduction
It is noticed that using external agencies and companies to replace teachers to
run educational activities for students in Hong Kong schools is becoming a trend
and widely practiced. Both the scale and intensity of such outsourcing differ
between schools to a great extent. The quality and the results of such practice
are also subject to arguments. The present study is to find out the outsourcing
strategies that schools are employing and what benefits are being brought to the
education sector. Answers to these questions can inform teachers and school
authorities of the impact of outsourcing and can then help improve outsourcing
practices of schools.
―Do more with less‖ has become a golden rule not only in business but also
becoming prominent in school sector. Outsourcing, a management strategy used
by commercial firms whereby various functions and operations are contracted
out to outside companies (Corbett, 2004), has been touted as a powerful means
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to obtain lower cost, higher quality, and greater flexibility for business
organizations (Lagace, 2004). Businesses that utilize outsourcing have been
more successful in today‘s highly competitive and increasingly global
marketplace, it is claimed (Yourdon, 2004).
Extra-curricular activities in schools refer to classes and programmes not
considered to be part of the core curriculum; they are perceived as peripheral
programmes of study and education (Eccles & Barber, 1999; Mahoney & Cairns,
1997). While core curriculum is always specifically spelled out in documents,
extracurricular programmes include, but are not limited to, art and craft courses,
athletics, music and drama, scholastically oriented clubs, recreational sports,
outdoor trips and excursions, and various types of other out-of-classroom
activities. In Hong Kong, the Education Department‘s definition of extracurricular
activities which is still in effect today reads:
―Extra-curricular activities (ECA) are activities that take place outside regular
class teaching and yet are related to student learning. As such, they fall within
the scope of the school curriculum.‖ (Hong Kong Education Department, 1997).
Over the last few decades, different studies have been devoted to investigations
of the effects of participation in extracurricular activities. These studies focused
on academic outcomes (Black, 2002; Fredericks & Eccles, 2006; Holloway,
1999/2000; Jordan & Nettles, 1999; Watkins, 2004). Several studies (Frederick
& Eccles, 2006; Marsh & Kleitman, 2003) found that participation in
extracurricular activities related to an increase in psychological outcomes.
Students who participated in extracurricular activities showed increased interest
in school, consistent attendance, and increased positive attitudes, all of which led
to an increase in academic achievement (Darling, 2005; Gerber, 1996; Holland &
André, 1987; Kirsch, 1999).
Extracurricular activities have been seen by all stakeholders as an indispensible
part of school education. Parents and citizens are very much concerned that if
schools discontinue extracurricular activities or reduce the scale due to funding
issues, developmental needs of their children will not be met.
Comparisons have been made between businesses and schools in respect of
financial management and implementing cost savings measures. It has been
suggested that school systems adopt principles similar to those of business
organizations and use outsourcing as a means of more effectively managing their
financial resources. As a result, schools are looking to outsource extracurricular
activities as a way of meeting the needs of the students within limited financial
resources. However, with more and more schools actually outsourcing their
services, little is known about outcomes for schools that do outsource services.
The aim of this study is to provide a body of current and reliable information
about outsourcing of extracurricular activities with the hope to add to the limited
body of research devoted to investigation of outsourcing of extracurricular
activities by schools.

1. Research Questions
The following research questions have guided this study:
1.

What is the present outsourcing situation in Hong Kong primary
schools?
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2.

Why do schools outsource services to outside companies?

3.

What are the considerations when outsourcing?

4.

Does outsourcing of extracurricular activities fulfil expectations?
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2. Methodology
This study employs a mixed method of a questionnaire survey assisted by
structured interview to collect information about major factors influencing
outsourcing of services in Hong Kong primary schools, and views of school
managers about the effectiveness of these outsourcing activities. Structured
questionnaire and interviews of teachers responsible for coordinating
extracurricular activities in their respective schools were used.
From a total population of 557 primary schools in Hong Kong (Education and
Manpower Bureau, 2009), 48 schools (8.6%) participated in the study.
Convenience sampling strategy was adopted from 55 school leaders that
participated in a middle management training course. Five schools were selected
as interview subjects so as to verify the validity of the survey results. The
practices of these schools were examined to determine how particular schools in
Hong Kong are outsourcing extracurricular activities for their students.
Descriptive statistics were used to find out the general outsourcing strategies of
schools and to compare with the results from the interviews. Content analysis
was performed on open-ended questions in the survey questionnaire and on
responses to interview questions to examine current outsourcing practices. The
researcher identified themes in the responses and grouped them into appropriate
categories, as determined by type of response. The analysis of the responses
formed the basis of the outsourcing model for primary schools in Hong Kong.

3. Findings and discussion
3.1. Amount of, and Guidelines for, Outsourcing
Four questions were concerned with the amount of and guidelines for
outsourcing. Survey Question #1 asked how many activities in the past year in
your school were outsourced. Survey Question #2 asked what is the proportion
of outsourced activities in relation to all activities. Survey Question #4 asked if
there were any guidelines or reference in the school for outsourcing
extracurricular activities. Survey Question #9 asked if the school signs a contract
with an outsourcing service provider. Responses are summarised in the following
table:
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Table 3.1 Guidelines and Amount of Outsourcing
n
Guideline/reference for outsourcing
Yes
20
No
16
Unknown
11
Missing Data
1

%
42.6
34.0
23.4

School will sign contract with service provider
A must
10
20.8
Usually
18
37.5
Half & half
6
12.5
None at all
6
12.5
Unknown
8
16.7
Number of activities outsourced in past year
Prop a
1–5
13
27.1
19.2(13.6)
6 – 10
11
22.9
32.5(19.3)
11 – 15
10
20.8
40.1(17.7)
16 – 20
7
14.6
56.4(20.1)
21+
3
6.3
46.7( 5.8)
Unknown
4
8.3
a
average proportion of total activities - mean(standard deviation)

Guidelines or references for outsourcing existed in 43% of the schools. 34% of
the schools had no guidelines, and 23% of respondents indicated that they were
not aware of any guidelines or references. However, even within the schools with
outsourcing guidelines, there is still some core questions, which include how
detailed or how useful are those guidelines. In fact, the Education Bureau of the
Hong Kong Government has provided to schools a set of very clear and specific
guidelines about how schools should conduct their ―Trading Operations‖
(Education Bureau, 2007). For schools that had no guidelines, a strong query will
be why these schools made no reference to the government‘s guidelines on
outsourcing their services?
Over half of the respondents indicated that their school ―must‖ sign (21%) or
―usually‖ (38%) signs a contract with a service contractor. The percentage of
respondents indicating that their schools sign contracts with service providers
―half and half‖ and ―none at all‖ was evenly split at 13% each. Again, these
―contracts‖ may take different forms and can vary from a very simple form as a
one page agreement to a more formal type of legal document. The effect or
problem of ―no contract‖ with school, again, indicates that schools are violating
contracting conditions and there is no protection for either side.
Half (50%) of the respondents indicated that their schools outsourced 10 or
fewer activities, while 21% outsourced 11-15 activities and 21% outsourced
more than 16 activities. As expected, the highest proportion (56%) of schools
outsourced 16 – 20 activities. Thus, the fewer the activities outsourced, the
smaller is the proportion of total activities outsourced. Based on these responses,
it is evident that outsourcing is prevalent in Hong Kong primary schools.

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

153

3.2. Major Concerns About Outsourcing
Survey Question #5 asked respondents to rank on a scale of 1 to 5 (1 = most
important) their major concerns on outsourcing of activities. The following table
summarises rankings of responses.
Table 3.2 Rankings of Concerns Regarding Outsourcing
Concern
Service cost
Service quality
Time saved
Provider creditability
Replace teacher load
Familiar with provider
Student demand
Parent demand
Higher quality than
teacher

Min
0
0
0
0
0
0
0
0

Max
8
6
9
9
8
9
7
9

M
2.7
2.0
3.5
2.9
3.7
3.7
1.7
2.5

SD
1.8
1.1
3.6
3.0
2.7
4.0
1.7
3.0

0

8

2.6

2.5

The highest ranked concerns were replacement of teacher work-load (M = 3.7),
familiarity with the provider (M = 3.7), time saved (M = 3.5), and provider
credibility (M = 2.9). The lowest ranked concerns were student demand (M =
1.7), service quality (M = 2.0), parent demand (M = 2.5), higher quality than
teacher (M = 2.6), and service cost (M = 2.7).
Responses to the item ―other‖ for Question 5 included:


―Instructors and tutors have to possess professional certificates‖



―need to possess also social work and counselling skills‖,



―match the development of the subject curriculum‖,



―the contractor can provide activities that are outside normal primary
schools activities.‖

Other concerns expressed by this study‘s participants, i.e. familiarity with
provider, provider credibility, etc., are also supported in the literature. These
concerns can be addressed with planning, communication and follow-up.
Outsourcing efforts must be carefully planned, have explicit goals, and be
systematically implemented. Plans should include strategic and tactical
considerations at all levels. Management must not use outsourcing to eliminate
inadequately managed, poorly understood or costly functions (Crane, 2004).
3.3. Satisfaction with Outsourcing
Belcourt and McBey (2004) suggested that client satisfaction surveys should be
conducted regularly to gauge the quality of outsourced services provided. This
study provides such a survey and has presented feedback from participants.
Three questions were concerned with overall satisfaction, opinion on the quantity
of outsourced extracurricular activities, and agreement with outsourcing in
general. Survey Question #6 asked, overall, are you satisfied with the service
provider? Survey Question #7 asked, what do you think about the quantity of
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services outsourced at your school? Survey Question #8 asked, do you agree
with the idea of outsourcing extracurricular activities in schools in general? The
results of the responses appear in the following table:
Table 3.3 Satisfaction with Outsourcing
n
Overall satisfaction with the service provider
Very Satisfactory
1
Generally satisfactory
39
Half and half
5
Not very satisfactory
0
Very unsatisfactory
0
No comment
3

%
2.1
81.2
10.4
0.0
0.0
6.3

Opinion regarding quantity of outsourced activities
Too Many
0
0.0
A little too many
4
8.3
Just right
21
43.8
Can be more
12
25.0
Can be a lot more
5
10.4
No comment
6
12.5
Agree to outsourcing ECA generally
Very agree
Generally agree
Half and half
Generally do not agree
Very disagree

12
29
7
0
0

25.0
60.4
14.6
0.0
0.0

The majority of the respondents (83%) were satisfied with their service
providers. No one (0%) indicated that the service provider was unsatisfactory. In
terms of the quantity of outsourced ECAs, 44% of the respondents indicated that
the quantity was just right, 35% indicated that the quantity could be more, and
only 4% said too many activities were being outsourced. The majority (85%) of
the respondents agreed with outsourcing in general and no one (0%) disagreed
with outsourcing.
Reasons for respondents agreeing with outsourcing, in response to Question #8,
fell into four main themes: ease teacher workload, provide professional skills
teachers do not have, and provide higher quality. The main theme that emerged
in reasons for respondents disagreeing with outsourcing was maintenance of
quality (Table 3.4).
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Table 3.4 Reasons Respondents Agree/Disagree with Extra-curricular
Activities Outsourcing
Ease teacher workload

Teachers gain space and time

Increase teacher working space

Release teacher workload

Reduce teachers’ workload.

Ball games, dances need long time training, outsource to release teacher
workload

Release teachers’ pressure

Save of teacher energy.

Let teacher concentrate on teaching

Teacher should concentrate on teaching related work only
Provide professional skills teachers cannot provide

There are activities that require special skills and teachers are not familiar
with.

Provide educational services that teacher cannot provide

Outsource companies can provide professional knowledge/skills unfamiliar
to teachers

Much diversified activities

Provide more professional training

Greater opportunities for students to take part in different activities.
Provide higher quality

Hire of professionally trained staff, the effect is better.

Provide students with the best professional knowledge and skills

They provide higher quality and better than normal teachers.

Higher quality

They are more professional

Time and effect are better.
Maintenance of quality

Difficult to maintain the quality of the outsourced companies.

Only use the professional skills of instructors to boost the skill of students.
Outsource does not mean let go, it needs to be monitored and assisted.
Teachers still need to plan and collect fees.

Outsourced agent may not know the needs of students and/or schools.

As Agron (1999) noted, a school‘s satisfaction with outsourcing depends on each
school‘s experience in the specific area or areas that they are considering for
outsourcing. A negative experience can prompt administrators to question their
decision to outsource and perhaps ultimately eliminate outsourcing. Positive
experiences with outsourcing however, most likely will result in more noneducational services being contracted out. This permits administrators to focus
more fully on their real purpose, to educate children (Agron, 1999).
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Responses to survey questionnaire items regarding satisfaction suggest that the
schools that participated in this study mostly have had positive experiences with
outsourcing. The majority of the respondents agreed with the idea of outsourcing
and were satisfied with the service provider and with the quantity of outsourced
extracurricular activities.
Their reasons for agreeing with outsourcing—ease teacher workload, provide
professional skills teachers cannot provide, and provide higher quality—and their
reasons for disagreeing with outsourcing—maintenance of quality—indicate
opinions of a far more specific nature than what is discussed in the literature.
The reasons for outsourcing and the potential for satisfaction with outsourcing in
schools that adopt the practice are often discussed in broad and strategic terms
only.
3.4.

Problems with Outsourcing

Survey Question 10 asked, what is/are the outsourcing problems in your school?
The responses revealed six themes: ―quality‖, ―student discipline‖, ―monitoring‖,
―administration and cost‖, ―difficulty in choosing‖, and ―parents‖. Results are
shown in the table below.
It appears from results in the ―quality‖ category that tutors‘ promptness in
arriving for sessions and quality of tutors present the main problems. In the
category of ―student discipline‖, the comments suggest that service providers
need more extensive training in handling student discipline to better control their
classes and the students. In the category of ―monitoring‖, the major problem is
related to time requirements. A need for more resources and the time-consuming
nature of the work were the main problems identified in the ―administration and
cost‖ category. Respondents indicated that for the ―difficult in choosing‖
category, the major difficulties were finding respected organizations that
provided services suitable to schools. Finally, in the ―parents‖ category,
respondents identified parental demands and expectations as the chief problems.
The comments are indicative of some of the disadvantages associated with
outsourcing that Schweitzer (2004) identified. These disadvantages include: (a)
loyalty on part of contractor employees is to the service provider and not to the
school; (b) greater purchasing power of larger schools, which impacts
administration and cost; (c) lack of benefits offered to contracted employees,
which are not only social and ethical issues for the schools, but may also affect
contracted employees‘ performance in terms of punctuality, quality of teaching,
and commitment to teaching; (d) contracted employees receive lower pay and
fewer employee benefits, which too is a factor related to punctuality, quality of
teaching, and commitment to teaching; (e) loss of control over the service
contracted, which was indicated in respondents‘ comments relative to
monitoring; (f) individual vendors being outbid by big firms, which impacts
administration and cost, and (g) the long-term nature of contracts that make it
difficult to cancel them without legal ramifications.
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Table 3.5 Outsourcing Problems in the Respondents’ School
Quality (7 general comments)

Tutors sometimes late for sessions.

The quality of activities varies because of the change of tutors.

Ensure the quality, e.g. tutors’ teaching performance and
commitment etc.
Student discipline (6 general comments)

Professional instructors may not necessary process trainings on
educational psychology, they need teachers to assist them to deal
with student psychological problems.

Problems in controlling student discipline and lead to student
problems.

Students often do not complete assigned tasks.
Monitoring (4 general comments concerning time requirements)

Insufficient student number for some activities

Activities time arrangement

The responsible teacher needs to use a lot of time to discuss
activities content, some content, e.g. religious related, the
contractor cannot immerse into their activities.

The initial contact with contractors - need to spend a long time
observing their performance and quality. Individual tutor’s
personality, skills and teaching performance etc are needed to be
monitored.

Too many classes were organized, from Monday to Sunday, simply
monitoring is very difficult. Teachers also need to follow on
student performance, discipline, fee payment, tutor quality, this
year, over 1800 numbers.
Administration and Cost

Resources problem, students may not be affordable, venue and
school administrative cost

Too much negotiations and contacts with companies. A waste of
time.

Increase of administrative work.

Need manpower to assist
Difficulty in Choosing

Choosing respectful and good quality organization.

It is difficult to find items that are suitable for schools.

Different companies provide similar services and it is difficult to
select.

The closure of the company
Parents

There are varied demand from parents and school find it difficult

157

158

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

3.5.

Areas for Improvement in Outsourcing

Survey Question #11 asked, what area(s) of improvement do you suggest in
outsourcing extra-curricular activities in schools? There were four themes in the
responses: ―monitoring of quality‖, ―standard/guidelines for monitoring‖, ―choice
and communication with service provider‖, and ―cost‖. The responses are
summarised in the following table:
Table 3.6 Areas for Improvement in Outsourcing Extra-curricular Activities
Monitor for quality

School need to monitor the quality of the outsourced companies and
evaluate and recommend improvements periodically.

Varied quality

Monitoring system is a must.
Maintain quality of outsourced services.
Standards/guidelines for monitoring

Match with school developmental direction and raise the activities
standards.

Need to establish a standard of monitoring and become part of the
contract.

School need detail guideline and complete outsourcing information.

The high cost is not proportional to the expectation of the school.
May consider issue a quality guarantee system or be provided by
higher institute to maintain quality.

Establish monitoring guideline and compile report periodically.

Government should increase their monitoring.

Add in parent evaluation to monitor the quality of outsourcing.
Choice and communication with service provider

There are many organizations around and need to choose carefully.

Contract can be considered to maintain mutual benefit.

Arrange meetings with tutors, to understand what problems they
encountered and help them solve the problems.

Some teachers mistakenly think that outsource can release their
workload, in fact, this is impossible and should not be encouraged.
Except we use the contractors’ professional advice, part of the work
and activities still need to be conducted by teachers.

The organization/company send staff to monitor the progress of the
activities.

Need to consider own constraint.
Cost

Government bear part of the cost. Centralize some properly events
thus reduce the cost and other resources.

Schools should consider providing funding support to students.
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Based on the information reported in the above table, the major improvements
suggested by the respondents in the category of ―monitoring for quality‖ is the
need to monitor the service providers. In the ―standards/guidelines for
monitoring‖ category, respondents suggested that the school, government, and
parents be involved in monitoring and that monitoring standards be included in
contractual agreements. In the ―choice and communication with service provider‖
category, respondents indicated that there needs to be more two-way
communication between teachers and service providers, with teachers‘ major
responsibility being their professional work and activities. In the ―cost‖ category,
respondents suggested that the government bear part of the cost associated with
outsourcing of activities.
Often organizations sign the contract before finalizing all details. The result is
that they do not get the benefits they seek (Huber, 2003). Schools must exercise
due diligence in their contractual agreements which should extend to the
contract negotiation stage. Because every aspect of the outsourcing arrangement
is governed by the contract, both sides must agree on all the terms and
conditions of the agreement. This requires that schools consider every possible
contingency that could arise during the life of the agreement, including how
disputes will be resolved after the contract has been signed. At the same time,
because situations arise that cannot always be anticipated, it is important that
the contract maintains some level of flexibility so that conditions are not specified
so tightly that the service provider cannot use discretion to respond to a business
need or innovate to improve service (Tarsh, 2004).
Outsourcing should not only lead to cost savings but also lead to other benefits
such as improved service, focus on core responsibilities and competencies,
access to leading-edge technology and specialized expertise. There is abundant
literature that establishes that organizations can achieve significant benefits from
using outside service providers for non-core services. This is also true of schools.
Schools must weigh carefully the specific reasons, costs and benefits associated
with the decision to utilize outside service providers.

4. Limitations of the study and recommendations for further study
A major limitation of this study was the number of subjects. This is an important
factor because the larger is the number of persons and subjects involved in the
study, the more accurate the determinations and conclusions will be, enhancing
the possibility of generalisation of the results to a larger mass of people. Another
limitation was the inability of the researcher to control whether survey
questionnaire respondents and interviewees were completely honest and candid
in their responses. It was assumed that they answered all questions honestly and
to the best of their ability.
It is also recommended that this investigation be replicated based on other
related theories and approaches and a broader perspective be taken. For
example, one could explore outsourcing from the perspective of leadership and
vision of a school head. The distributive transformation approach is about
creating an organizational vision and empowering people throughout the
organization to take initiatives in order to make that vision a reality (Hern &
Burke, 2007). Porter‘s (1979) Five Forces Model is concerned with the bargaining
power of customers and suppliers, the threat of substitute products or services,
and the jockeying of competitors for positioning as the basic forces for
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competition in an industry. Studies could be conducted on how schools select
service providers and negotiate price and the impact of these practices on
schools and learning, using Porter‘s framework. Furthermore, service providers
themselves can also be another focal point of study as to how they react to
schools‘ requests and their philosophy of business based on similar
considerations from the schools‘ point of view. Another area of possible
investigation is the obvious extension of the study area to include secondary
schools.

Conclusion
The outsourcing process has taken deep roots and the only debate seems to be
built around the question as to how far this major paradigm shift should go, not
on whether it should be practiced. The former Secretary of State for Education
and Skills in UK said:
―There is no doubt that breaking down the lack of transparency and the inwardlooking culture that used to be the hallmark of the public sector has brought
great benefit……We offer our children a better deal because we've shifted away
from the state paternalism of the old system.‖(Morris, 2008)
It is clear from the results of this study that
outsourcing for reducing workload of teachers
enhancement of student learning and to provide
the respondents indicated satisfaction with the
service providers at their respective schools.

the participating schools used
and to achieve cost savings,
higher quality. The majority of
idea of outsourcing and with

In Hong Kong, public schools are being given additional funding (such as the
increase in the Capacity Enhancement Grant) to be spent in a number of areas,
including student activities. However, cost should not be the only concern.
School boards and school managers should also be concerned with freeing
teachers up to concentrate on their primary function of teaching and learning of
students.
Outsourcing extracurricular activities, other peripheral support services, and
even core teaching services may be a way for schools to balance the need for
cutting costs with the need for student academic achievement and for providing
activities to students that will enhance their achievement and learning. Ongoing
research with empirical data and analysis needs to be conducted to determine
contributions that for-profit service providers can make to the educational
mission of schools.
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Abstract
This study aims to explore teacher practices regarding the integration of drama in the
teaching and learning of English as a foreign language (EFL) in Early Childhood Education
(3 to 6 year olds). A particular focus will be placed on exploring the effects of drama in
children's cognitive and personal development. We will also try find out possible ways in
which teachers can overcome barriers in order to implement drama in their EFL
classrooms through storybooks. Two qualified early childhood teachers were invited to
participate in this study. Hence, we are proposing a series of interviews to explore the
teachers' perceptions of drama and to find out which factors influence its use in the
classroom. In-depth interviews, non-participant observations, document analysis and
teacher diaries will provide us with the necessary information to gain an insight into how
drama is used in the classroom as well as to suggest new and improved ways of
developing drama to its full potential in the classroom.

Keywords
Drama – EFL – Early Childhood Education

Introduction
As research has shown, integrating drama in the classroom helps children learn
English as a foreign language and it also develops positive attitudes towards the
English language and the cultures of the English-speaking countries (Richards &
Rodgers, 1986; Byrne, 1987). The way we understand the value of play and
drama has come from Piaget (1962), Vygotsky (1978), and Bruner (1990), who
claim that children are active explorers of their world. With each new interaction,
children discover new meanings and develop more complex understandings and
skills. According to Smilansky & Shefatya (1990), dramatic play is an important
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part of the process of constructing knowledge, as it enables children to control
what happens, and to use what they already know to further their understanding
and development. This statement above mentioned is strongly connected with
second language acquisition theories in general and with Swain‘s Comprehensible
Output Hypothesis in particular, which we will be taking into account later on in
this research (Swain, 1985, 1997, 2000).
We have to wonder, however, whether this is always the case, as it often occurs
that English as a subject in schools is often used as a means of external
promotion. Hence, the objective is the performance of a school play in English for
an audience, rather than the drama process, promoting creativity through the
learning of a foreign language. Thus, early childhood teachers battle with the
idea of using drama in the classroom, even when they value its purpose, and
seldom use it to its full potential (Kagan, 1990).

1. Story books
Storybooks can provide an ideal introduction to the foreign language as they are
presented in contexts which are familiar to children. Using storybooks and
storytelling is an effective way to create an acquisition rich environment and
ideal learning conditions which provide "comprehensible input" or "language a
little beyond child‘s current level of competence" (Brewster, Ellis and Girard,
2003; Krashen, 1981). Storybooks can also develop children's learning strategies
such as listening for general meaning, predicting, guessing meaning, and
hypothesising (Brewster, Ellis and Girard, 2003).
The storybook we chose for this study is Mourek written by the check author
Nezval. We chose this book for a variety of reasons: it is a story of a cat which
goes on a day trip around the forest, and it contains beautiful pictures which
illustrate the story. As it deals with animals and nature in general, a topic which
children find interesting and easy to relate to, it fosters students‘ motivation in
the classroom. It also fits in very well with the vocabulary and grammatical
structures children learn in English at this level, such as animal names,
prepositions and the verb to be. In addition, it is a short story which can be
easily adapted for a drama in the classroom.
This storybook has been translated into English from Spanish (already translated
once from Check by Alfredo Rodríguez López-Vázquez). In its translation, we
have been very careful to follow the author‘s original idea of rhyme and
metaphor, as we believe it is one of the factors that make this story so endearing
to the readers. For example, the author refers to hedgehogs as ―thorny balls‖.
2. English as a foreign language and the curriculum
There are many studies in Spain which address issues relating to the integration
of drama and the teaching of English as a foreign language, but mainly within the
contexts of primary, secondary or even tertiary education (Tejerina, 1996). But
few studies have been carried out about the techniques (not just in relation to
drama) used in the teaching and learning of English in Early Childhood Education.
The reason for this may be that a few years ago English was not taught at school
in Early Childhood Education. However, about twenty years ago it has started to
be introduced at this level in Spain, mainly from ages 3 to 6, although to a lesser
degree ages 0 to 3. As a result, educators which used to teach English only in
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Primary Education now teach younger students without the adequate training
necessary for this purpose. Thus, we must know which techniques teachers are
using, and whether these techniques fill students‘ learning needs when learning
English as a foreign language. One of the few studies on the techniques used in
the teaching and learning of English as a foreign language in Early Childhood
Education was carried out by Rodríguez López (2004), in three rural schools in
the area of Baixo Miño, in Galicia, northwestern Spain. This study presents the
process of learning a second language through oral skills, mainly listening and
speaking, as the starting point for the teaching of a Foreign Language. Global
comprehension is the first skill that children develop and oral expression is
developed in a second level. Thus, all recommendations stated by Stern (1970:
57-58) are fulfilled to teach a second language in the same manner as we
acquire our first language. The teaching and learning process of a second
language for children is, therefore, very similar to the process of learning their
first language.
2.1. The value of drama
In regards to the EFL teaching and learning through drama, Lou Furman
(2002:177), in his article In Support of Drama in Early Childhood Education,
Again, tells us about the ―unending battle‖ early childhood teachers seem to be
in to ―legitimize the use of the dramatic arts in the classroom‖. Furman states
that even the early childhood educators who accept the value of dramatic play,
seldom use its full potential in the classroom to complete their educational goals.
The choice of techniques in early childhood education determines the success or
failure of children's learning. According to Ashworth & Wakefield (1994:143),
children learn best through play, games, make-believe, storytelling and songs.
Both the context and the content of the activity need to be varied, holding the
children's interest and giving them the opportunity to participate at their own
level. This early stage in their education is essential for the development of the
comprehension and production of language in general, and foreign languages in
particular. Using storybooks is a very efficient way to introduce attitudes and
culture to the children as the storybooks are very familiar items in their everyday
lives, as well as being visually attractive and stimulating for the children.
Moreover, personal development is also an interesting feature to take into
account when dealing with storybooks. As Tragante y Muñoz (2000) state, the
fact that students have a good start in the learning of EFL is not restricted to the
acquisition of knowledge of a foreign language but also to their personal
development (positive attitudes towards the use of language, empathy for people
from other cultures, etc.).
As we totally agree with the following statements corresponding to Williams and
Burden's (1997) findings regarding the educational benefits of learning and
participating in drama activities, we have decided to include them into this
particular study:


Drama fosters and sustains learners‘ motivation as it is fun and
entertaining.



Drama as a process is learner centered (it can only work through active
cooperation).
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A collaborative and participatory teaching approach contributes positively
to the development of the learners‘ self-esteem and self-efficacy,
especially to those in low levels



The created situations emphasise social interaction and therefore facilitate
knowledge transfer from the classroom to the outside world.



It fosters students‘ creative thought and asserts language education as a
creative process.



Creative expression depends not on talent alone, but also on motivation,
interest, effort and opportunity.

The above mentioned findings by Williams and Burden's correspond and are
strongly connected to the basic competencies in Early Childhood Education
according to the Spanish Ley Organica de Educación (LOE, 2006), which are as
follows:
1. Personal autonomy and initiative competence.
2. Linguistic comunication competence.
3. Mathematical competence.
4. Social and vial competence.
5. Knowledge and interaction with the physical world competence.
6. Treatment of information and digital competence.
7. Competence to learn how to learn.
8. Cultural and artistic competence.
It is not only the linguistic communication competence (2) which is involved in
this process of learning a second language but also the social competence (4)
and the cultural and artistic competence (8) among others.
2.2. Barriers to drama teaching
In regards to the EFL teaching and learning through drama, Lou Furman
(2002:177), in his article above mentioned states that it should be compulsory to
reinforce the value of drama in the development of young children. The power of
the drama is not in question to us, on the contrary, the viability of drama as a
tool to progress the development of young children is a question to bear in mind
until training programs and school administrators recognize its value.
In fact, there is a wide range of misconceptions about the use of drama as a
technique in language teaching in the early childhood classroom. Kagan (1990)
identifies three types of barriers which hinder the teaching of drama in the early
years. These are firstly, the attitudinal barriers, which originate from the way
teachers value dramatic play and the way they justify implementing it as part of
the curriculum; secondly, the structural barriers, which involve difficulty for
teachers in dealing with time limits and lack of space or materials; and thirdly,
the functional barriers, which arise from the fact that teachers are not
adequately trained to teach drama skills or who do not have the confidence to do
so in the classroom context.
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3. Research design
This qualitative study will follow an interpretivist perspective, which focuses on
the idea that reality is constructed and subjective and people derive meaning
from it. This idea is connected with some Lather‘s works which are related with
mapping ways of seeing education and teacher education (Latther, 1987).
We will take a holistic and systematic approach in this study as it will provide a
global and integral view of the topic. We are interested in gaining an
understanding of teachers' decisions and practices in regards to the use of drama
in their EFL early childhood classrooms.
Our main objective is to build a proposal in order to enable teachers to
understand value and develop alternatives which will benefit the processes of
teaching and learning of English as a foreign language in Early Childhood
Education.
Apart from this main target there are other objectives involved in this research:
a) To gain an understanding of the learning process students go through all
along the experience of participating in a drama play in English, not only in
regards to the language in itself, but also in regards to the basic competencies
above mentioned according to the National Curriculum (LOE, 2006).
b) To gain an understanding of the expectations English teachers have in relation
to the learning processes the children experience when involved in drama plays.
c) To gain an understanding of the factors which influence teachers' decisions
concerning the implementation of drama in their classrooms.
d) To propose improvements in the teaching of English as a foreign language in
Early Childhood Education.
This study will take place in a state-assisted private school in Galicia. It is a
school in which teaching in Early Childhood Education occurs in three languages:
Spanish, Galician and English. English classes make up about 40% of the total
teaching time.
The participants are two early childhood qualified teachers currently teaching
children aged 3 to 6 at this school. These two teachers were invited to participate
in this study because they differed in the way they taught drama in their
respective programs, and they also have different teacher training: one is a
north-American trained teacher and the other is a Spanish-trained teacher. Both
teachers are bilingual in Spanish and English.
Each teacher is in charge of a classroom of 25 students aged three years. The
children are mostly white and middle-class, and their mother tongue is Spanish,
although they also speak Galician as a second language. The children are in their
second year of schooling and they have been taught English as a foreign
language for the same amount of time.
The students are typical cases for which, according to Flick (1979:132), ―success
or failure are very characteristic for the average or the majority of cases‖. One of
English teachers chosen to participate in this research is a bilingual northAmerican trained teacher and the other is also a bilingual teacher but New
Zealand trained. Both teachers have ample experience teaching early childhood
students in Spain. They have been selected because they are ―good informants‖,
teachers who reflect on their own practices, and who have the knowledge and

168

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

the experience needed to answer during interviews, to produce diaries, as well as
being active participants throughout the whole process.
4. Data Collection
Data will be collected through various sources of information to obtain different
perspectives:


Document Analysis: such as the Thematic Units teachers use.



Interviews: (see Appendix 1): we will interview both teachers once
before the start of unit, to find out information about their background,
expectations and values. Further interviews will take place during the
process of the unit to get information about the teachers‘ reflections and
possible changes to the unit. In order to do this, we will follow Patton‘s
(1980) question structures: simple, open and non-dichotomous.



Participant observation: we will observe a number of three classes (for
each teacher) which will be video-recorded. These observations will be
open and non-specific (the participants will be aware they are being filmed
and they will know the aim of the observations). The observations will be
holistic and their duration will depend on the data we collect.



Teacher Diaries: The teachers will write a weekly diary during the
process (6 weeks). They will register information about the experiences,
ideas, mistakes, fears, changes etc, which may arise during fieldwork.

5. Data Analysis
We will use the direct interpretation method. According to Flick (2004), in
regards to the criteria to assess the procedures and analyse qualitative data in a
study such as this one, we must apply criteria such as reliability, validity and
usefulness.
The synchronic reliability will measure the uniformity and the constancy of the
information obtained at the same time but using different instruments (Kirk y
Miller (1986, quoted in Flick, 2004). We will code the data as well as describe
and explain every step in the investigation.
Communication reliability lies in the validation of the information. As we
mentioned earlier, for this construct to be valid, we must be sure that the
interpretations offered have empirical support (Kirt & Miller, 1986). Besides,
member checking will also be necessary. The participants will be provided with
the data obtained in this study so that they can corroborate or reformulate it.
Another way we will aim to obtain reliability and validity will be using a
triangulation approach. In this study, we will perform a triangulation of the
methodological procedures via interviews, observations and document analyses.

Conclusion
Our expectation is that the results obtained will enable us to gain an
understanding of the learning and personal processes students go through during
the time they are involved in a drama play in English. These may be: increased
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motivation, self-efficacy and self-esteem; increased creativity; and cooperative
skills.
In addition, we expect the teachers to have a moderate level of anxiety in
regards to the performance of a drama play, due partly to external pressure as it
is an integral part of the promotion for the school. We also expect teachers to
have to find solutions to the lack of resources, and some of the solutions might
be to reduce quality in their teaching.
As well as this, we expect to gain an understanding of the specific factors that
influence the teachers' decisions concerning the implementation of drama in their
classrooms.
Finally, we will make a proposal to the teachers/participants with suggestions
that can help improve the way they implement English in the classroom using
drama activities. Thus, they are able to value and develop alternatives to
overcome the barriers they may have concerning drama teaching, which will
benefit the processes of teaching and learning of English as a foreign language in
Early Childhood Education.
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Appendix 1
INITIAL INTERVIEW
Teacher: ………………………………………………
Instrument: Recorder
Date: ………….. February 2011
1.
2.
3.
4.

How long have you been working at this school?
Have you worked in other schools before?
Where did you do your teacher training?
What differences are there in your opinion between the Spanish and
North-American schooling systems?
5. Was there anything you had to get used to? What?
6. What level(s) do you teach English to in this school?
7. Have you ever planned and implemented a drama play as part of your
teaching methods in your EFL class?
8. What do you think of the experience?
9. Would you do it again?
10. What do you think children learn when involved in a drama play?
11. What did you like the least of the whole process?
12. What was the most difficult task?
13. How long does it take you to organise a drama play?
14. Who do you plan your plays with?
15. Will you repeat the experience this year? Why? Why not?
16. How do you collect all the necessary resources for the play?
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Abstract
The nature of design research is changing for two reasons. Firstly, universities and other
tertiary institutions are demanding increasingly rigorous justifications from student
researchers in design about the value of their work. Secondly the professional nature of
designing is changing from an object based practice to include systems and service
design where problem resolution emerges primarily from conceptualisation rather than
making. Based on the premise that design is about initiating change in man-made things,
the authors argue that a focus on change places both design practices and design
research in the social realm, where social research already sits. The need for change in
design research is established pragmatically before the authors theorise the need for a
shift from a reflective engagement with the professional paradigms of practice to a
reflexive social engagement with those practices. The paper then briefly demonstrates
how ethnographic, narrative and action research methodologies are easily translatable as
design research methodologies.

Keywords
Design – Social – Methodology

Introduction
This paper draws on research for a forthcoming book on design research
methodology. The paper‘s intention is to facilitate the shift in design research
away from an intrinsic examination of the material conditions of the designed
object itself (and the designed object may be a microchip or a motor car) to
research into the social impact of designed objects. We argue that this change
can be effected by adopting existing social research methodologies that are
directly applicable to researching design‘s practices. We justify this position
pragmatically before theorising the shift from a reflective engagement with the
professional paradigms of practice to a reflexive social engagement with those
practices. We then demonstrate how ethnographic, narrative and action research
methodologies are translatable as design research methodologies.
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1. The design research context
The need to broaden the scope of design research has material as well as
intellectual origins. Two factors have changed the conceptualisation of design
research. Firstly, universities are including what were once considered ‗nonacademic‘ disciplines such as design and the creative arts into their research
communities. Secondly, the nature of the design industry is changing from an
object based practice to include systems design where problem resolution
emerges primarily from conceptualising flows of information (as in management
design) and computer aided design rather than through the traditional
experiential understanding of materials. that has traditionally the working of
materials conceptualisation rather than making (Roth, 1999). During this period
in which design education, research and its practices are in transformation, the
adoption of social science research models gives scope for the discipline to
establish its value in the broader research community and will act as a
foundation for the development of design education.
Universities and other tertiary institutions are demanding rigorous justifications
from student researchers in design about the value of their work. In Australia
this process is administered by the Australian Research Council through its
Excellence in Research for Australia (ERA) program. In this program, research
excellence is evaluated using a combination of research impact indicators and
expert review. The need for compliance with international research standards is
important to Australian research culture as iresearch students make up 20% of
the nation‘s postgraduate body (Universities Australia, 2010, p. 6) and
(according to a variety of analyses ) produces between 35% to 75% of its
universities‘ research output (SUPRA, 2010). To remain a destination for
international design researchers and to sustain their research outputs it is
important that Australian universities become adept in resolving the international
problem of postgraduate research in design taking place in an ill defined space
between the research practices of cultural theory and engineering. The adoption
of social science research methodologies can bridge that conceptual gap and
unify design research.
The forms of design research in industry are changing. The US industrial
consultant and writer on design, Don Norman (2010), pointed out that the
conditions that formed designers and their practice in industrial societies (which
was primarily focused upon physical products) has altered beyond recognition.
Yet, he observes, we still think of the designer as someone who makes, rather
than thinks. Contemporary designers work on organisational structures and
systems many of which, as Norman points out, ‗involve complex social and
political issues‘. Decisions about designing are no longer simply questions of
acting within professional paradigms (such as designing objects to satisfy
consumer demand) but also of thinking about action and its consequences, (such
as the social, environmental and sustainable impact of sourcing materials , and
manufacturing and distributing goods and services). Wthis in mind it is
imperative that design education matches the reality of design practice.
In the introduction to his book Design method, Christopher Jones argued for a
vision of design that could be understood not just by its processes but also by its
results, and suggested a definition of design as something that initiates change
in man made things (Jones, 1991, p. 4). This approach is based on the idea that
the purpose of a design solution (whether made manifest in object or system
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form) is to initiate change in order to resolve the indentified problem. A
consideration of the dialectical relationship between problem and solution (rather
that the creation of the design product), has become a central focus in
contemporary debates about the ways in which designers think (Lawson, 2008).
If we accept the premise that design is about initiating change in man-made
things, and we would suggest that there is such a compelling body of opinion
around this proposition that it can be assumed to be the case (Berman, 2008,
Brown, 2009), then the questions of why change is needed and how it is best
facilitated are central to designing and researching.

2. The purpose of design research
This acknowledgement of what designing might be for, leads to a fresh way of
understanding creativity, or productive thinking in design. This is because it
frames design in terms of social engagement rather than the ability to make
something. Designing is thus re-cast as ‗an acquired system of generative
schemes‘ where ‗all the thoughts, all the perceptions, and all the actions‘
(Bourdieu, 1977, p. 95) of the creative individual are enacted within the
conditions and practices of the broader social context. Thinking of creative
practice in design as a dynamic relationship between the habitus of the individual
designer/researcher and the wider field in which the design problem sits
empowers the researcher because it locates design thinking in the context of a
dialectical engagement between ideas and the material world, positioning design
in a continuously changing cultural and social environment.
Approaching design and design research in this way makes designing a form of
productive thinking that can be materially examined in terms of its potential, and
evident, social consequences, making it necessary for the designer to understand
the interconnectedness between design decisions and their outcomes, and hence
take notice of the broader social consequences of design and designing. This
premise places both design practices and design research in the social realm,
where social research and its practices already sits (Patton 2002; Cresswell
2008).
A key issue in the development of a new set of design research practices is the
(potentially difficult) dynamic between professional best practice and the more
abstract aspirations for research that centre on empowerment and social
innovation. Design is largely a material based discipline and needs professional
regulation, but at the research level it also needs to be freed from the
professional paradigms that might limit the ways in which it is applied. If we
briefly invoke the way in which Pierre Bourdieu (1977) characterises the
contestation of practices in the field it should be clear that in design, as in any
social practice, dominant values are maintained not solely because they have
evolved through use into a value free functional form, but also because of the
ways in which they reinforce power relationships.
In the field of design for example, whilst design for consumption is a necessary
and valuable part of the designer‘s tasks, it also exerts a powerful hold over the
way in design is conceptualised and taught. If we incorporate professional
reflection into the research process it serves a valuable function for the
positioning of the individual within a field. Reflecting on what is learned in order
to develop and apply that knowledge further is an essential part of practice and
as Jean-Paul Sartre observed, ‗Reflection is a knowledge; of that there is no
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doubt‘ (2000, p 155). Both ‗reflection on‘ and ‗reflection in‘ practice are valuable
ways of thinking and interpreting for the design researcher but have limits in
enabling the individual to understand how the field of practice itself is
constituted.
Donald Schön (1983) who popularised and institutionalised the notion of
reflective learning has been criticised for not making the critical aspect of his
modes of reflection more explicit. Schön‘s conception of reflection is limited
because it operates within the parameters of practice and does not question the
social conventions that created the circumstances of practice itself. (Usher, 1997,
p. 147) The examples of reflection Schön uses in his texts involve reflection
about practice at an individual level. In the case of design for example, the
design researcher reflecting on professional best practice within consumer design
is unable to confront the limitations set by a consumer culture that bound that
reflection. It is important that the individual reflects, because the individual is
important, but if practice is framed in terms of habitus and field we know that
practice is bigger than the individual engaged in it, and that practices are
contested and contestable. It is important to be mindful that the purpose of
research varies, and sometimes the researcher‘s aim is not just to interpret but
also to critique.
The positioning of the design researcher is vital to critical research and the way
the researcher locates them self theoretically is facilitated by the concept of
reflexivity. Reflexivity incorporates the notion of reflection, but gives it a critical
dimension. It is Anthony Giddens‘ formation of reflexivity that we adopt for the
purposes of this paper. Giddens ‘ premise is that ‗the narrative of self identity
has to be shaped, altered and reflexively sustained in relation to rapidly changing
circumstances of social life, on a local and global scale.‘ This is because that
unless the individual understands their life as unfolding against a ‗backdrop of
shifting social events‘ they will be unable to claim their ‗authenticity‘ (Giddens,
1991, p. 215). What Giddens means by this is that the individual evolves from a
complex relationship with the world of institutions. Unless the individual
understands this they will never be fully autonomous because they have
neglected this fundamental aspect of their formation.
There is a relationship between using reflexivity as personal praxis and using
reflexivity as a research tool. (By praxis we mean the dynamic relationship
between thinking and acting, and between theory and practice). It is important
to conceptualise the relationship between the reflexive individual and the
reflexive practitioner/ researcher. In the struggle for self identity and the
adoption of a reflexive position as a researcher and designer the central concept
remains the same; in both circumstances the individual is in a dialogue with the
institutions that form them. In both cases that relationship is one that enables
praxis, for action is informed through a theorising of the individual‘s position. The
difference lies in the purpose of the praxis. For the reflexive individual concerned
with their agency, praxis is about change in habitus. For the researcher, there
are two possibilities. The praxis could change personal practice and/or act as an
agent of change in the field.

3. Methodology and design
We have identified ethnography, narrative, and action research for the
researcher in design partly because they are well established in social research,
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and have been used in professional contexts such as teaching, nursing and
business. For these reasons we see them as very suitable for research in design.
A key role of research in the social realm is to create knowledge that leads to
solutions of societal problems. Based on this view, research should be capable of
leading to action (Greenwood & Levin, 2008). This view of research resonates
well with the idea of a design community engaged in research with the social
world, and with the premise that an important role of design is to initiate change
(Jones, 1991summarised in Milton Glaser‘s idea, that ‗good design is good
citizenship‘ (Glaser, in Heller & Vienne, 2003, p. ix).
We wish to address the following research methodologies briefly to demonstrate
their use as design research methods. Ethnographic and narrative forms of
research, where the focus is on the lived experiences of individuals or groups of
people, ‗fit‘ well within an interpretive research lens. Action research, especially
participatory action research, where the research purpose is to bring about
change, develops from a critical lens. A critical dimension can be introduced to all
the forms of research mentioned though, if the research purpose includes the
intention to understand how change instigated by design affects others. Hence,
ethnographic research can be ‗critical‘ (Madison, 2005) if the intention is to
understand the impact of design as an agent of change.
By exploring in detail a specific social or cultural group, a key aim of ethnography
is to understand how individual members of a cultural group experience that
culture. Creswell (2008) emphasises the focus on patterns of daily living.
Ethnographers often aim to look beneath the surface of cultural practices to
examine how particular features of the culture impact on the experiences of
individual members: in Armstrong‘s words, exploring ‗central questions about the
nature of human existence‘ (2008, p. 55). Critical ethnography explores facets of
the relationship between the individual and the wider society, recognising the
political dimension in all research. Critical researchers aim to explore issues of
power and the marginalisation of social groups, wanting to achieve social change
and social justice.
A good example of critical ethnography is the the Fuel from the Fields project
that sought alternatives to cooking fuels such as wood, charcoal or dung
(biofuels traditionally used in majority world communities which are damaging to
the health of individuals and the environment) (Smith, 2007). In seeking
alternative fuel sources, the project also recognised the importance for those
traditionally engaged in the collection of these materials to maintain their
livelihoods, and so incorporated their perspectives into the final design solution.
The principal researcher had first-hand experience of living in village
communities. These experiences gave her ‗a critical understanding‘ of the need
for designers to gain a good understanding ‗of the contexts in which they are
designing and of the people using their products‘ (Smith, 2007, p. 30). Smith‘s
prior experiences not only gave her a sound understanding of the field in which
she was designing, but also changed her habitus as a designer.
Two examples from the field of design can illustrate the value of narrative to help
designers make sense of the world. The Spangler Design Team and Ken Freiberg
Design shaped their design praxis on their aspirations to be more involved with
people by doing pro bono design work by working as designers for nonprofit
organisations such as the Juvenile Diabetes Foundation and the Minnesota
Homeless Project (Baugnet 2003). Baugnet‘s record of these events includes
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accounts of the original motivations of the designers, descriptions of some of
their projects, and assessments of the positive impact on their reputation and
success. In these stories, the personal dimensions of the experience helped
others understand the possibilities for their own design praxis. The stories also
encompassed ideas about the optimum conditions that enable such community
work to take place, such as the value of working in a small design team and the
need to develop a close personal connection with clients.
A second example uses narrative to explore an experience of failure, and in so
doing help others understand better the complex nature of design practice. In
her autobiography Veronique Vienne examined her early design work, and
analysed some of the reasons why she now sees it as her ‗worst work‘. Her
narrative describes her design decisions, such as when art director for a
parenting magazine creating images from the point of view of toddlers. At the
time she considered this her ‗best‘ work, while her ‗worst‘ work was when trying
to conform to the regimes of an ‗abusive‘ work environment (Vienne, 2008).
When later in her career she rethought her understandings of ‗best‘ and ‗worst‘
she discovered her values had changed and that what at the time had seemed to
be her ‗worst‘ work was from a different perspective ‗pretty good‘ – and vice
versa. Vienne‘s autobiographical narrative is useful in understanding a particular
designer‘s habitus.
Action research can be seen as a particularly suitable approach for designers as it
enables designers to make their design processes visible, and is particularly
apposite in a climate in which the public is increasingly holding the ‗designers of
our environment‘ accountable for their design decisions (Swann, 2002, p.55-6).
Action research is distinct from and more than the process of reflection that is
characteristic of professional practice (Schön, 1983). Kemmis (2003) sees
participatory action research as ‗practice‘ in that the participants in the research
‗make, and learn from, changes they make as they go‘ (p. 359). In this sense,
action research can be likened to praxis.
The expectations and achievements of action research depend on the view of
practice that the researcher adopts (Kemmis, 2003). As Swann points out, the
decision-making of professionals is increasingly subject to the scrutiny of those
who are affected by its outcomes, and he argues that design practices are
already moving towards encouraging the participation of users, consumers and
the public in the design process (2002). A further argument for participatory
research is that participation by those most affected by research outcomes is a
means to ensure that the research is relevant (Foth & Axup, 2006). The use of
participatory action research in design is informed by the participatory design
movement, which invokes the need to involve all stakeholders (including
customers) in the design process to ensure that the products of design meet
their needs (Foth & Axup, 2006). Participatory action research has a focus on
empowering individuals through democratic processes (Fine n.d.). This is amply
demonstrated in Siriporn Peter‘s project with the Phrapradaeng Disabled Persons‘
Association, where disabled workers worked with her and other partners to
develop a framework for sustainable livelihoods identifying markets for, making,
and distributing craft goods (Peters, 2009).
Action research is increasingly used as a tool for designers since it focuses on
human action, not analysis of products (Stapleton, 2005) and furthers the
development of design communities of practice. Design itself can be understood
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as a form of action research. The more practitioners engage in action research
and identify and document processes and practices, the more the field of design
as a whole is enriched by their contributions. By sharing stories of research with
others the knowledge base of the field as a whole is developed, particularly when
the research results in convincing evidence of exemplary work. Such accounts of
research ‗come to stand as their own practical theories of practice, from which
others can learn‘ (McNiff & Whitehead, 2006, p. 7).

Conclusion
Design research is on the cusp of change as the educational and professional
circumstances that surround design are subjected to new stresses causes by
changes in technology and purpose. For design research to flourish as both a
subject for academic debate and as a tool for practice we suggest the embracing
of social research methods is a valuable beginning in developing a distinctive
design praxis.
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UN PROJET-PILOTE DE PROFESSEUR-MENTOR POUR
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Résumé
La Cité collégiale a mis en œuvre un projet pilote de professeur-mentor (PM) pour un
groupe de nouveaux étudiants dont la situation laisse craindre le décrochage ou l‘échec
scolaire. Des étudiants de première génération (ÉPG), étudiants dont ni l‘un ni l‘autre des
parents n‘ont fréquenté d‘établissement postsecondaire, ont été jumelés à des
professeur-mentors dans le but d‘améliorer leur persévérance et leur rendement scolaire.
Les études démontrent que ce groupe d‘étudiants doit surmonter plus d‘obstacles que les
non-ÉPG pour persévérer et réussir au niveau postsecondaire. Ils seraient désavantagés
en termes d‘accès, de persévérance et de réussite. L‘objectif du projet était d‘offrir un
encadrement humain personnalisé et continu aux ÉPG, via le jumelage à un PM dès le
début de leurs études au Collège, et ensuite d‘évaluer la persévérance et le rendement
scolaire de ce groupe. Cette approche individualisée avait pour objectif premier de
faciliter la transition des ÉPG provenant du marché du travail ou de l‘école secondaire.
Après deux semestres consécutifs, le groupe d‘ÉPG ayant bénéficié du projet était
nettement plus persévérants que les ÉPG n‘ayant pas bénéficié de suivi et les non-ÉPG.
Les rendements scolaires de ce groupe étaient également significativement supérieurs.

Mots clés
Étudiants de première génération - Persévérance – Réussite scolaire – Mentorat –
Professeur-mentor

Introduction
Depuis quelques années, le thème de la persévérance aux études
postsecondaires est devenu un enjeu stratégique pour le gouvernement de
l‘Ontario (Rae, 2005). L‘impact du parcours scolaire des parents sur celui de
leurs enfants est, dans ce domaine, un sujet d‘intérêt croissant (Ontario, 2006).
Les recherches s‘intéressent de plus en plus aux étudiants de première
génération aux études postsecondaires (ÉPG), étudiants dont ni l‘un ni l‘autre
des parents n‘ont fréquenté d‘établissement postsecondaire. Leur situation
12

Nous tenons à remercier le ministère de la Formation et des Collèges et Université de
l‘Ontario pour leur soutien financier. Un tel projet n‘aurait été possible sans la
participation active de sept professeurs: Linda Bélanger, Jacqueline Bernard, Denis De
Carufel, Roger Chénier, Martine Jolicoeur, Roch Leclerc et Lyne Lessard. De plus, le
soutien actif et continu de la Vice-présidence à l‘Enseignement, Mme Dominique
Godbout, a été primordial au succès de cette initiative. Les résultats obtenus sont la
conséquence directe de leurs efforts conjoints.
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familiale laisserait craindre le décrochage ou l‘échec scolaire à un rythme plus
élevé que les étudiants dont les parents auraient fréquentés une institution
postsecondaires (Pratt et Skaggs, 1989; Choy, 2001; Nunez et Caccaro-Alamin,
1998, Terenzini et al., 1996; Berger, Motte et Parkin, 2007).
Dans son rapport sur l‘avenir de l‘éducation postsecondaire, déposé en 2005 au
gouvernement de l‘Ontario, Bob Rae recommandait de mettre en place des
services d‘approches précoces auprès des ÉPG et de leur « fournir un soutien
continu pour assurer la réussite des étudiants inscrits. » (Rae, 2005). D‘ailleurs,
le taux d‘obtention du diplôme pour l‘ensemble des collèges ontariens, en 20082009, était de 64,6% (Collèges Ontario, 2009).
Les recherches qui traitent de la spécificité des obstacles des ÉPG aux études
supérieures proviennent surtout des États-Unis. Depuis les années 1990, les
États-Unis s‘intéressent à cette clientèle. Le National Center for Education
Statistics (NCES) a publié plusieurs études sur les ÉPG qui illustrent l‘impact
négatif du statut ÉPG sur la persévérance et la réussite (Horn et Nunez, 2000;
Choy, 2001). Les études et recherches sur cette clientèle au Canada se sont
multipliées dans les dernières années (Finnie, Lascelles et Sweetman, 2005;
Auclair et al., 2008). La majorité de ces études soulignent plusieurs
désavantages liés au statut d‘ÉPG, cependant, bien que des études récentes
atténuent l‘importance de ce statut en ce qui a trait au rendement et à la
persévérance.
La présente étude a été mise en œuvre en 2009-2010 et visait à encadrer un
groupe d‘ÉPG débutant leurs études dans le but d‘améliorer leur persévérance et
leur réussite scolaire. Ces ÉPG ont bénéficié d‘un encadrement humain
personnalisé et continu, ainsi que de leur jumelage à un membre du corps
professoral agissant comme mentor, dès le début de leurs études au Collège. La
présente étude contient les résultats relatifs à la participation des ÉPG, leur
rendement scolaire et le taux de persévérance des ÉPG participants, mis en
contraste avec des ÉPG non-participants et des non-ÉPG.
Certes, ce petit échantillon limite la portée des conclusions qui peuvent en être
tirées. Néanmoins, cette étude est une première tentative de tester l‘impact du
statut d‘ÉPG dans un collège ontarien francophone (La Cité collégiale) et
d‘apprécier l‘efficacité, d‘une approche holistique, où chaque ÉPG est suivi sur
une base individuelle par un professeur-mentor (PM), sur cette clientèle.

1. Les obstacles aux études postsecondaires
Que l‘on soit étudiant de première génération ou non, la première année est
cruciale (Finnie et Qiu, 2009). C‘est l‘étape de transition où la capacité
d‘adaptation des étudiants est le plus mise à l‘épreuve. Cette adaptation est
particulièrement difficile pour les étudiants qui doivent souvent développer de
nouvelles habiletés, changer leurs habitudes, développer de nouveaux réseaux
sociaux, gérer un budget restreint, concilier travail-études, s‘acclimater à une
nouvelle ville ou étudier loin de la famille. Aux États-Unis comme au Canada, le
taux d‘abandon en première année d‘études oscille entre 20 et 25% dans les
établissements d‘enseignement postsecondaire.
Selon Terenzini et al. (1996), les ÉPG ont doivent relever davantage de défis,
comparativement aux non-ÉPG, dans leur transition au postsecondaire et un
appui est souhaitable en première année d‘études. Les études qui s‘intéressent à
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la transition vers le postsecondaire soulignent l‘anxiété, le déracinement, les
sentiments de confusion, d‘isolement et d‘angoisse vécus par les ÉPG (Rendon,
1992; London, 1996; Lara, 1992).
La composition socio-économique des ÉPG est différente des non-ÉPG. Ils ont
plus de chance d‘être plus âgés, d‘être issus de minorités ethniques et de
familles à faibles revenus (Auclair et al., 2008). Par ailleurs, le faible revenu
familial s‘ajoute à d‘autres caractéristiques ayant un impact sur le cheminement
scolaire, notamment le travail à temps complet, un faible revenu et des enfants
dont l‘ÉPG a la charge (Groleau et al., 2009).
Un rapport récent publié par la Fondation canadienne des bourses d‘études du
millénaire (Berger et al., 2007) précisait les obstacles supplémentaires des ÉPG
et venait, indirectement, appuyer différentes pistes interprétatives soulevées
dans le cadre de différentes recherches sur cette clientèle (Groleau et al., 2009).
Le rapport note que les ÉPG sont plus nombreux à manquer d‘information sur les
études postsecondaires, à manquer de modèle et de repères pouvant les
préparer à la transition. Moins convaincus « qu‘étudier est un bon
investissement », les aspirations scolaires des ÉPG sont plus faibles et ils ont
plus tendance à remettre à plus tard leurs études postsecondaires. Moins
susceptibles d‘obtenir des A au secondaire, ils considèrent leurs notes au
secondaire comme un obstacle à la poursuite d‘études postsecondaires. De plus,
les ÉPG comptent plus sur les programmes gouvernementaux de prêts et sont
moins susceptibles d‘avoir épargné, (de même que leurs parents), en vue
d‘études postsecondaires (Berger et al., 2007).

2. Le modèle professeur-mentor
La catégorie ÉPG regroupe plusieurs facteurs de risque. Compte tenu de la
diversité de la clientèle et des ses défis qu‘elle pose, une approche holistique
d‘intervention a été mise en place. Un professeur par secteur d‘enseignement a
été désigné afin d‘assurer un encadrement humain personnalisé et continu aux
ÉPG qui débutaient leurs études postsecondaires à l‘automne 2009. Ce type de
case-management avait pour objectif de faciliter la transition des ÉPG provenant
du marché du travail ou de l‘école secondaire. Cette transition n‘étant pas un
« rite de passage » naturel pour cette population, le jumelage à un professeurmentor (PM) permettait immédiatement aux ÉPG d‘intégrer la communauté
collégiale et de développer des liens avec le personnel.
Les recherches ont démontré que la persévérance dépend, dans une grande
mesure, de la quantité et de la qualité des interactions entre les étudiants et le
personnel. D‘ailleurs, l‘attitude empathique du personnel d‘une institution
postsecondaire est vue comme l‘une des plus grande force de « rétention » (Noel
et al., 1985). Dans la même veine, W. Astin notait que le taux de persévérance
des étudiants était grandement tributaire du niveau et de la qualité des
interactions avec les pairs ainsi qu‘avec le personnel (Astin, 1993).
D‘après L. Rendon, qui a fait des études auprès d‘ÉPG d‘origine hispanique aux
États-Unis, une des conditions fondamentales pour améliorer la persévérance et
la réussite des ÉPG est la qualité des relations créées avec le personnel au cours
du premier semestre (Rendon, 1994). Cette conclusion confirme les recherches
de Vincent Tinto qui voyait dans les relations de mentorat professeur-étudiant
une manière prometteuse d‘améliorer la persévérance des étudiants issus de
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minorités, souvent défavorisées, dont les facteurs de risques sont nombreux
(Tinto, 1987). Ce modèle offrait aux ÉPG un « modèle » auquel se référer et
s‘identifier.
Les PM avaient pour mandat de cerner les obstacles et défis particuliers de
chacun des ÉPG et d‘offrir des conseils personnalisés. Au besoin, les PM
dirigeaient les étudiants vers les services susceptibles de les aider. Cet
encadrement continu et humain avait les objectifs suivants:
Offrir un soutien humain à l‘étudiant dès les premières semaines afin de faciliter
la transition ou l‘adaptation;
Fournir un encadrement continu: compléter des relances régulières afin de
connaître le cheminement de l‘étudiant et démontrer l‘importance que
l‘institution accorde à sa réussite scolaire;
Dispenser des conseils personnalisés et mettre en rapport l‘étudiant avec les
services appropriés (les accompagner au besoin) - faire des suivis sur l‘utilisation
des services recommandés;
Assurer un appui continu et un suivi du cheminement de l‘étudiant au Collège.
Sachant également Par ailleurs, étant donné qu‘il est parfois difficile de repérer à
l‘avance les facteurs qui poussent les jeunes à abandonner, ce modèle permettait
une intervention rapide, holistique et humaine à la persévérance. D‘ailleurs, nos
connaissances sur cette clientèle étaient restreintes au Collège. Ce modèle
d‘initiative nous permettait d‘agir en amont, c‘est-à-dire d‘intervenir auprès des
étudiants qui soudainement suscitaient des inquiétudes et pouvaient ainsi,
contacter une personne-ressource auprès de qui trouver appui rapidement.
Les PM invitaient les ÉPG à participer, à chaque semestre, à trois ou quatre
rencontres. Les participants savaient qu‘ils pouvaient, à tout moment, venir
rencontrer leur PM selon leurs besoins. Lors de la rencontre initiale, les PM ont
expliqué les raisons du projet ÉPG et ce qui était attendu d‘eux.
D‘autre part, les professeurs sélectionnés étaient des personnes d‘expérience
ayant une bonne connaissance des étudiants de niveau collégial et une bonne
connaissance des services d‘appui offerts par le Collège. Ils étaient des
personnes-ressources dans chacun des secteurs d‘enseignement au Collège et
assuraient un leadership en matière de réussite scolaire dans leurs tâches
habituelles. Ils étaient munis d‘un plan d‘accompagnement qui facilitait les suivis.

3. Identification des ÉPG
Les ÉPG ont été identifiés via un sondage informatique automatisé. Dans le cadre
de ce sondage, un ÉPG est un étudiant dont ni l‘un ni l‘autre des parents n‘a
fréquenté d‘institution d‘enseignement postsecondaire, et dont les frères et
sœurs peuvent avoir fréquenté un tel établissement. Des incitatifs financiers
(deux bourses de $500 pouvant couvrir une partie des frais de scolarité du
semestre suivant) ont été offerts aux étudiants qui complétaient le sondage
rapidement. 2234 étudiants ont complété le sondage sur un potentiel de 2369
étudiants, un taux de réponse de 94.3% (Tableau 1). Parmi les 2234 étudiants
ayant répondu au sondage, 489 ont répondu que le plus haut niveau d‘éducation
atteint par leurs parents étaient « École secondaire incomplète » ou « Diplôme
d‘études secondaires ». 1665 répondants ont répondu qu‘un de leurs parents
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avaient fréquenté une institution postsecondaire. Les répondants ayant indiqué
« Ne sais pas » aux deux questions ont été rejetés (80).
Tableau 1
Sondage auprès des nouveaux étudiants – La Cité collégiale
Automne 200913
Inscrits, semestre 1, temps complet

2369

Ont répondu au sondage

2234

Non-ÉPG

1665

ÉPG

489

Proportion d‘ÉPG parmi les répondants

21.9%

3.1. Recrutement des participants
Parmi les 489 ÉPG pouvant participer à l‘étude, une sélection aléatoire a eu lieu.
Le recrutement des ÉPG a débuté dès les premières semaines du semestre
d‘automne 2009 car il fallait accorder un délai de réponse aux nouveaux
étudiants. Parmi les ÉPG à qui ont a demandé de participer, 77 ont consenti à
signer une entente de participation qui stipulait que les données recueillies
allaient demeurer confidentielles et que l‘étudiant s‘engageait à participer aux
rencontres et suivis prévus. Cet échantillon a été jugé maximal dans le cadre des
ressources allouées au projet.
Le recrutement fut quelquefois plus difficile que prévu. La majorité des ÉPG ont
refusé de participer par manque de temps. De plus, certains d‘entre eux
craignaient de dévoiler, à leur professeur, des renseignements qui, à leurs yeux,
pouvaient affecter à la baisse leur évaluation. En effet, parfois l‘ÉPG était un
étudiant du PM. Quelques étudiants ont été réticents, d‘autres ont refusés de
participer, en raison de cette inquiétude.
3.2. Composition des groupes
Parmi le groupe contrôle, la proportion d‘étudiant ayant comme langue
maternelle le français est plus faible que le groupe expérimental. D‘ailleurs, il
utilise moins, dans les discussions de tous les jours, le français que le groupe de
comparaison. Le groupe expérimental contient également une plus petite
proportion d‘étudiants ayant complété leur études secondaires au Canada et une
plus grande proportion d‘entre eux sont nés à l‘extérieur du Canada. Finalement,
il y avait 7,8% d‘autochtones parmi le groupe expérimental et 6,1% parmi le
groupe contrôle. Les caractéristiques sociologiques des groupes comparés
semble démontrer que le groupe contrôle possède plus de facteurs de risque
(langue, adaptation au système scolaire, statut autochtone14, statut immigrant)
que les autres groupes.
13

Données au 16 septembre 2009.
« Le taux d‘abandon des étudiants autochtones de niveau postsecondaire est entre
33% et 56% plus élevé que celui des étudiants non autochtones » (Berger, Motte et
Parkin, 2009, 79).
14
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Figure 1

489 ÉPG
Totalité des ÉPG inscrits à temps complet au
1er semestre d'un programme d'études
postsecondaire, ayant répondu au sondage
à la semaine 3, et dont ni l'un ni l'autre des
parents n'a fréquenté d'institution
postsecondaire

Groupe expérimental
77 ÉPG - ont été recrutés et contactés
à partir d'une sélection aléatoire, dès
la semaine 3 du 1er semestre et
jumelés à un professeur-mentor

Groupe de contrôle
412 ÉPG - ces étudiants n'ont fait
l'objet d'aucun suivi particulier dans
le cadre de cette étude

(n=412)
Non-ÉPG
(n=1665)

76,6%

20,9

88,3%

7,8%

78,0%

85,0%

82,3%

21,0

92,0%

6,1%

87,6%

85,2%

80,4%

20,6

91,5%

5,2%

83,5%

Âge moyen

75,3%

Langage
(Français)

Pays naiss. (CAN)

Groupe contrôle

Autochtones

(n=77)

Pays école sec. (CAN)

Groupe expérimental

courant

maternelle
Langue
(Français)

Tableau 3

4. Résultats : performance scolaire
Les études ont démontré un lien entre le rendement scolaire et la persévérance.
Vincent Tinto signalait que les résultats scolaires ont un impact sur la décision
d‘un étudiant d‘abandonner ou de persévérer. Tinto identifie le faible rendement
scolaire comme facteur de risque au décrochage. Une étude d‘Ishitani et
Desjardins (2002) confirme aussi que plus les résultats scolaires d‘un étudiant
sont élevés, meilleure sont les chances de voir cet étudiant persévérer jusqu‘à la
graduation.
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77 ÉPG ont été suivis afin de leur fournir des conseils et améliorer leur réussite
suite à la remise d‘un bulletin non-officiel contenant des commentaires des
professeurs, de la rétroaction et des recommandations ciblées. Les cours qui
suscitaient des inquiétudes ont été identifiés et des solutions ont été
recommandées. Cette évaluation du rendement scolaire a eu lieu à quatre
moments stratégiques durant l‘année 2009-2010.
Or, tous les étudiants au Collège bénéficient d‘un suivi de la part des professeurs
et des coordonnateurs de leur programme au milieu de chaque semestre. Une
attention particulière a été accordée durant cette période aux 77 ÉPG afin de
procéder à une évaluation du rendement, identifier les cours ou les compétences
problématiques et fournir des conseils personnalisés.
La figure 2 contient les moyennes pondérées (MPC) du semestre 1 des différents
groupes. Un étudiant ayant quitté sans avertir le Collège, demeure inscrit. Ces
étudiants avec des MPS à zéro sont inclus dans la figure 2. La moyenne des MPC
des 74 étudiants qui participent au projet (2,83) est plus élevée que celle des
381 ÉPG toujours persévérants à la fin du semestre d‘automne (2,61). D‘ailleurs,
les ÉPG participants ont une meilleure MPC que les non-ÉPG (2,67). Les ÉPG
non-participants ont une MPC plus faible que les non-ÉPG, une différence qui
demeure significative compte tenu de la taille des échantillons comparés. La MPC
évolue de la même manière que le taux de persévérance des différents groupes.
Figure 2

Moyenne pondérée cumulative
Automne 2009
2,83

2,67
2,61

Groupe expérimental (n=74)

Groupe contrôle (n=381)

Non-ÉPG (n=1585)

À la figure 3, les différences entre les MPC des différents groupes se sont
grandement atténuées. Elles sont similaires soudainement. Les MPC de chacun
des groupes ont légèrement diminuées. Cette baisse suscite des interrogations
car le taux de persévérance (intra) durant le 2e semestre est légèrement
supérieur à celui du premier semestre.
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Figure 3

Moyenne pondérée cumulative
Hiver 2010
2,72
2,71
2,69

Groupe expérimental (n=69)

Groupe contrôle (n=318)

Non-ÉPG (n=1384)

5. Résultats : persévérance scolaire
5.1. Semestre 1
Afin d‘établir la persévérance d‘un étudiants, nous avons vérifié si les étudiants
identifiés à la semaine 2 (16 septembre 2009) du semestre 1 étaient toujours
inscrits au Collège à différents moment précis15.
Au 1er semestre, les ÉPG du groupe expérimental étaient plus persévérants
(3,6%) que les autres ÉPG à la fin du 1er semestre d‘études au Collège (Tableau
3). 74 étudiants étaient toujours inscrits au Collège (96,1%) à la fin du semestre
comparativement à 381 (92,5%) pour le groupe de comparaison. Le taux de
persévérance des ÉPG (93%) est globalement plus faible au 1er semestre que
celui des non-ÉPG (95,2%), une différence de 2,2%. Le groupe expérimental
affiche le meilleur taux de performance au semestre 1.
5.2. Entre les semestres
Au semestre suivant, le taux de persévérance chute considérablement suite à la
pause du temps des fêtes. Les étudiants abandonnent entre les deux semestres.
Nous avons vérifié combien d‘étudiants, parmi les groupes identifiés le 16
septembre 2009, étaient inscrits au Collège à la fin de la troisième semaine du 2e
semestre (29 janvier 2010). Alors que la différence des taux de persévérance au
1er semestre variait légèrement entre le groupe expérimental et le groupe
contrôle, l‘écart est significatif après les fêtes. 46 ÉPG du groupe contrôle ont
abandonné, un taux de persévérance qui est passé de 92,5 à 81,3%, une baisse
de 11,2%. Le groupe contrôle a vu son taux fléchir de 96,1% à 93,5%, une
baisse de 2.6%. Parmi les non-ÉPG, 202 ont abandonné à ce moment, une chute
de 9,5% du taux de persévérance (85,7%). Le groupe expérimental a été le plus
persévérant entre les semestres.
15

Persévérant: personne qui fréquente toujours le Collège et qui n’a pas encore obtenu de diplôme. Les taux de persévérance
dans ce rapport ne tiennent pas compte du fait que des étudiants, ayant abandonnés, peuvent avoir changé d’établissement
pour poursuivre leurs études.
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5.3. Semestre 2
Au semestre 2, 69 ÉPG du groupe contrôle étaient toujours inscrits à la fin du
semestre, pour un taux de persévérance de 89,6%. En comparaison, 17 ÉPG du
groupe contrôle ont quitté le Collège au cours du semestre 2, ce qui porte à
77,2% le taux de persévérance de ce groupe. Finalement, 40 étudiants ont
abandonné à l‘hiver 2010 parmi les non-ÉPG, une baisse de 2,6% du taux de
persévérance.
Suite à ces résultats, les ÉPG semblent plus susceptibles d‘abandonner leurs
études que les non-ÉPG. On constate également que l‘abandon scolaire a surtout
eu lieu entre les semestres. Le temps des fêtes, dans le présent rapport, a été le
moment le plus néfaste à la persévérance des étudiants, autant ÉPG et non-ÉPG.
La transition entre le 1er et le 2e semestre donne lieu à réflexion.
Persévérance – Fin du
semestre 2

les
Taux – entre
semestres

(29 janvier 2010)

entre

77

74

96,1%

72

93,5%

69

89,6%

Groupe contrôle

412

381

92,5%

335

81,3%

318

77,2%

ÉPG

489

455

93,0%

407

83,2%

387

79,1%

Non-ÉPG

1665

1585

95,2%

1427

85,7%

1384

83,1%

Taux

Persévérance
les semestres

Groupe
expérimental

Inscriptions

Taux

Persévérance – Fin du
semestre 1

Tableau 316

Conclusion
Au terme de cette étude d‘une année, il apparaît que les ÉPG ayant bénéficié
d‘un encadrement ont été nettement plus persévérants. La différence est
significative. La documentation liée au concept d‘ÉPG démontre assez clairement
l‘impact de cette catégorie sur les inégalités d‘accès aux études postsecondaires.
Or, même si certaines études ont démontré que les ÉPG ont des taux de
persévérance généralement plus bas que les non-ÉPG, d‘autres études récentes
soulèvent un doute sur le lien entre ÉPG et un taux d‘abandon plus élevé
(Shaienks et Gluszunski, 2007; Chen et Carroll, 2005). Cette ambigüité de la
catégorie ÉPG en ce qui à trait à la performance scolaire demeure. Alors que
l‘étude de Riehl (1994) et de Chen et Carroll (2005) montrent que les ÉPG ont

16

Données d’inscriptions générées le 16 septembre 2009.
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des résultats scolaires plus faibles, Brown et Burkhardt (1999) et Kamanzi et al.
(2010) ne montrent pas de lien clair.
Il semble, dans cette étude, que le statut ÉPG ait eu un impact pour les étudiants
au Collège qui ont débuté un programme postsecondaire à temps complet à
l‘automne 2009. Les ÉPG ont un taux de persévérance plus faible, même si on y
ajoute le groupe qui a bénéficié de suivis personnalisées. Les ÉPG ont des
résultats scolaires plus faibles après une année d‘étude, malgré un fort
nivellement au second semestre.
Les relations entre les professeurs-mentors et les étudiants ont bien fonctionné
durant l‘étude, malgré le fait que les étudiants étaient parfois distants et n‘y en
voyait paslus la pertinence. Ceux qui ont besoin d‘aide sont souvent les premiers
à croire qu‘ils n‘en ont pas besoin. Une approche humaine continue, préventive,
semble avoir des effets bénéfiques sur la persévérance et le rendement scolaire.
Face à une clientèle aux ayant divers défis à relever divers tels les ÉPG,
l‘approche professeur-mentor semble effectivement prometteuse. Il demeure
qu‘une telle approche appliquée à de grands nombres d‘étudiants soulève des
problèmes logistiques évidents
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Abstract
Recently the role of grandparents has become the topic of accurate studies and research
(Roszak, 1998; Hillman,1999; Vegetti Finzi,2008). Many grandparents play a significant
role raising children. The main aim of this study was to explore the role of grandparents
who have a primary care responsibility for growing children and discuss their contribution
to the quality of child-care and education. This research has been conducted in the
province of Bolzano, in northern Italy, where three linguistic communities coexist: Italian,
German and Ladino. A self-administered questionnaire about time spent with children,
the relationship with their own children, methods of bringing up children and emotions
and love felt was given to a sample of 865 grandparents from 39 to 102 years and over.
The study results show how much they can contribute to a child‘s wellbeing. In particular,
grandparents played a significant role in term of home education of the young. They took
part in grandchildren‘s hobbies and interests and this could be linked with fewer
emotional, social and behavioral problems in children.

Keywords
Grandparents – Grandchildren – Education

Introduction
Despite several studies considering the relationship between parents and their
children, relatively little literature is present for grandparents and their
grandchildren (Smith, 2005). With falling fertility and the demographic ageing of
Western industrialised societies, family networks are changing from
broad/horizontal to narrow/vertical structures or ‗beanpole families‘, where the
role of grandparents is becoming increasingly important (Hagestad, 2000; Smith,
2005). Their role should interest a wide variety of researchers, educator,
therapists: developmental, social, clinical and educational psychologists, experts
in pedagogy, education and sociology, but also experts in educational and
training economics.
Since the 1990s in Italy, interest has been growing regarding the role
grandparents play in the upbringing and provision of care for their grandchildren.
The Italian National Institute of Statistics collected information on the presence
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and role of grandparents in providing care to grandchildren in a Multipurpose
National Survey on Families entitled "La vita quotidiana di bambini e ragazzi,"
(Istat, 2008). Grandparents, who may live within or outside the nuclear family,
are frequently the major caretakers of children. Compared with formal child
minding services, the help of grandparents tends to be more flexible and
moreover, help is offered at no cost.
In recent years the number of children who play with their grandparents has
grown compared to the increase in the hours dedicated to the care of
grandchildren by grandparents (Istat, 2008). In 2008 in Italy, 6,083,000 children
from 0 to 13 (78% of the total) were cared for by another adult outside being
cared for by their parents or being at school. Compared with formal child minding
services, the help of grandparents tends to be more flexible and moreover, help
is offered at no cost.
In Italy, a comparatively high proportion of child minding is done by
grandparents (Keck & Saraceno, 2008). This is not determined by a larger
number of grandparents available than in other countries but by the geographical
proximity of the nuclear family to at least one of its two source families and thus
the availability of grandparents, in particular grandmothers, to assist in the care
of the children.
In Italy the proportion of grandparents taking care of the grandchildren every
day is greater than elsewhere: the proportion of the grandparents taking care of
the grandchildren is about 31% every day and 47% once a week (Share Data,
Survey of Health, Aging and Retirement in Europe, 2004).
Moreover, the results from studies conducted on the European Community
Household Panel (ECHP) data show that in families where the grandparents live
together with their sons, women work more and have more children (Del Boca,
Pasqua e Pronzato, 2009).
The main aim of this study was to explore the role of grandparents who have a
primary care responsibility and discuss their contribution to the quality of childcare and education. Recently the role of grandparents is becoming the subject of
accurate essays, studies and research (Roszak, 1998; Hillman,1999;
Smith,1991, 2002, 2004, 2005; Ferraris Oliverio, 2005; Vegetti Finzi, 2008,
Dozza & Cavrini, 2011).
In the present paper, the intergenerational relationships are considered as an
important aspect of sociological, psychological, pedagogical/educational analysis,
bridging the micro level of family interactions with the meso and macro levels of
social institutions and change (Bronfenbrenner, 1979).
From the sociological point of view, ―intergenerational relations in society and in
families are at the core of both continuity and change in the sense that
successive generations and cohorts enter social and family systems that have
been shaped by preceding generations, and then in their turn reshape them.
Intergenerational relations in families are a crucial vehicle for the reproduction of
norms and social values, a crucial vehicle for the reproduction of social
stratification‖ (Saraceno, 2008).
From the anthropological point of view, intergenerational relations in groups and
in families are crucial forms for the reproduction of cultural belongings (Geertz,
1988; Bruner, 1991).
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From the point of view related to pedagogy and psychology, papers about
intergenerational relations in communities and in families were few and the
results were contrasting.
Some psychoanalysts, developmental psychologists and pedagogists (Vegetti
Finzi, 2008; Oliverio, 2005; Pinto, 2002) highlight the great importance of
grandparents in growing grandchildren, for the family and for grandparents
themselves, but also for the society (social function of grandparents).
Moreover, Kristine Hansen and Denise Hawkes (2009), researchers at the Centre
for Longitudinal Studies, Institute of Education, University of London argue that
grandparents are not always the most effective childcarers: ―many babies who
are looked after by grandparents while their mothers are out at work might be
better off in nurseries or crèches‖. Their research involved 4,800 UK children
born in 2000 and 2001 who are being tracked by the Millennium Cohort Study.
They have found that grandparent care was positively associated with vocabulary
test scores, but also positively related to problem behavioral scores. Children
looked after by grandparents at the age of 9 months were considered to have
more behavioral problems (difficult relating to their peers) at age 3 than those
who had been in the care of a nursery, crèche, childminder, nanny or another
family member.
Whether the help of grandparents‘ time (which is convenient from the economic
point of view because of nil cost) will have a positive impact on education and
child development still remains a critical matter to be studied.

2. Methods
2.1. Data collection
The present study has been conducted in the province of Bolzano, northern Italy,
in which three linguistic communities coexist: Italian, German and Ladino.
It has been realized by administering a confidential face-to-face structured
interview conducted in Italian, German, and Ladino by a staff of part-time
interviewers who received extensive training on the interview protocol.
Responses were codified in a structured questionnaire with closed answers.
Interviews were conducted between May 2004 and December 2005.
All items of information were collected by a 5-page questionnaire, requiring
approximately 15 minutes to be filled. The questionnaire was designed to obtain
detailed information about socio-demographic, frequency of contacts with
grandchildren, reasons/occasions for contacts, time spent with grandchildren,
affections, emotions, feelings in the relation with grandchildren, relationship with
their sons (parents of children), educational line, language, cultural traditions
and membership.
The socio-demographic characteristics considered in this study were age, gender,
educational level (low if less than 5 school years; medium from 5 to 8; high if
more than 8), marital status (married, widowed, separated/divorced and never
married), occupational status (Retired, housewife, white collar, blue-collar).
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2.2. Sample
A sample of 865 grandparents from 39 to 102 years, who reported having one or
more grandchildren, was included in the study and each received a selfadministered questionnaire about time spent with children, the relationship with
their own children, methods of bringing up children and emotions and love felt.
The grandparents analyzed in this study come from a large cross-sectional
survey conducted in Alto Adige (North Italy). The sample was a two-stage
stratified sample, representative of territorial differences and the three linguistic
groups (Italian, German and Ladino).
2.3. Statistical analysis
Univariate statistics were used to describe the sample and examine the
distributions of variables of interest. The association between categorical
variables was assessed by a Pearson Chi-square test. We use the t test or
ANOVA when the variables considered were quantitative. Logistic regressions
were utilized to relate characteristics of grandparents and contacts with their
grandchildren. Significance level was defined at 5% and all statistical tests were
two-sided. All analyses were performed by using STATA/SE 11.0 software (Stata
Corporation, Texas, USA).

3. Results
Demographic characteristics of the grandmothers and grandfathers are reported
in Table 1. More than three quarters (75.7%) of respondents were women. The
mean age was 63.5 (SD = 8.2; range 39-102). There were important differences
between grandmothers and grandfathers. Grandmothers participating in the
study ranged in age from 39 to 102 years, while grandfathers ranged from 44 to
93 (t = 4.786; p-value<0.001). The association between gender and classes of
age in the two groups was statistically significant (2 = 19.016; p-value=0.001).
Women had a lower percentage of high educational level than men (10.1% to
20.5%) (2 = 20.021; p-value<0.001). The majority of respondents (77.5%)
were married; 3.1% were divorced, 16.4% were widowed, and 0.1% were never
married. Only 12.6% had a high school education, 43.0% having a low school
education. A statistically significant difference between gender (2 = 13.536: pvalue=0.004).
Approximately 16% of the sample was currently working; 18.5% of males and
15.1% of females. Among those respondents who were currently working we
distinguished: white collar, secretarial, and worker. We found a significant
difference between retired males and females, even if such difference might be
due to the presence of housewife. If we sum housewife and retired female the
percentage is nearly the same.
The respondents had an average of just over four grandchildren, and the number
of grandchildren ranged from one to 26. Respondents aged 65 years and over
had an average of 5.5 grandchildren, whereas those aged less than 65 years had
an average of three grandchildren.
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Table 1. Demographic Characteristic of Grandparents
Grandmother

Grandfather
N

Characteristics of Grandparents
655
Age mean (sd)
62.7 (8.2)
Age category
39 – 54
99
55 – 64
263
65 – 74
183
75 – 84
53
85 - more
1
Missing data
56
Marital status
Married
489
Widowed
123
Divorced
23
Never married
1
Missing data
19
Educational level
Low
354
Medium
224
High
66
Missing data
11
Occupational status
Housewife
253
Retired
293
White collar
54
Blue-collar
45
Missing data
10
(a) all association were tested with chi-squared test,

%

N

%

75.7

210
65.8 (7.6)

24.3

15.1
40.2
27.9
8.1
0.2
8.5

13
82
82
26
1
6

6.2
39.0
39.0
12.4
0.5
2.9

74.7
18.8
3.5
0.2
2.9

181
19
4
0
6

88.7
9.0
1.9
0
2.9

54.0
34.2
10.1
1.7

85
80
43
2

40.5
38.1
20.5
1.0

170
18
21
1

81.0
8.5
10.0
0.5

p-value
a

< 0.001b
<0.001

0.004

<0.001

38.6
44.7
8.3
6.9
1.5
except (b);

<0.001

(b) t test.

Contacts between grandparents and grandchildren
The respondents were asked how often they had contact with each of their
grandchildren. The answer categories were ‗Less than one a week‘, ‗One a week‘,
‗Two or three times a week‘ and ‗More than three times a week‘.
Table 2 gives an overview of the degree to which grandparents have contact with
their grandchildren, broken down by the grandparent‘s gender. We found that
nearly 6.6% of the grandparents said they had less than one contact a week. The
57% of the grandmothers and 60% of the grandfathers declared approximately a
daily contact (more than three a week). Any significant differences between the
degree of contact with grandchildren among grandmothers and grandfathers was
found. The degree of contact with grandchildren was found to vary with the age
of their grandparents. Younger grandparents tend to have more contact with all
their grandchildren than older ones. The main reason for the frequent contact is
that the parents worked and they granted their children to grandparents.
Grandparents and grandchildren did all sorts of things together, such as playing
games (69%), watching TV or videos (14%), reading books (14%).
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Table 2. Characteristics of the contacts between grandparents and grandchildren
by gender and age of the grandparents (number and percentage)

Grandmother
Grandfather
Age category
39 - 54
55 - 64
65 - 74
75 - 84
85 - more

Less than
one a week

One a week

43 (6.6)
14 (6.7)

79 (12.1)
24 (11.4)

4
19
18
13
0

(7.4)
(35.2)
(33.3)
(24.1)
(0.0)

11
38
38
9
0

(11.5)
(39.6)
(39.6)
(9.4)
(0.0)

Two or
three a
week
144 (22.0)
42 (20)

More than
three

25 (14.3)
69 (39.4)
63 (36.0)
17 (9.7)
1 (0.6)

71 (15.4)
211 (45.8)
140 (30.4)
38 (8.2)
1 (0.2)

372 (56.8)
125 (59.5)

Uhlenberg and Hammill (1998) found six factors predicting contact between
grandparents and grandchild; geographic proximity was the strongest, followed
by quality of parent–grandparent relationship. In our study we found that 76 per
cent of grandparents have contact several times a week if they live less than 1
km away from the grandchild. This percentage decrease to 17% if they live from
1 to 5 km away, and equals 7% if they live more than 5 km away. The frequency
of contacts seems to be influenced by quality of parent-grandparent relationship.
In fact, the percentage of more than 3 times a week decrease to 37% if there
are some conflicts in the relationship. Television and children‘ books often
portray grandparents as aged, fussy, sedentary (Janelli and Sorge, 2001). But in
our case, nearly the 15% of children who read books had grandparents under 65
and nearly 14% had grandparents over 65.
After creating a new variable codified in 1 ‗Less than three times a week‘ and 0
‗More than three times a week‘, a logistic regression was estimated for new
variables considering gender, age of grandparents, living (in the same building,
less than 1 km, between 1 to 5 km, more than 5 km), number of grandchildren,
granting custody of the children (yes/no), rapport with parents as covariates.
The results are reported in table 3.
Table 3. Logistic Regression of contacts
Variables
Gender
Female (vs. Male)
Classes of age
65 years and over (vs. <65)
Working
Yes (vs. No)
House (vs. Cohabitation)
In the same building
Less than 1 km
Between 1 to 5 km
More than 5 km
Total grandchildren
Granting custody of hildren
Yes (vs. No)

OR

95% IC

p-value

1.31

(0.86 – 1.99)

0.207

1.97

(1.33 – 2.94)

0.001

1.60

(0.98 – 2.61)

0.059

0.460
2.892
5.880
17.882
1.07

(0.19 – 1.10)
(1.39 – 6.01)
(2.79 – 12.40)
(8.17 – 39.15)
(1.01 – 1.14)

0.081
0.004
0.000
0.000
0.014

5.46

(1.58 – 18.90)

0.007
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Only the significant variables and the gender are reported in the table. The
logistic regression shows the absence of a statistical association between gender,
educational level, the rapport with the parents and the amount of contact with
grandchildren. In contrast, the age of grandparents was significant. The risk of
seeing their grandchildren less than three times a week is twice for older
grandparents. Working, living more than 5 kilometers and having more
grandchildren increased the risk of seeing their grandchildren less than three
times a week.

Conclusion
The overall picture presented in this study is that most grandparents in Alto
Adige have quite frequent contact with their grandchildren.
Peter Smith reported (2005) that contemporary grandparents and grandchildren
see each other moderately frequently. In the UK, the British Social Attitudes
(BSA) survey of 1998 found that 30 per cent of grandparents reported seeing
grandchildren several times a week; conversely, 32 per cent said they saw their
grandchild less than once a month (Dench & Ogg, 2002). In our study we
highlighted a very different behavior. About the 57% of the Italian grandparents
reported they saw their grandchildren more than three times a week and only
6.6% less than once a week. Approximately 90% of grandparents have contact
with one or more of their grandchildren every week and about the 60% have
almost daily contacts.
Grandparents and grandchildren tend to have frequent contacts even if the
parents-grandparent relationship is bad. Differences in contact frequency may be
explained by characteristics of the grandparents. The age of the grandparents,
the number of grandchildren and the distance were found to be important
determinants.
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Abstract
This paper presents international faculty members‘ perceptions of the challenges,
transitions and adjustments to teaching in a Midwestern liberal arts college in Iowa, USA.
Survey and interview questions address: How do faculty members with international
backgrounds adjust to a cultural and academic environment different from their own
experiences? What do foreign educators perceive as the challenges, transitions and
adjustments to be successful as college professors? Is there a mentoring program that
identifies expectations for faculty members? Is there institutional support for
international faculty members? Many colleges in the United States recruit international
candidates for faculty positions. Central College, Iowa is no exception. Fifteen percent of
the professors at Central are international faculty members, teaching in multiple
disciplines. The international professors originate from North America, South America,
Europe, Asia, and Africa. Results show that challenges, transitions, and adjustments are
related to clarity of communication and English language fluency; the former educational
system of the faculty members; teacher-student experiences and expectations; and
teaching methods regarding lecture versus participatory styles. Colleagues are mentors
with procedural institution expectations.

Keywords
International Faculty Members - Higher Education - Teaching Strategies

Introduction
Globalization and population mobility have had an impact on recruitment
practices in organizations throughout the world providing opportunities for
institutions to recruit from a worldwide field of applicants. Institutions of higher
education in the USA are no exception. Colleges and universities compete
nationally and internationally to recruit suitably qualified faculty members to
maintain the excellence of their academic undergraduate and post-graduate
programs. With internet access to higher education advertisements, applicants
from all over the world are able to submit their files on line for multiple positions.
Central College, Iowa recruits from this pool of global candidates and is no
exception in seeking to appoint quality faculty members who will identify with its
institutional goals, students‘ interests, and contribute to the academic
community through their service, teaching and research. The international
faculty members are a cadre of academics who have chosen to relocate and thus
develop their professional careers in an environment which is not their country of
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birth. This paper presents their perceptions of the challenges, transitions, and
adjustments to teaching in a Midwestern liberal arts college in Iowa, USA. The
research data was collected using an electronic survey and interviews which
addressed the questions: How do faculty members with international
backgrounds adjust to a cultural and academic environment different from their
own experiences? What do foreign educators perceive as the challenges,
transitions and adjustments to be successful as college professors? Is there a
mentoring program that identifies expectations for faculty members? What
institutional support is available?
Colleges are dependent upon the strengths of their faculty and quality of their
teaching for many reasons. The continuity gained by attracting and retaining
qualified faculty members and the retention of students, who fit into the culture
of the institution, are economic factors impacting upon colleges. The new
generation of college students are from ―media-rich environments.‖ (Black 2010)
They think digitally and process information through ―mediated immersion‖
(Oblinger and Oblinger 2005) having grown up in a world dominated by
computers, cell phones, internet and texting. The quality and expertise of faculty
members and the manner in which they relate to the culture of the students and
institution are contributing factors in faculty and student retention.

1. Research Study Participants
This study focuses upon the international faculty members at Central College,
Iowa. Fifteen percent of the one hundred and six professors originate from five
continents..They form a diverse group of specialists in multiple fields. Eighty
percent of the international faculty members, twelve out of a cadre of fifteen
participated in the study.
The international faculty members include individuals who came to the USA as
non-American citizens and have subsequently become first generation USA
citizens. This includes individuals who were foreign students studying for tertiary
degrees. All competed with a national pool of candidates for their faculty
positions. Institutionally they are a valued resource, as their presence,
experiences and contributions provide for a greater sensitivity to global
awareness supporting one of Central College‘s community goals. (Central College
Catalog 2010-2011).
The demographics of Central College‘s student population and the rural
geographical location of the campus are contributing factors to the adjustments
made by the study members. Central College has a predominance of Midwestern
students with limited racial and ethnic diversity. Central College Fall Semester
2009-10 Enrollment Report recorded over 90% of the 1572 students being from
Iowa, with the Midwestern states the main out of state recruitment regions.
Given the student demographics, the international faulty members provide the
campus with valuable global perspectives, diversity, and continuity. The
international faculty members have become an established group, settling in the
Midwest. Their average of ten years‘ of service demonstrates a commitment to
the institution.
Colleges seek to recruit faculty members who relate to the students, who teach
in a manner which is engaging, rigorous, and stimulating. Teaching for success is
a challenge to all faculty members in institutions of higher education, but more
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so for international faculty members. Central College reviews course evaluations
made by students. The statistical data and students‘ comments are used as a
part of the faculty members‘ academic tenure and post tenure review and are
contributing factors in tenure and promotion decisions. It is apparent from the
study that students‘ evaluations may be a source of stress for international
faculty members, resulting in adjustments in teaching styles to strategies
preferred by American studentsTheobald (2007.) This raises the question, what
does teaching for success in this study mean? Are the international faculty
members teaching for their own professional successful to gain tenure or for the
success of their students?

2. Literature Review
Teaching for success requires an understanding of learning styles and the
cognitive processes students use to perceive and process information,
demonstrating affective responses and behaviors. Anderson and Krathwohl
(2001).
Black (2010) and (Oblinger and Oblinger 2005) discuss the changes in learning
styles of the digital generations. Their comfort zone is using media sources and
search engines to process information moving from one link to the next, rather
than critically reading text books. Black (2010), states that the ―gains in
technical expertise and informal knowledge may be offset by students‘ shorter
attention spans and lack of depth of learning.‖ This may explain why students
prefer lectures supplemented with interactive materials and online activities,
simulations and more non-linear texts, thus accounting for the adjustments in
teaching required by international faculty members.
Theobald (2007) identifies stresses for international faculty members as pretenure pressures, visa work, and varying levels of institutional support. Redden
(2008), cited challenges as ―the loss of professional identity; a lack of fluency in
a profession‘s language, and the absence of a professional and social networks.‖
These findings were evident in respondents‘ comments in this study.
Boice (1992) identifies attributes of successful new faculty members. These
behaviors include having positive attitudes about students and the ability to
teach relaxed paced lectures with student involvement. The successful incumbent
is prepared to find ways to improve their teaching is resilient and able to ask for
advice from senior faculty members. Success is having the ability to develop
social networks. Chua (2003), discusses how success is related to the style of
teaching. She recommends a student-centered approach..
The Science Education Resource Center, SERC (2009), at Carlton College, MN
describes how the USA students are more likely to ask questions in class,
question professors and contribute to class discussions. Professors in the United
States are less likely to conduct formal tutorials, favoring conversational
discussions. It is important to setting clear expectations about course
requirements..To overcome English language constraint it is suggested that
Power Point presentations be used
The literature review enriches the analysis of the challenges, transitions and
adjustments of the international faculty members at Central College, Iowa.
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3. Research Findings
3.1. How do faculty members with international backgrounds adjust to a
cultural and academic environment different from their own
experiences?
The participants described their former education systems as a process requiring
students to memorize facts, take notes, listen, record, and write extended
essays. Lectures were the norm. In their experience students were held
accountable for their own motivation and success. Faculty members identify the
impact of their own school environments as an enduring legacy and describe how
this has influenced their teaching methods:


My personal educational background has a huge impact on the way I
teach, in two different ways. In my country the style is ―sink or swim‖ and
some professors are proud of the low number of students that pass their
course.



In this country where everyone is ―above average,‖ self esteem, earned or
not, is of paramount importance, and the teacher‘s experience and
education are considered to be of little value to the ―consumer‖ i.e. the
student. The direct impact on my teaching has been a continual effort to
balance rigor with customer satisfaction.



I went through the traditional lecture-note taking system and I see the
advantages of more student engagement in the process of learning.



I had to memorize facts, data, formula, read classical literature and
poems, remember quotations, names and dates and be able to quote and
apply these facts in extended timed essay examination papers which were
submitted to external examiners. The examination system was designed to
differentiate between students, eliminating those deemed to be less
academically able.

American students are perceived as entering college not as prepared
academically in comparison to European or Asian students where entry into
institutions of higher education is more often an elitist selective process.
Overseas tracking and selection often begins in elementary schools and is based
upon intensive competition and demanding high school courses in mathematics,
writing, foreign languages, and the sciences. The survey respondents identify
cultural differences comparing their education experiences to those of their
students:


Students receive less language training in high school than in my country;
they are less prepared to deal with learning a foreign language and are
often overwhelmed by the amount of work they need to put in preparing
for class.



I was keenly aware of the competition and the importance of doing well.
Only a select few moved on to post-secondary education and only after
passing highly competitive and difficult entrance exams. Education was a
privilege to be earned and not a right to be squandered. The onus was on
the student to learn and not on the teacher to cater. Students in Iran have
a much more rigorous curriculum.

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011



205

Students are less likely to actually read and therefore inform themselves,
they are much more focused on just learning what is on the test.

These comments reflect the interactive teaching style suggested by Boice (1992)
and Chua (2003). Unlike the faculty members, American students view college as
an entitlement rather than a privilege, Black (2010).
3.2. What do foreign educators perceive as the challenges, transitions
and adjustments to be successful as college professors?
The faculty members are the products of different educational systems but they
are living and working in an era with a youthful computer-literate, mobile,
generation of learners who make conscious, reasoned choices. If international
faculty members are teaching for success then there is a need, for those who
received a more formal elitist education, to adjust to the American teaching
style. These comments illustrate perceptions of the differences in teaching and
learning styles:


Students here are less responsible for their own education, they expect to
be reminded about things that I as a student was always aware of: when
and where exams will be, what is on the exam, how to calculate my final
grade. They complain about lecture style classes. Students are very fast to
blame the professor for their poor performance. Many do not study
regularly and expect to get a good grade by studying the day before the
exam….then the exam is ―too hard‖



Students seem less interested in knowledge for its own sake and find it
hard to motivate themselves for knowledge that does not directly benefit
their grades. I was really surprised to learn students considered most of
learning exercises busy work.



I never tried to negotiate with the teacher the pace of the teaching but
now I find students are asking me to slow down, even if it means we are
behind in the schedule.

The responses provide examples of how the current generation of students
learns, Black (2010), (Oblinger and Oblinger 2005), SERC (2009) demonstrating
the dilemma of how to maintain rigor and provide a depth of knowledge in a new
era of interactive, technologically oriented, digital learners:


I‘m always conflicted about how much I should ―baby‖ my students. When
I think about it, I conclude that I should let them do things on their own
but I always end up caving in. I constantly remind them about when
assignments and exams are due, I give study guides, do review sessions
outside of classroom, try to use interactive teaching methods, use clickers
and quizzes to incentive them to study regularly.



I make lots of handouts, homework questionnaires, and add more and
more text summarizing on Power Point. I had to in order to have a
successful tenure-review.



Ours is a consumer oriented world and Central delivers a product. Keep
the consumer happy and we are an on-going enterprise. Instruction has
become more ―student-centered.‖
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My syllabus is very clearly defined with multiple exercises. Students will
only fail if they fail themselves.

It is evident from these comments that the college professors are cognizant of
the learning styles of students and the students‘ potential impact of on tenure
track reviews. Theobald (2007) states, ―foreign-born faculty are chagrined at the
increasing focus on student-as-consumer.‖ How then did the study participants
think students perceive them and what were the challenges in their interaction
with students in class? Faculty members wrote:


To my knowledge students perceive me as a demanding and strict teacher
but also someone they can turn to for help.



They see me as a hard professor, I do not entertain. As far as challenges
are concerned I cannot assume students know history, geography, or
world literature and this makes teaching quite impossible at times.



Most of my courses remained content and lecture oriented. I treat
students intelligently and expect a lot from them. Students appreciate not
being patronized. I have not had any bad experiences, the students are
entirely too Iowan nice and polite.

Colleges want to retain students for the full degree program so the quality of
teaching is an important factor and one which cannot be underestimated.
A further example of adjustments relates to the limited sense of global
awareness of students and the students‘ limitations when discussing issues of
global importance:


Students tell me that since the USA is the world leader and if they don‘t
have a good way to deal with environmental issues, obviously no one else
does.



An adjustment is realizing that American students know less than what I
did as a student. Students either want to pass the class or make a certain
grade in it. Few are in the class for acquiring knowledge. I assigned an
exercise - Ex. B on page 76 without mentioning the fact it continued on
page 77. Students did not turn the page as I had not specifically asked
them to do so.

It is apparent from these comments that the international faculty members have
a global perspective on world events yet some students do not have this breadth
of experience or exposure to an international perspective. Faculty members may
broaden the students‘ global perspective and interest in international affairs.
3.3. Is English your second or third language, if so how does this impact
upon your teaching and student comprehension?
Failure to communicating effectively in a second language can negatively impact
on the students‘ evaluation of the international faculty members. Redden (2008).
The respondents suggest a lack of comprehension by students may not be the
result of the language skills of the professor. The respondents state that
difficulties in comprehension may be due to the limitations of the student, their
lack of vocabulary and linguistic skills or failure on the student‘s part to study
and prepare for the class. These are a sample of the responses:
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It is technically my second language but by now it is my best language. If
anything their lack of comprehension and mastery of their own language
probably frustrates me more than them.



English is not a problem but I do know that some students have a limited
vocabulary
in the
English
language
and this
causes
some
misunderstanding.



My experience tells me that diligent or smart students hardly have
difficulties understanding me, not to mention content of complex material
in discussions, while for those who are not it is the first excuse for their
poor performance.



English is my third language but I am not aware of any comprehension
problems on the part of my students and I have no problem
comprehending my students at any level.



English is my second language. The vocabulary specific to my discipline I
learned in Spanish so sometimes I have an accent but technical terms are
very similar so it doesn‘t have such a large impact.



I have lived in the USA for a long time. I look Hispanic and have an accent
but I am adjusted to American culture. Because I have an accent in class I
get comments that make me realize they think I just arrived in the
country.

3.4. Is there a mentoring program which defines expectations? Is there
institutional support for international faculty members?
Respondents demonstrate there is support for international faculty members as
related to institutional academic expectations and work visa requirements. The
importance of this is described by Theobald (2007). Comments recognize this
mentorship:


My department chairperson and colleagues went out of their way to help
me settle down. The department meetings gave me some idea about the
teaching system. New faculty meetings helped me to learn about the
function of various departments. It was all very useful e.g. how to respond
to students with learning disabilities.



The college was efficient and supportive with the help of an immigration
lawyer to obtaining my H1B initial work visa. Department colleagues were
extremely supportive and wanted me to be successful. New faculty
workshops provided a bonding experience to meet other new faculty,
through these meetings we established our own faculty support group.



There was a retired faculty member who took an interest in my welfare
and helped me adjust.



Yes, primarily with faculty, but not the community since it is hard to meet
people in the community without kids or church membership.

The participants received support from their departments and other faculty
members in understanding institutional expectations.
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Conclusion
The original research conducted at Central College, Pella, Iowa contributes to an
understanding of the challenges, transitions and adjustments of an increasingly
mobile population of foreign professors working in U.S. colleges. Despite
orientation sessions, new appointees are required to adjust to the work place and
learn often unstated institutional expectations, however, international faculty
members have additional challenges resulting from cultural differences related to
their own educational background experiences. International faculty members
must adjust to a more informal teaching style, as American students prefer
teachers who use interactive learning situations with continuous feedback and
guidance. Respondents described how they adjusted to classroom situations and
accommodated students with more direct communication, collaboration and
personal conferencing, supporting students with exercises, Power Points
presentations, quizzes, written assignments, explicit outcomes and course
expectations. They set high standards and found that students responded to
rigor if the tasks were achievable and defined. Students did not perform well or
show initiative if assignments were not explicit. The professors acknowledged
that their own English language skills, fluency, and accents sometimes
challenged students‘ comprehension, but thought that some students used this
as a reason for poor performance and lack of preparation for class. It seemed to
be that poor student performance was a potential source of tension between the
professors and students.
Further research could address the questions: Does the desire for positive
professional reviews, coupled with the inability of students to achieve
competencies, result in lower educational standards? Are faculty members
changing styles from lecture to more student interactive strategies not just to
support student learning but to avoid poor student evaluations which impact
upon the tenure process? Is the college acquiescing to consumerist demands to
the extent that the institution cannot be an advocate for and encourage different
teaching styles inherent in a diverse faculty? Do the foreign faculty members feel
the current evaluation system is fair and recognizes their strengths and
institutional contributions? Are the international backgrounds and experiences of
the international faculty members being sufficiently utilized and recognized? If
there is a college goal to encourage a global perspective, and the institution is
serious about internationalizing the campus, should the recruitment and
retention of international faculty members be a significant institutional priority?
While working to achieve personal academic success, it is clear that the
international faculty members are advocates for their students. The international
faculty members demonstrate a global awareness and concerns for
environmental and world issues, and as a group are actively contributing to the
diversity of the Midwestern campus. The participants‘ responses indicate that
they are personable, engaging, and challenging students to develop a global
perspective. The unique quality of the descriptive data has value for institutions
of higher education and the governance of Central College, Iowa. The results and
conclusions may contribute to the discussion of how best to mentor and facilitate
the adjustment of international faculty members. The study should stimulate
discussion to define teacher-student institutional expectations, and describe
exemplary, effective, teaching practices. The research benefits all sectors of the
academic community, acknowledging the contributions of the international
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faculty members to promote academic excellence as they personally address the
challenges, adjustments and transitions of teaching in the USA.
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Abstract
This research study examines Bureau of Indian Affairs (BIA) schools‘ responses to
standardized testing policies and their reactions to the No Child Left Behind (NCLB) Act.
This paper represents the first full-length study of testing policies and NCLB on U.S. BIA
schools from the perspective of school principals, teachers, and administrators. BIA
educators shared varied views on the role of NCLB in improving the educational
opportunities for American Indian students at the expense of tribal language and culture.
It brings to light the limited social opportunities of thousands of American Indian
students attending BIA schools, and also provides current models of culturally-based
approaches to instruction.

Keywords
Alternative Assessment - American Indian Education - Bureau of Indian Affairs (BIA)
schools

Introduction
This research study examines Bureau of Indian Affairs (BIA) schools‘ responses
to standardized testing policies and their reactions to the No Child Left Behind
(NCLB) Act. The research project, the first full-length study of testing policies
and NCLB on U.S. BIA schools from the perspective of school principals,
teachers, and administrators, seeks to bring to light the limited social
opportunities of thousands of American Indian students attending BIA schools. It
also provides educators and policy makers with a status report of the role of
NCLB on BIA schools‘ initiatives that seek to maintain or expand culturally-based
instruction. The paper presents BIA educators‘ responses to these crucial
questions: How have federally-funded BIA schools changed their school and
classroom assessment practices to meet the needs of NCLB? How has NCLB
honored the American Indian traditions, languages, and customs? What do
principals, teachers, administrators, and students say about the role of NCLB on
their culture, curriculum, pedagogy, and assessment practices?
The purpose of this research is three-fold. First, the research examines the
impact of the 2002 NCLB on BIA schools and classrooms. Second, it explores
American Indians‘ social opportunity (i.e., language and cultural preservation) in
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light of NCLB. Finally, it investigates the role of curriculum, pedagogy, and
assessment practices in BIA schools prior to and after the Act became law.
The NCLB Act squarely situates U.S. Indian education policy within the federal
government‘s responsibility to American Indian people. Because of the BIA‘s role
and governance of education of American Indian students, and its standardsetting responsibility under NCLB, important questions about the appropriateness
of its role in educating American Indian students must be addressed (Deyhle,
1992). For example, can the Federal Government, vis á vis the BIA, make a
commitment sufficiently great as to ensure the success of that policy, whose
purpose is largely to undo the extraordinary harm that the federal government
has done to Indian peoples over the course of many years (Bubar & Vernon,
2006; McCarty, 2002; Reyhner, 2006)? Specifically, can ―public schooling in a
modern, materialist, capitalist society serve the well-being of cultures whose
worldviews are in important ways antithetical to those of European Americans?
And more generally, can a national agenda serve the well-being of all the
subcultures within that society?‖ (Tozer, Violas, & Senese, 2002 p. 227)

1. Background
Historically, American Indians have suffered at the hands of numerous outsiders.
This suffering started with missionaries and teachers in missionary schools who
were at least as interested in salvation as in education. According to many
observers, the regimen of the schools usually included training Indians to dress,
speak, and act like white people (Reyhner, 2006; Whiteman, 1986). Whereas
many of these church schools were replaced in the nineteenth century by locallyfunded and locally-controlled public schools, mission schools for American Indian
students were largely replaced by schools operated by the Bureau of Indian
Affairs (BIA). In contrast to most U.S. schools that enjoyed local control of their
educational institutions, the U.S. Department of Interior administered BIA
schools directly from Washington, D.C. At that time, Indians were not U.S.
citizens, and they lacked the right to control their own lives and the education of
their children (Eder & Reyhner, 1988; Reyhner, 2006; Whiteman, 1986).
American Indians attending BIA schools, in many parts of the country, were
expected to conform as one school director said, ―to the white man‘s ways,
peaceably if they will, forcibly if they must‖ (Whiteman, 1986). American Indians
that began their education did so in boarding schools, often far from home,
where they had their hair cut, where their native clothes were replaced, and
where they were often punished for speaking their own languages (Deyhle, 1992,
Whiteman, 1986; Reyhner, 2006). One of the first of these boarding schools was
located in Carlisle, PA (Meriam, 1928; Tozer, Violas, & Senese, 2002).
While official BIA school policy encouraged detribalizing Indians through formal
education (Deyhle, 1986; Eder & Reyhner, 1988; Whiteman, 1986), other
governmental officials viewed American Indians as savages that should be
exterminated from the earth (Murphy & Murphy, 1989). Obviously, these BIA
policies and governmental attitudes did not reflect the true needs of Indian
people, as more and more non-Indians began to realize in the early twentieth
century. After World War I, Indians received citizenship; during the New Deal
tribes assumed greater responsibility for their own governance, more Indian
heritage was taught in BIA schools, and local day schools replaced some
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boarding schools (Reyhner, 2006). The majority of Indian schools, however,
continued to operate under BIA control.
During the Civil Rights Movement of the 1960‘s, American Indians began a period
of increasing activism fueled by the American Indian Movement (AIM) that fought
on the part of the Indian people for community and tribal sovereignty. The work
of AIM led to The Self-Determination Assistance Act of 1975 (SDEA) which
focused attention on the substandard quality of American Indian schools (Tozer,
Violas, and Senese, 2002) and showed, once again, that the federal government
had shortchanged one of its cultural groups. Today, two-thirds of all Indian
children who live on reservations attend public schools that are not under BIA
control (Deyhle, 1992; Reyhner, 2006; U.S. Department of Education, 2004).
Nevertheless, a large number of American Indian students continue to learn in
BIA schools that are operated either by the BIA directly or their respective tribe
(U.S. Department of Education, 2004).
Quantitative statistics and existing research paint a limited, yet revealing, picture
of BIA schools and their students. BIA schools serve over 50,000 American
Indian students (U.S. Department of Interior, 2004) in 185 schools made up of
elementary and secondary day and boarding schools located on or near 63
reservations in 23 U.S. states (Cobb, 2004; U.S. Dept. of Interior, 2004). In the
2002-2003 school year, the BIA directly ran one-third of these schools, and the
remaining two-thirds were operated under BIA contracts or grants by tribal
agreement. Preliminary research reveals that NCLB has not had a positive effect
on American Indian students‘ high dropout rates or high teacher turnover but has
[emphasis added] led to the elimination of American Indian music, art, and social
studies from their curriculum (Beaulieu, 2004). American Indian students
attending BIA schools, like students in urban school settings, spend the majority
of their days on a curriculum that is focused primarily on reading and
mathematics instruction. Although it important that these students meet their
state‘s educational standards, they must not be detribalized like their ancestors;
they must not lose their language (Batchelder & Markel, 1997; Benally & Viri,
2005; Dye, 2002), and/or their culture and beliefs (McCarty, 2002; Reyhner).
This paper illustrates how BIA schools have responded and adapted to NCLB
requirements. The significance of this research is based on the dearth of research
on the American Indian educational experience and the impact of NCLB on native
languages and cultures. The limited research related to cultural and linguistic
survival (Batchelder & Markel, 1997; Dye, 2002; McCarty, 2002; Rhodes, 1989)
has ignored the impact of high-stakes testing accountability movement on
American Indians and their perspectives on NCLB (Clarke, et al, 2003; Kim &
Sunderland, 2004; Pedulla, et al, 2003).
Clarke and others‘ (2003) detailed accounts from a study of American educators‘
responses to high-stakes testing neglected to include American Indians‘
perspectives. This manuscript illuminates, through quantitative and qualitative
methods, how American Indian communities of learners have adapted to the
NCLB law. Employing descriptive statistical details from the National Center for
Education Statistics (NCES) databases, this research reveals that BIA schools
serve well over 50,000 students (U.S. Department of Interior Website, 2004).
Descriptive statistics show that more than 97% of the students attending BIA
schools are American Indian and more than three quarters of these students live
below the poverty line (U.S. Department of Education, 2004). Moreover,
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American Indian children attending BIA schools do so in physical environments
that vary from some of the worst in the nation to some of the best in the nation
(Bubar & Vernon, 2006).

2. Literature Review
By focusing on interactions among principals, teachers, students, and
administrators at BIA schools, this research builds on the current limited
scholarship examining federal policies as they pertain to American Indian
education (Brescia & Fortune, 1988; McCarty, 2002; Reyhner, 1994; Tozer,
Violas, & Senese, 2002). There has been a limited amount of research on the
protracted educational opportunities for American Indian students since the late
1980‘s. So, this paper examines BIA schools‘ responses to NCLB from the
perspective of principals, teachers, students, and administrators, which is in
stark contrast to prior research in this area that has limited input from the
schools‘ participants. While other works examining standardized testing of
American Indians have focused on the limitations of using standardized tests
with American Indian students (Deyhle, 1986; Goertz & Duffy, 2003; Rhodes,
1989), this work will move beyond the testing question and explore how the
schools‘ curricular and cultural dimensions have changed as a result of NCLB
(Brescia, & Fortune, 1988; Eder & Reyhner, 1988; Rhodes, 1989).
Recent research on the role of NCLB in schools across the country has challenged
educational researchers to focus on the impact, both positive and negative, of
this national legislation on U.S. public schools (Kim & Sunderland, 2004). In
addition to research on standardized testing, a Government Accounting Office
(GAO) report found that a standardized testing approach needed to move beyond
traditional and limited multiple-choice tests. The GAO report states that ―BIA
schools assess students‘ proficiency in language arts and math using a
combination of other measures including ‗authentic assessment ‗ (U.S. GAO,
2001).‖ These authentic assessment approaches, which appeared during the late
1990‘s, are often limited or excluded from standardized testing instruments (U.S.
Department of Education, 2004) because of the psychometric limitations of openended test items. However, by shifting the focus from American Indian students‘
standardized test performance (Shields, 1997) to the perspectives of principals,
teachers, students, and administrators views on the NCLB law, this research
revises existing scholarship on American Indian education from the usual federal
statistical report. It re-directs attention to the American Indian students and
their principals, teachers, and administrators instead of focusing on external
European-American conceptions of standardized education (Rhodes, 1989;
Swisher, & Deyhle, 1987). It also supports the idea that cultural programming
positively influences traditional student outcomes (Powers, Potthoff, Bearinger, &
Resnick, 2003).

3. Method
In order to develop a more complete picture of the BIA schools‘ responses to the
NCLB Act, data for this project were collected from both quantitative and
qualitative data sources. Multiple sources of data, such as principal, teacher, and
administrator interviews, direct observation, student test scores, and phone
interviews strengthen this study by allowing corroboration of findings.
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3.1. Quantitative Data
Quantitative data were collected from a ten-year sample of BIA school level data
from the U.S. Department of Interior and the National Center for Education
Statistics, as well as demographic and school funding information from the U.S.
Census Bureau. In addition, school level data from the U.S. DOE‘s Office of Civil
Rights (OCR) Secondary Schools Report were employed. Several aspects of these
quantitative data sources have relevance for this study. First, because the U.S.
federal government requires all U.S. schools to document their descriptive
statistical information, these federal data sources provide a plethora of technical
documentation for the 185 BIA schools. Second, these documents provide
compelling details of the status of education in these specialized American Indian
schools.
3.2. Qualitative Data
Because quantitative statistical records can often show more about what the
federal or state government statistics reveal, this research included several
quantitative research approaches to develop a more complete picture of the
status of language and culture in BIA schools. Phone interviews, using an
interview guide, were administered to a sample of 18 BIA schools‘ principals and
teachers, during the 2004-2005 school year, to gain a general picture of the role
of NCLB in the schools‘ curricular and testing practices. On-site ethnographic
interviews with principals, faculty, and students, as well as classroom
observations, and examples of student work, were collected at 12 BIA schools
located in Arizona, California, New Mexico, and Utah. The on-site BIA school
observations ranged from 1-2 days in length and were conducted from May –
June, 2005. The relevance of including qualitative data to accompany the
quantitative was twofold. First, the on-site visits provide essential data that can
be triangulated with the quantitative descriptive data and the preliminary phone
interviews. Second, ethnographic interviews have the potential of developing a
more complete account of BIA schools curricular practices as well as evidence of
the cultural aspects of the students. Finally, on-site interviews provide an
important contextual aspect of physical place that cannot be represented in a
statistical report.
3.3. Sample
Descriptive quantitative data were collected from the full population of 185 BIA
schools in the U.S. in the 2002-2003, 2003-2004, and 2004-2005 school years.
The BIA schools were identified from the Office of Indian Education Programs
website (OIEP, 2005), as well as the NCES (U.S. Department of Education,
2004). A randomly selected sample of 18 BIA schools was selected for
participation in telephone interviews. In an effort to maintain the confidentiality
of the participants, principals and teachers from the 18 schools completed
informed consent forms. Because of the large number of BIA schools in the
American desert southwest (54.41%), a convenience sample (Denzin, 1997) was
drawn for the on-site interviews that were conducted at 12 schools located in
Arizona, California, New Mexico and Utah during the 2004-2005 school year.
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3.4. Demographic Characteristics of BIA Schools
Nearly 98 percent of the students attending BIA schools identify themselves as
American Indian. As Table 1 shows, in the 2003-2004 school year there were
45,828 students attending 185 BIA schools. These specialized schools are
operated either by the BIA or by their respective tribe and serve students in
elementary, middle, and high schools.
Table 1: Number and Percentage of Students Attending BIA Schools by
Level and Percentage of BIA-Operated and Tribally-Operated Schools,
2003-2004 School Year, N = 185 Schools.
BIATriballyOperated
Operated
Number of
Percentage of
Students
Total
Schools
Schools
Level
Elementary
26,109
57.00%
Middle
7,562
16.50%
High
12,157
26.50%
Total
45,828
100.00%
34.78%
65.21%
Source: (2005) Information Education Sciences, National Center for
Educational Statistics, Status and Trends in the Education of American
[ Indians and Alaska Natives.

]

3.5. Phone Interview Guide
The four-part telephone interview guide consisting of 43 was developed to gain
an understanding of 1) the history of the BIA schools and their mission(s); 2) the
schools‘ students and teacher population; 3) school/program responses to
testing policies; and 4) how test results are used. The telephone interview guide
followed established guidelines for developing interview questions and for
conducting qualitative interviews (Denzin, 2003; McCracken, 1988; Patton,
1980). The guidelines and processes were developed to help gather evidence
that was relevant to the relationship between the schools and testing or schools
and NCLB. For the purposes of this research, only the third and fourth parts of
the phone interview will be presented. Responses from the respondents were
transcribed, and coded using open coding techniques (Denzin, 1997; Patton,
1980) which was followed by the development of themes that emerged from the
qualitative data analysis (Claire, 2003).
3.6. Ethnographic Observation
The ethnographic observations were deliberately less standardized than the
phone interviews in order to allow for emergent discoveries. The site-visits were
designed to confirm discoveries from the phone interviews and to uncover the
holistic nature of the culture of BIA schools. The ethnographic visits were
recorded using audio recorders and photographs; however, the recordings and
pictures were only used to identify themes and patterns in the observations. As
Clair (2003) states, ―Ethnography, [is] a way of engaging and expressing cultural
phenomenon‖ (p. 2) and thus creating a standardized observation instrument
would be contrary to the goals of ethnography.
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3.7. Results
Together, the quantitative statistics gathered from numerous federal databases
and qualitative data gleaned from phone interviews with BIA school principals
and teachers and on-site visits to selected BIA schools offer a complex portrait of
the role of NCLB on these specialized schools.
Quantitative results for selected outcomes and opportunity to learn indicators are
presented for BIA Schools from the 2002-2003, 2003-2004, and 2004-2005
school years. The percentage of students receiving free and reduced lunch
(80.10%, 80.30%, and 81.26%) remained fairly stable over the course of the
three-year time period. The graduation rate, however, dropped from 69.86% in
the 2002-2003 school year to just 42.61% in 2004-2005. Moreover, only
30.40% of the BIA schools met NCLB‘s Adequate Yearly Progress (AYP) in 20042005, with many BIA schools in danger of losing their meeting AYP status. The
Opportunity to Learn indicators represented by student proficiency in reading and
mathematics in presented in Table 2 show that around half of BIA schools‘
students were proficient or advanced in the 2002-2003 and 2003-2004 school
years, but due to schools‘ adoption of new state assessment programs, the
percentage of students scoring proficient in reading and mathematics fell to
38.33% and 34.70% respectively in the 2004-2005 school year. The percent of
highly qualified core area teachers was 94.51% in the 2003-2004 school year.
The percentage of teachers who have teaching at the current level for less than
three years was 51.30% in 2003-2004 and 49.25% in 2004-2005.
Table 2: Bureau of Indian Affairs Schools - Percentage of Selected Outcomes and Opportunity to Learn
Indicators - 185 Schools
Selected Outcomes

School Year
2002-2003
2003-2004
2004-2005*

Free and
Reduced
Lunch
80.10%
80.30%
81.26%

Graduation
Rate
69.86%
60.43%
42.61%

Opportunity to Learn Indicators
Percent
Schools
Meeting
NCLB AYP
30.40%

Percent of
Highly
Students
Students
Proficient or Proficient or Qualified
Advanced in Advanced in Core Areas
Reading
Math
Teachers
52.72%
54.11%
51.58%
54.56%
94.51%
38.33%
34.70%
-

Less Than 3
Years
Teaching at
Current
Level 51.30%
49.25%

Source: (2005). Information Education Sciences, National Center for Educational Statistics, Status and Trends in the
Education of American Indians and Alaska Natives . Office of Indian Education Programs (2004).
*In School Year 2004-2005, 103 schools chose to you their state's Assessment program. Drop in proficiency is reported to be
due to the change in Assessment systems.

Descriptive quantitative data which includes information like the number of
students, number of students with special needs, teacher student ratios, per
pupil expenditures and numerous other quantitative variables paints a particular
picture of the BIA schools which is accurate to a degree. However, telephone
interviews and on-site visits provide a complementary set of qualitative data that
can often tell a more complete version of a story.
Altogether these quantitative and qualitative research approaches address the
three goals of this research, which are: 1) to examine to examine the impact of
the 2002 NCLB on BIA schools and classrooms; 2) to explore American Indian‘s
social opportunity (i.e., language and cultural preservation) in light of NCLB; and
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3) to investigate the role of curriculum, pedagogy, and assessment practices in
BIA schools prior to and after the Act became law.
The qualitative ethnographic details about the schools, classrooms, and
educators were gathered during on-site visits at a sample of 12 BIA schools in
Arizona, California, New Mexico, and Utah during May and June, 2005. The onsite visits provided additional information for administrators and educators in BIA
schools, but also offered educational policy makers with data that cannot be
gleaned from statistical reports.
Questions from the phone interviews that addressed the BIA schools‘ responses
to testing policies and their use of test results found that BIA schools‘ principals
and teachers were more than willing to talk about their particular school‘s
situation when they learned that their responses would remain confidential. In
contrast, principals that chose to disclose their identity tended to be much more
supportive of the NCLB goals and the law‘s impact on their students. Preliminary
telephone interviews 18 BIA principals produced a varied representation of
schools‘ perspectives on NCLB goals, ranging from extremely constructive to
potentially destructive for their students‘ knowledge and skills, and to their
students‘ language and culture. For example, an NCLB supporter stated that
―NCLB has caused us to look at or increase the quality of the curriculum process
for subject areas that before we let go or loose or just unmonitored or not held
accountable.‖ At the other end of the spectrum, a teacher who had mixed
feelings about NCLB stated that:
―we spend most of our time on reading and mathematics…time is taken away
from social studies more than anything else, we used to teach [tribal] culture
during the day, we no longer do that. We do that after school now. We‘ve cut out
time on just about everything, plus added time to reading and math. We have
eliminated music and we have lost some in the arts.‖
Principals and teachers all agreed standardized tests and NCLB were influencing
their curricular and assessment practices. They also admitted that culture and
language instruction had been reduced or cut because of the federal mandate.
Phone interview respondents were unanimous on how NCLB has influenced their
curriculum planning and assessment practices, and each of them provided
detailed explanations for how their school was engaged in a particular activity in
order to meet NCLB. For example, when asked about how the school‘s curriculum
had been adapted in response to the respective school‘s state testing program,
one educator stated, ―it has forced us to align with state standards, where before
those were local decisions. Now there are centralized decisions for curriculum
direction.‖ Another group of respondents reported that they had ―implemented
Curriculum Mapping and Summer Data Workshops where faculty assessed the
test results and made changes in their curriculum maps to better meet the
testing standards on the competency test and the Stanford 10.‖ Every
interviewee presented a version of how their core curriculum is now aligned with
their state‘s standards and how they had ―met Adequate Yearly Progress (AYP)‖
or ―were working to meet AYP‖. The phone interviews reveal the clear presence
of NCLB-related jargon and a move to address the law‘s mandate in ways beyond
curricular planning.
The phone interviewed BIA schools, which included schools from all grade levels,
were not only talking about NCLB and AYP they were also engaged in actions
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they associated with ―meeting NCLB requirements‖ which they took to mean
standardized test-taking preparation. The respondents revealed that they were
devoting instructional time, teachers, and financial resources to prepare students
for various standardized tests. For example, one principal stated that
the teachers in the school test in the format of the state test, we‘ve hired a math
tutor, plus we teach testing skills, our curriculum coordinator goes into the
classes and teachers testing skills, how to take a test…we are doing several
things of this nature to help us prepare [for standardized tests]
Other principals and teachers reported similar test preparation strategies ranging
from having their students practice released test items to the ―costly adoption of
formal test preparation programs.‖ They almost all agreed that standardized
testing and NCLB were greatly influencing their curriculum and teaching;
however, one school stated that they ―used a more holistic approach that taught
concepts which came at the expense of higher test performance.‖
3.8. On-Site Visits
The on-site visits to a dozen BIA schools in Arizona, California, New Mexico and
Utah provided a window into the question about how social opportunities (i.e.,
language and culture) were maintained or deliberately ignored. The observations
occurred in six schools that were meeting NCLB‘s AYP and six that were not
meeting NCLB‘s AYP. Eight of the twelve schools were located in rural settings in
their respective tribal reservations, and four were located in more populated
locations on or near the perimeter of their tribal lands. The findings from this
sample of schools were often inconsistent with the reported results from the
quantitative data on BIA schools in general and the responses from the phone
interviews in particular. Two of the on-site visited schools that were meeting AYP
were selected to illustrate the general findings from the sample of twelve
schools. Both of the schools are K-6 schools and the teachers in the schools were
also similar. For example, in School A, a large part of their budget was devoted
to test preparation, and there was also a predominance of [x] tribal language
and culture throughout the hallways and classrooms. Numerous lessons were
presented in both the tribal language and English, and student work reflected
clear ties to the tribal language and culture. Yet School B also spends a great
deal of their financial and pedagogical resources on test preparation, however,
few classroom materials or assignments exhibited their tribal language or
heritage. What are the reasons for their success? The role of parents was
identified by both these schools as the reason why their school decided to
maintain language and culture, or why they have chosen to abandon their
language and culture. For the former, parents maintained that their tribal
language and culture was the essence of their children‘s future and that their
schools should support the maintenance of culture. For the latter group, parents
argued that teaching tribal language and culture were their responsibility, and
schools needed to prepare their children for the ―real world.‖ The difference
between the two schools may be explained by two related characteristics that
were found in all the sample BIA schools that were supportive of tribal language
and/or culture: 1) the culture of the school (Kornhaber, Fierros, & Veenema,
2005); and 2) a strong devoted cultural leader. Schools which did not promote
tribal language and/or culture did, of course, have a school culture but none
them had a strong cultural leader.
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The cultural leaders in the BIA schools that exhibited a supportive culture of
tribal language all had important roles in their respective BIA schools and were
both males and females. For example, in some BIA schools, the cultural leader
was the principal, while in other schools it was an individual specifically identified
to promote tribal language and culture. In most cases, but not all, the cultural
leader was a member of the school‘s tribe. In these schools all members of the
community knew the name of cultural leader, and all shared accounts of their
interactions with the cultural leader, and the importance of their language and
culture to themselves and their people. This strong cultural leader finding is
consistent with Powers, Potthoff, Bearinger, & Resnick‘s (2003) research which
shows that supportive personnel are strong predictors of school success.

Conclusion
This two-year project has provided a meaningful examination of how NCLB has
influenced federally-funded BIA schools curricular and assessment practices, and
how the federal law has impacted American Indian traditions, languages, and
customs. Although this work reports quantitative statistical results, it also
provides the important thoughts about NCLB from the perspectives of BIA
principals, teachers, and administrators. Moreover, the on-site visits to BIA
schools captured important aspects of the schools that do not appear via
statistical reports.
It is clear from this investigation that BIA schools have been greatly impacted,
for better and for worse, by NCLB. The study found that BIA schools were better
at aligning their instruction and assessments with state standards and NCLB. Like
other schools nationwide, BIA schools‘ respondents reported ―that they are
taking time away from other subjects such as social studies and art in order to
focus on reading and mathematics.‖ Yet, this better alignment to standards and
more focused curriculum has not shown positive outcomes in BIA students‘
standardized test scores, graduation rates, and English reading and mathematics
achievement. Perhaps the inclusion of cultural programming would be more
beneficial to raising student outcomes than focusing so much educational capital
on meeting NCLB.
In regard to American Indian‘s social opportunity (i.e., language and cultural
preservation), the impact of NCLB is not so clear. Although phone interview
respondents reported that NCLB was greatly influencing their students language
and culture, on-site visits to BIA schools, identified a small number of schools
that were maintaining their tribal language and culture, and meeting NCLB‘s AYP.
The key to NCLB and cultural success is likely due to what one principal called
her, ―on-site American Indian cultural activist‖ or a ―strong cultural leader‖ that
is responsible for insuring that tribal language, culture, and traditions are
embedded within the curriculum in meaningful and respectful ways. But, there
were also successful AYP schools that did not devote their instructional and
financial resources to language and culture maintenance. These non-cultural
schools are, to some extent, working to become ―detribalized.‖ Proponents of
American Indian‘s social opportunity (i.e., language and cultural preservation)
are dependent on the leadership and culture within their individual communities
to confront the external forces of NCLB that are working to standardize the
instruction for a large majority of BIA students
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Abstract
Parents are embarking upon the responsibility of teaching their children at home instead
of sending them to a public or private school. According to the National Center for
Education Statistics (December 2008), the number of home-schooled children increased
from 2.2% in 2003 to 2.9% in 2007. The hypothesis of this paper is that the number of
children in the United States who are home-schooled will continue to increase. Several
issues influence this increase. There is parental concern for school safety, distrust in the
ability of public or private institutions of learning to instill the skills their children will
need to compete academically with other children and the parents‘ desire to have
religious and moral instruction for their children. It has been documented that children
taught at home perform well when their academic skills are evaluated. This investigation
also looks at the social economic status of the children taught at home, the individual
circumstances under which parents choose to teach their children at home and the child‘s
ability to socially adjust and assimilate into society when the home-schooling is
completed. Findings demonstrate that the home schooled children are not lacking in
social adjustment
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Parents – Home – School
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Introduction
Home schooled by definition states the social conditions under which the child is
educated. Educating children at home with their parents as their primary
teachers is not a new practice. It was widespread in the United States until the
1870's with the passage of laws for compulsory school attendance. Since the
1960's and 1970's, there has been a resurgence of home-schooling as an
alternative to traditional schooling because of dissatisfaction with the traditional
compulsory schooling. (DiStefano, Rudestam & Silverman, 2005; Lips &
Feinberg, 2009; Moore, 2010). ―Home schooling is a form of education in which
children learn at home, with their parents, rather than in a conventional
classroom‖ (DiStefano, Rudestam & Silverman, 2005, 221). More and more
parents are embarking upon the responsibility of teaching their children at home
on either a full-time or part-time basis instead of sending them to a public or
private school (Princiotta & Chapman, 2006). DiStefano, Rudestam & Silverman
(2005) also stated that home schooling was increasing by 10 – 30% each year.
According to the National Center for Education Statistics (December 2008), the
number of home-schooled children increased from 850,000 in 1999 to 1.5 million
during the 2007 school year.
The hypothesis of this paper is that the number of children in the United States
who are home-schooled will continue to increase. This increase is caused by
several reasons. There is parental concern for school safety, distrust in the ability
of the public or private institutions of learning to instill in their children the skills
they will need to compete academically with other children and the parents
desire to have religious and moral instruction for their children. It is documented
that children who are taught at home perform well, when their academic skills
are evaluated. This study also looked at whether homeschooled children lacked
the ability to adjust socially. Therefore, other crucial questions need to be
addressed. How well has the home schooled child participated in or acclimated
himself/herself to society? Does the child who was educated at home have
difficulty being productive in society?
This paper looked at the individual circumstances under which parents choose to
teach their children at home (or home-school their children) and the child‘s
ability to socially adjust and assimilate into society when the home-schooling is
complete.
This analysis will also discuss the effect and the prevailing attitudes that home
schooling is having and will continue to have on the institution of public
education in the United States (U.S.). What are political ramifications associated
with home schooling? What are some of the stipulations that the individual states
in the U.S. place on parents who teach their children at home? To what extent
will home schooling be allowed to continue to grow? To what extent will the
entities such as teacher unions, teacher certification agencies and the state
board of education allow parents to continue teaching their children at home?
This paper is looking at the legal concerns, the rationale under which parents
choose to teach their children at home and the criticisms of home schooling.
As previously mentioned, ―according to the 2003 statistical report of the
Department of Education‘s National Center for Education Statistics,
approximately 850,000 students were homeschooled in 1999. The same report
stated that the number of home-schooled children grew from 850,000 in 1999 to
1,096,000 in 2003 (Princiotta & Chapman, 2006). The National Home Education
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Research Institute figures reveal that about 2,400,000 children were educated at
home during the 2005-06 school year, and that the number of children being
homeschooled continues to grow each year. The National Home Education
Research Institutes (NHERI) indicates that number stands at around 2,400,000‖
(Lip & Feinberg, 2009, 23). Although the number of homeschooled children is
growing, the approximate 2.4-million homeschooled children is small in
comparison to the 56.1 million that attend a conventional school (Department of
Education Statistics, 2000).

1. Rationale for homeschooling in the United States
Parents (Apple, 2006) have become more concerned about physical dangers to
their children, because of stories of school violence. School violence that was
once seen as an urban problem is becoming more prevalent in the suburban
schools. Apple also states that, in many cases, parents of color will home school
their children to protect them from the effects of racism in the United States
(U.S.) school system. Shujaa‘s comments (1998) support homeschooling and
voice concern of the United States school system. She addresses the negative
effect that the system can have on African-American students. She states that
when she hears an African person in the U.S. equate schooling with education,
she becomes concerned for the cultural future of African Americans. She states
that individual success in schooling is often a matter of demonstrating one‘s
ability to represent the interests of the European-American elite. The result is
that too many of the best and brightest become inaccessible to the AfricanAmerican community, because they have experienced too much schooling and
too little education.
The concern over school violence, racism and special interests; along with the
wider accessibility to tools that make it easier for parents to engage in it has
stimulated the growth of home schooling (Apple, 2006, p. 194). He states that
one of the most important tools that encouraged home schooling is the
accessibility of the internet to the parents.
Lip & Feinberg (2009) stated that according to the Department of Education‘s
National Center for Education Statistics (NCES) specific concerns by parents such
as school environment (85%), dissatisfaction with the academic instruction
(68%) and a preference for religious and moral instruction (72%) that is not
provided in traditional schools were the most prevalent reasons for
homeschooling. Dr. Brian Ray (2008), President of the National Home Education
Research Institute, lists responses from 7,306 participants who were asked why
they home school. Their responses were as follows:
79.5%

Believed they could give their child a better education at home

76.7%

Cited religious reasons

73.5%

To teach their children particular values and beliefs

69.2%

To develop character/morality

66.7%

Object to what school teaches

56.1%

Poor learning environment in school

http://www.brighthub.com/education/homeschooling/articles/87123.aspx
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The following information from the 1999 statistics of the National Center for
Education Statistics (NCES) shows the number and percentage of homeschooled
students in the United States (Bielick & Chandler, 2001).
Reason for homeschooling

Number of
Percent s.e.
homeschooled students

Can give child better education at home

415,000

48.9

3.79

Religious reason

327,000

38.4

4.44

Poor learning environment at school

218,000

25.6

3.44

Family reasons

143,000

16.8

2.79

To develop character/morality

128,000

15.1

3.39

Object to what school teaches

103,000

12.1

2.11

School does not challenge child

98,000

11.6

2.39

Other problems with available schools

76,000

9.0

2.40

Child has special needs/disability

69,000

8.2

1.89

Transportation/convenience

23,000

2.7

1.48

Child not old enough to enter school

15,000

1.8

1.13

Parent's career

12,000

1.5

0.80

Could not get into desired school

12,000

1.5

0.99

22.2

2.90

Other reasons*

189,000

According to a 2001 U.S. Census survey, 33% of homeschooling households
cited religion as a factor in their choice. The same study found that 30% felt
school had a poor learning environment, 14% objected to what the school
teaches, 11% felt their children were not being challenged at school, and 9%
cited morality. (Bauman, 2001)
According to the U.S. DOE's "Homeschooling in the United States: 2003", 85
percent of homeschooling parents cited "the social environments of other forms
of schooling" (including safety, drugs, sexual harassment, bullying and negative
peer-pressure) as an important reason why they homeschool. 72% cited "to
provide religious or moral instruction" as an important reason, and 68 percent
cited "dissatisfaction with academic instruction at other schools. Seven percent
cited "Child has physical or mental health problem", 7% cited "Child has other
special needs", 9% cited "Other reasons" (including "child's choice," "allows
parents more control of learning" and "flexibility‖ (Princiotta, Bielick & Chapman,
2006) Other reasons include more flexibility in educational practices for children
with learning disabilities or illnesses, or for children of missionaries, military.
The manner in which No Child Left Behind defines success and failure has caused
numerous complaints. There has been little though about the effect as well on
the ways in which the constant stress on ―failing public schools‖ can act to make
such things as home schooling—one of the fastest growing transformations in
education today, with many more children and parents involved than in charter
schools or voucher programs—that are much more attractive (Apple, 2006, 90).
Apple (2006, p. 195) states that many Christian parents believe that it is God‘s
will for them to educate their children at home. He lists the following as home
schooling advantages:
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Parents can present all academic subjects from a biblical perspective and
include spiritual training.



―The fear of the LORD is the beginning of wisdom, and the knowledge of
the Holy One is understanding‖ (Prov. 9:10 NAS).



Home schooling makes quality time available to train and influence
children in all areas in an integrated way.



Each child receives individual attention and has his unique needs met.



Parents can control destructive influences such as various temptations,
false teachings (including secular humanism and occult influences of the
New Age movement), negative peer pressure, and unsafe environments.



Children gain respect for their parents as teachers.



The family experiences unity, closeness, and mutual enjoyment of one
another as they spend more time working together.



Children develop confidence and independent thinking away from the peer
pressure to conform and in the security of their own home.



Children have time to explore new interests and to think.



Communication between different age groups is enhanced.



Tutorial-style education helps each child achieve his full educational
potential.



Flexible scheduling can accommodate parents‘ work and vacation times
and allow time for many activities (Apple, 2006, p. 195).

Although there is rationale and data documenting the positive effects of home
schooling (Lips & Feinberg, 2009; Ray, 2008; DiStefano, Rudestam & Silverman,
2005; Barrett, 2003; Lines, 2000), homeschooling also has its criticisms. Critics
claim that the homeschooled children are not provided with the opportunities of
group interaction as provided by the public school system. It is also stated that
homeschooled children because of the lack of interaction and exposure provided
by the socio-economic groups, found in the public school system, may become
intolerant or bigoted. There is also the claim that the home schooled children
may be taught by parents who do not have the academic credentials of those
teaching in the public school system. Therefore, parents may be ill informed
(DiStefano, Rudestam & Silverman, 2005; Rups, 2005).
In response to the critics of homeschooling, data (DiStefano, Rudestam,
Silverman, & Rupp, 2005) demonstrates that homeschooled children are
successful on standardized tests. They appear to perform as well and or better
on standardized tests. They are able to handle the challenges of college as well
or better than those who were educated in the traditional manner. In fact, those
who were homeschooled successfully attended Harvard, Stanford, Cornell,
Brown, Dartmouth and Princeton.
Information also demonstrates that homeschooled children are academically
proficient, well socialized, self-confident and do not demonstrate behavioral
problems. Most of these children participate in many organizations and activities.
They participate in 4-H Clubs, scout troops, music and dance lessons, art and
drama workshop and plays (DiStefano, Rudestam & Silverman; Rupp, 2005). A
National Home Education Research Institute (NHERI) survey of over 10,000
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home schooled students found that 98% participated in two or more regular
activities outside of the home and 30% worked as community volunteers as
opposed to 6-12% of public school students (DiStefano, Rudestam & Silverman;
Rupp, 2005).

2. Legal Concerns
Homeschooling is legal in all 50 states in the United States. Pierce v Society of
Sisters (1925) and Farrington v Tokushige (1927) stated that the state could not
force all children to attend public schools or follow a uniform educational
curriculum. Later, the court cases of Yoder v Wisconsin (1972) and Perchemlides
v Frizzle (1978) stated the constitutional right of parents to teach their children
at home. However, there are varieties of regulations that differ from to state.
The regulations differ from being permissive to restrictive (DiStefano, Rudestam
& Silverman, 2005). In some instances in the United States, parents were forced
to keep a low profile when homeschooling their children because of the laws of
the state in which they were living (Morgan & Allee, 1999). The states regarding
regulations seem to fall into three categories (Madison, 2008). There are those
that require virtually no regulations, those that have small requirements and
those states that have moderate regulations.
There are ten states (Idaho, Alaska, Texas, Oklahoma, Missouri, Illinois, Indiana,
Michigan, Connecticut, and New Jersey) in the United States which are
considered to be homeschooler friendly (Madison, 2008; Lip & Feinberg, 2009).
Madison (2008) explains that the reasons that these schools are considered
friendly to parents who either currently home school or are considering the task
is that there are no forms to complete or telephone calls the parent needs to
make. The aforementioned states also allow flexibility in their curricula and
flexibility in the amount of time that parents spend on educational endeavors.
There are fifteen states that require low regulations such as requiring the parent
to notify the district of the intent to home school a child of compulsory
attendance age. These states (California, Arizona, Nevada, New Mexico, Utah,
Montana, Wyoming, Nebraska, Kansas, Wisconsin, Kentucky, Mississippi,
Alabama, Delaware and the United States capital city of Washington, D.C.) also
require no testing, no reporting no home visits by the school district (Madison,
2008).
Those states (Washington, Oregon, Colorado, South Dakota, Minnesota, Iowa,
Louisiana, Arkansas, Tennessee, Florida, Georgia, North and South Carolina,
Ohio, West Virginia, Virginia, Maryland, New Hampshire, Maine and Hawaii)
which have moderate regulations require written parental notification, state
standardized test scores and professional evaluation of the homeschooling
students‘ performance (Madison, 2008).

Conclusion
In conclusion, some parents are concerned about the overly standardized
curriculum (Apple, 2006). Some parents believe that interest-led learning
(Morgan & Allee, 1999) is a powerful tool in the home school curriculum that
parents are able to accomplish much easier than the classroom teacher is. Other
parents are concerned for the safety of their children by the preeminence of
media coverage of violence in the schools. This violence occurs at all levels in the
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public school system from the very young (kindergarteners, first graders, etc.
and high school). The influence of the media articles has added to the fears and
concerns of parents in their rationale to home school their children.
The above reasons among others mentioned in the paper provide an argument
for homeschooling. One, also, cannot ignore the information documenting the
success and the preparation of the child who is homeschooled versus the child
educated traditionally in the United States public school system. Due to the
impact of home-schooling in the U.S., the authors of this paper will explore
homeschooling more extensively. A topic that the authors will investigate is
encompassed in the following statement ―Public school teachers and home
educators often see themselves as adversaries. But if they can come to see
themselves as part of a larger community with similar needs and goals, they can
help and support one another in educating children (Anderson, 2006, p. 468).
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Abstract
So far, the concept and practice of school readiness and children‘s transition into primary
school have not yet been investigated comprehensively in a developing country like
Indonesia. Much of the literature and research into school readiness and transition to
primary school, concentrate on the perspectives of teachers or parents, and were mostly
western in nature. There have been relatively few attempts to investigate the
perspectives and practices of school readiness and transition from a whole schooling
philosophy. Even in developed countries literature on school readiness and transition
issues are debatable as diverse approaches and concepts have been advocated. In the
Indonesian context debate on the concept and practice of school readiness and transition
to primary school have just begun, and not established yet. Grounded in
Bronfenbrenner‘s Ecological Theory (1998), this paper analyses the concept and practice
of school readiness and transition to primary school in Indonesia. The paper considers
how different stakeholders in Indonesia prioritize different aspects of school readiness,
and the values and beliefs that underpin this. By examining and discussing stakeholders‘
perspectives and practices, the paper advances arguments for a whole schooling
approach of child readiness and transition to primary schools in Indonesia.

Keywords
School readiness - Transition to primary school - Whole schooling approach

Introduction
This paper analyses the concepts and practices of school readiness and transition
to primary school in Indonesian context and considers how different stakeholders
in Indonesia prioritizes different aspect of school readiness. The motivation for
this research is the result of the first author‘s experience of working with
Indonesian government as a National Ad Hoc Team member in Early Childhood
Policy development, and as an assistant consultant of National Early Childhood
Education and Development Project. As a National Ad Hoc Team member, she
worked with the Board of National Education Standards (BSNP), designing the
Early Childhood Education Standard for Indonesia. While working as an assistant
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consultant of the National Early Childhood Education and Development Project,
she collaborated with Indonesian Government, World Bank, and Department of
National Education to increase awareness of the complexities of children‘s
development, particularly in pre-schools and how they can be supported to
experience a smooth transition to primary education. The second author became
part of this project when he assumed the role of an academic advisor to the first
author.
In general, the place of school readiness in transition to primary school programs
has been gaining an increasing attention among stakeholders such as parents,
teachers, researchers and education policy makers (Brooker 2002, Bohan- Baker
& Little 2004, Cassidy 2005, Dockett & Perry 2007, Dunlop & Fabian 2003,
Margetts 2005, Peters 2004). These researchers have reiterated the importance
of a collaborative approach to school readiness because of its impact on
children‘s smooth transition to primary school. Internationally, available
literature on child readiness remains complex, debatable, and still evolving. As a
result, different countries, both developed and developing have tended to apply
diverse approaches and concepts of school readiness and transition into primary
school (Graue 2006).
Kagan and Rigby (2003) argue that the term school readiness is often bias
towards children‘s academic capability such as the ability to read and write.
Janus and Offord (2007) conceptualised school readiness as a holistic processes
that integrates cognitive, social emotional and physical components of the child.
Consistent with this concept, the National Association for the Education of Young
Children (NAEYC) explains that schools must be able to respond to a diverse
range of abilities within any group of children, and the curriculum in the early
grades must provide meaningful contexs for children‘s learning rather than
focusing primarily on isolated skills acquisition.
A child‘s transition to school has long been associated with school readiness.
Internationally, there is an increasing understanding of the importance of
transition for children entering primary schools. Many researchers highlight the
potential significance of children‘s transition to school (Pianta & Cox 1999, Pianta
& Kraft-Sayre 1999, Christensen 1998) and as such have developed programs
and guidelines to make children‘s transition to school a positive and successful
experience (Broström 2000). A typical example is the Starting School Research
Project in Australia which provides examples of effective strategies on transition
to school programs and describes the most important issues for children,
parents, and educators as children enter school (Kirk-Downey & Perry 2006).
In the Indonesian context, debates on the concept and practice of school
readiness, and transition to primary school have just begun therefore,
understanding how school reading is currently conceptualised and practiced in
Indonesia is critically important.

1. Literature and theoretical framework
Researchers argue that readiness is influenced by family, community and school
expectations, including children‘s attributes (Dockett & Perry 2007). Kaufman
(2004) observes that whilst some teachers emphasize readiness in a social
domain, parents tend to emphasize academic readiness. Other authors posited
that school readiness should be seen as having four interrelated components
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namely; children‘s readiness for school, school‘s readiness for children, and the
capacity of families and communities to provide developmental opportunities for
their young children (Emig et al 2001, Kagan & Rigby 2003, Rhode Island KIDS
COUNT 2005). Astbury (2009) maintains that transition is about supporting a
child to feel valued, comfortable, and ready to learn. Transition is a process
rather than an event and is built on relationships between all stakeholders in
education, for example, children, their families, educators, and community.
Transition to school itself can be a positive or negative experience. Children‘s
first experience of school and their attitude to school can greatly affect their
further learning outcomes, and their cognitive, social, emotional development
(Astbury 2009). There are a number of factors that either facilitate or hinder
school readiness and transition process at either an individual, family or
community level. These include socioeconomic status (which often interacts with
race or ethnicity), the child‘s health, family background characteristics,
particularly the mother‘s education, single- parent status, and mental health, the
home and community environment, including risk factors and literacy-related
factors; and participation in some type of quality preschool program.
1.1. Contemporary View of Child Development
Bronfenbrenner‘s concept of the ecology of human development views child
development as occurring in nested settings throughout the life course
(Bronfenbrenner 1998). These nested systems connect to family and home,
school, community and society (Emig & Scarupa 2001) which directly or
indirectly impact on the child‘s development. Invariably, activities joined together
by family, teachers, community, and government, are important parts of
ecological process for children entering primary school as the processes of
transition are related and combine the most important aspects in the child‘s life
(Yeo & Clarke 2007). Thus, child transition to school and their ability to continue
learning is influenced by a variety of personal and family characteristics, societal
and family trends, contextual and life experiences. It can be argued that since
these nested systems are not static, the concept of childhood, readiness, and
transition itself are not constant but are fluid and embedded in social, political,
economic changes.
We therefore asked the following research questions:


What does it mean to be ready for school in Indonesia?



How do different stakeholders (teachers, parents, school managers and
education policy makers) in Indonesian context prioritize different aspects
of school readiness?



What are the perspectives of teachers, parents, school managers and
education policy makers on school readiness?

1.2. A whole school approach
We approached this study with the whole schooling concept in mind. A whole
school approach to school readiness and transition considers complementary
systems within and outside the school, working together for the common good of
the child, teachers and families. The key dimensions included: school cultures
and environment; curriculum development and school practices; teaching and
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learning; internal and external partnerships with parents and community
organisations; services and ethics of care. A whole school approach sits at the
heart of collaborative practice between preschools and primary schools and
considers all the members of the school community in all the areas of children‘s
life (See International Journal of Whole Schooling at http: //www.
wholeschooling.net/Journal_of_Whole_Schooling/IJWSindex.html).

2. The research context
This pilot study took place in Jakarta (Indonesia), Southeast Asia‘s largest
country that spread across a chain of thousands of islands between Asia and
Australia with 17.508 islands, 33 provinces, more than 300 ethnically distinct
groups, 583 local languages and dialects, and 219 million people (Statistical
Yearbook of Indonesia 2005/2006). Indonesian government has started a pilot
project on early childhood development in some regions of Indonesia to enhance
school readiness of preschool children. The project is being managed through
inter-ministerial cooperation (Ministry of Education, Health, Population, and Local
Government) and financed by the World Bank loan. This project is conducted in
Jakarta with the purpose to contribute to the government‘s national development
vision of a peaceful, just, and democratic Indonesia through early childhood
education (Sardjunani & Suryadi 2005).
2.1. Methodology
We located this research in an interpretive framework as we wanted to represent
the voices of participants through think and rich reporting. Sheppard (2006)
argues that an interpretivist‘s perspective is concerned with how people make
sense of the world, and the understanding that there is ―no one single view of
the world, and that individuals and groups can interpret the world in widely
different fashions.
2.1.1. Participants
Initially we sent a letter with explanatory statement and consent forms to the
schools where the first author has worked within the last two years. Parents
whose children attend the various schools were also contacted to volunteer for
participation in the research. A summary of those who agreed and participated in
the research is summarised in Table 1.
Participants
Teachers
Teachers
Parents

Organisation
Primary school
Preschool
Parent/teacher
association
members

School managers

Preschool and
Primary School

Number
10
10
20 (10
representing
primary and the
other 10
representing preschools)
5

Table 1 Distribution of participants in the study

Method of selection
By formal invitation
By formal invitation
By formal invitation

By invitation
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2.1.2. Data collection
We collected data through focus group discussions. Two focus groups of five
members in each group were conducted with primary and preschool teachers
respectively, in their schools at the end of the school day. The parents‘ focus
groups of 10 members in each group were conducted in the various schools‘
parent-teacher common rooms. School managers‘ focus groups took place in
their office conference room. A questionnaire was developed to guide the focus
group discussions. Sample questions included:


What do you look for in children who are ready for school?



What is your understanding of school readiness?

Each focus group lasted about an hour. Other questions discussed were related
to the aspects of school readiness the participants‘ prioritize and how these
impact on school readiness and transition to primary school.
2.1.3. Data analysis
We used Ritchie and Spencer‘s (1994) ‗Framework‘ analysis to analyse the data.
First, to avoid bias, we developed a coding scheme which guided us in reading all
the focus group transcripts several times to search for teachers‘, parents‘ and
school managers‘ shared understanding and perceptions of school
readiness/transition, and the aspects of school readiness and transition that they
privileged. This stage is what Ritchie and Spencer (1994) refer to as data
familiarisation. While doing this, we examined the verbal comments in relation to
Bronfenbrenner‘s ecological system theory, and juxtaposing it with the Whole
Schooling Principles. We then refined the coding scheme and applied a thematic
framework, grouping data which appear to have the same level of common
strand to extract relevant themes.
2.2. Findings
The data reveal three themes from the analyses. These themes are related to
‗Gaining entry to the favourite school,‘ ‗National policy prescriptions and
accountability,‘ and Professional knowledge.‘
2.2.1. Theme 1: Gaining entry to the favourite school
The findings indicate that school readiness is conceptualised by the participants
in purely academic terms. The participants perceive cognitive and language skills
or curriculum areas such as literacy and numeracy in determining children's
readiness for school. Their perspectives relate to young children passing entry
level tests as a way of determining the individual child‘s potential against some
set of standard expectations or desirable attributes (Wulan & Fridani 2010). For
example, some parents said:
in my opinion, when children are entering primary school, they should be ready
to read, write, and count. These skills are very important to be successful in
primary school (parent focus group transcript).
The pre-schools, teachers also appeared to concentrate on teaching children to
pass their primary entry examination as the number of children who pass would
mean their schools are doing well.
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We train preschool children to be ready to school by teaching them reading,
writing, and counting regularly. Besides, drilling them to read, we also give them
opportunity to play so they will not feel stressful (pre-school teachers‘ focus
group).
Other teachers recounted:
in our school, we try our best to prepare children to be ready to learn in primary
school. We also consider parents‘ expectation of their children to be good at
reading, writing and counting. So at the end of the term we train children
intensively about reading, writing and counting, so they will be ready to adapt
with the primary school tasks (Pre-school teachers‘ focus group).
Although some parents recognise that ready to be independent and make friends
are more important than learning reading and counting they still support the
favourite school argument:
we cannot deny that children should be ready for the academic tasks at primary
school. Further, it is the requirements to be accepted in a favourite school
(Parents focus groups).
For these reasons it appears the teachers and parents would rarely provide
chances for children to express their feeling, interest, and creativity but rather
use firm discipline and threatening of young children to ensure that they
memorise their school lessons in order to pass their tests.
2.2.2. Theme 2: National policy prescriptions and accountability
The study also highlighted that although the teachers recognise that they have to
consider all aspects of children‘s development such as physical, emotion, social,
language, and moral-religion, they find this very difficult to implement.
it is difficult to implement all these different things…teachers have to work very
hard to teach children to read, write and count so they can adapt with the
primary school tasks later, this is ‗the policy‘…what matters at the end is how we
give account of our teaching…you can measure it by the number of children who
can read and write (Teachers‘ focus group transcript).
Other teachers argue that they have lots of targets in learning that should be
achieved in the curriculum which the school managers have also confirmed:
in making decision about priority aspects of school readiness, our school follows
the government policy by considering the national curriculum indicators of
children‘s development. Besides giving attention to children emotional maturity,
we also emphasise academic skills for them to be ready to school…this fulfils the
school‘s mandate (School managers‘ focus groups).
In this respect, we recognize that there are specific issues related to Indonesian
education policy and school policy context, as well as teachers‘ and parents‘
perspectives and practices of school readiness.
2.2.3. Theme 3: Professional Knowledge issues
The third theme relates to professional knowledge of teachers with regard to
early childhood development. The results suggest that the majority of teachers
lacked current research knowledge in child development, school readiness, and
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effective components of transition to primary school. Therefore they emphasise
academic competence in the form of reading and writing. This was revealed by
the policy makers‘ statements:
we know that our government encourage teachers to provide a good
environment for children to be ready to school. So we expect that teachers
should implement learning through play and cater for all aspects of children‘s
development but the challenge is that we have limited number of professional
teachers in early childhood area (Focus group transcript, Education policy
writers).
Again, there is evidence in the data to suggest that the pre-school and the
primary teachers who participated in this pilot study were not receiving the
needed professional development that could support their professional and
pedagogical knowledge in school readiness and transition to school:
Some of us do not have any formal training in school readiness. We only know
that if children are able to read and write then they are ready to enter primary
school…we do not think about any other area of the child‘s development… regular
training and resources can help us support the children (Preschool & Primary
school focus groups).
We argue that all the three themes are interrelated and also too complex to
cover in this paper. We therefore provide a brief discussion of the findings.
2.3. Discussion
Based on the findings of this pilot study we come to agree with scholars from
different disciplines that readiness does not exist only in the child, but it has
united elements such as families, early childhood settings, schools,
neighborhoods, and communities (Kagan & Rigby 2003), and yet the participants
in this study perceived school readiness in terms of reading and writing.
Children‘s readiness for school, is essentially based on the capacity of families
and communities to provide developmental opportunities for their young children
(Emig & Scarupa, 2001) and readiness initiatives must be supported by
government programs, policies and funding (Dickens et al. 2006, Lynch 2006,
Mustard 2006). Yet, we found in this study that readiness and transition is solely
based on reading and writing and neglects other aspects of the child‘s
development. The competition to get a child to a favourite school, government
and curriculum accountability and the lack of professional knowledge prove to be
strong barriers to school readiness and transition to school as these focus on
isolated constructs of development. It appears development is considered by the
participants to be solely inherent in the child thereby neglecting the impact of
complementary environmental and school factors espoused by the Whole
Schooling Principle. This situation suggests that at this stage, the concept of
school readiness and transition to primary school in Indonesia has not been
integrated with Indonesian goals which are to provide a positive environment for
young children, including the psychosocial aspects of development. School
readiness as it is currently conceptualised and practised in Indonesia is limited,
because it is considered as a simple product of maturation or chronological age
and focused on specific characteristics and capabilities of the child (Crnic &
Lamberty 1994, Kagan & Rigby 2003). This means that when the child achieves
high scores then he/she is believed to be ready for school. It brings a

238

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

consequence that early childhood services, schools and communities are not
involved in promoting school readiness. Other issues related to the
implementation of "push-down" curriculum.
The adoption of psychometric tests to universally measure children‘s ability to
make transition from kindergarten to primary school is not only flawed but fails
to recognise the tacit cultural factors that compose individual children‘s identities
and behaviours (Agbenyega 2009, Ryan & Grieshaber 2005, Gonzalez-Mena
2008). Concentrating on academic tests only may result in children experiencing
transition to school as a culture shock as each school day brings many and varied
challenges to children (Perry, Docket & Howard 2000). Although in Indonesia, it
has been proposed in the education policy that early childhood services should
consider all aspects of children‘s development there is no evidence in our current
research to support that this is happening.
We argue that a good readiness and transition program must consider the child‘s
ecology and complementary systems in families, school culture, policy
procedures, training and resources to provide a Whole Schooling Approach to
school readiness and transition because what happens within families will
influence a child‘s development.

Conclusion
Several questions emerge from this study regarding whether transition to
primary school is a one-off event or a bridging process. The results enlighten us
to think about who would be responsible to prepare children for transition, and
the challenging question about the place of school readiness in transition to
school programs (Kitson 2002). One important idea that emanated from this pilot
study for us is that school readiness and transition to primary school may vary
with respect to context, however, alluding and framing school readiness and
transition within a Whole Schooling Approach promised establishing collaborative
approaches that ensure a comprehensive and quality school readiness and
transition programs no matter what context it takes place. We also recognised
that the participants are a selected few, and therefore this is not a representative
account of the Indonesian situation with respect to school readiness and
transition to primary school but a snapshot. The next stage of this study will
employ a mixed methodology (surveys, and interviews/observation to gather
comprehensive data which we hope will provide more insight into school
readiness and transition process to primary schools in Indonesia.
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Résumé
Le développement d‘une culture entrepreneuriale et des valeurs sous-tendues fait
aujourd‘hui partie des objectifs de nombreux systèmes éducatifs et est fortement
encouragé par l‘UNESCO. Il en va de même du développement durable, compte tenu des
conséquences dramatiques de sa mise à l‘écart. Dans cette perspective, un programme
de formation universitaire en enseignement professionnel et technique s‘avérerait propice
au développement d‘une culture entrepreneuriale respectueuse des visées du
développement durable, car les enseignants qui en émanent pourraient transmettre les
valeurs correspondantes à leurs élèves. Pour vérifier cette hypothèse, nous avons
répertorié les valeurs généralement admises dans les écrits traitant d‘entrepreneuriat ou
de développement durable et celles véhiculées dans les documents qui définissent le
programme de formation à l‘enseignement professionnel et technique de l‘Université
Laval (Canada). Nous avons comparé et catégorisé ces valeurs autour de valeurs de
référence reconnues pour obtenir un ensemble de valeurs commun à l‘entrepreneuriat,
au développement durable et à la formation à l‘enseignement. Le résultat sert de base à
l‘élaboration d‘activités pédagogiques pouvant favoriser le développement de ces valeurs
en cours de formation et est généralisable à d‘autres programmes.

Mots clés
valeurs entrepreneuriales,
technique

développement

durable,

formation
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Introduction
Le développement d‘une culture entrepreneuriale et des valeurs sous-tendues
par celle-ci fait aujourd‘hui partie des objectifs de nombreux systèmes éducatifs,
particulièrement ceux de la formation professionnelle et technique, et est
fortement encouragé par l‘UNESCO (Delors et coll., 1996). Il en va de même du
développement durable, compte tenu des conséquences dramatiques de sa mise
à l‘écart (UNESCO, 1999; 2005). Dans cette perspective, un programme de
formation universitaire en enseignement professionnel et technique s‘avérerait
propice au développement d‘une culture entrepreneuriale respectueuse des
visées du développement durable, car les enseignants qui en émanent pourraient
transmettre les valeurs correspondantes à leurs élèves. Pour vérifier cette
hypothèse, Il nous faudrait d‘abord identifier ces valeurs puis, par exemple,
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élaborer des activités pédagogiques pertinentes visant leur développement,
expérimenter ces activités auprès de populations étudiantes réelles et évaluer les
résultats de cette expérimentation. C‘est précisément le programme de
recherche que nous avons entrepris à l‘Université Laval (pour plus de détails, voir
Gagnon et al., 2008). Dans cet article, nous présentons la première partie de
cette démarche, celle qui fonde notre cadre théorique, soit l‘identification des
valeurs les plus significatives en cause. Pour ce faire, nous répertorions les
valeurs généralement admises dans les écrits traitant d‘entrepreneuriat ou de
développement durable, et celles véhiculées dans les documents qui définissent
le programme de formation à l‘enseignement professionnel et technique de
l‘Université Laval (Québec, Canada). Nous comparons et catégorisons ensuite ces
valeurs autour de valeurs de référence reconnues par la tradition afin d‘obtenir
un ensemble de valeurs cohérent, commun à l‘entrepreneuriat, au
développement durable et à la formation à l‘enseignement professionnel et
technique. Nous présentons, en terminant, la suite de nos travaux.

1. Les trois dimensions considérées
Le développement durable
Succinctement, le développement durable résulte d‘une harmonisation de
l‘activité économique aux conditions sociales et environnementales afin de
répondre aux besoins des générations actuelles, mais sans compromettre la
capacité des générations futures de répondre à leurs propres besoins (Bruntland,
1987). On le représente le plus souvent à l‘intersection de trois cercles mettant
l‘accent, pour l‘un, sur les besoins des sociétés (mode de vie), pour un autre, sur
la préservation de l‘environnement (milieu de vie), et pour le dernier, sur
l‘établissement et le maintien de conditions propices à l‘activité économique
(niveau de vie). Trois principes sont aussi évoqués pour atteindre cet objectif
d‘harmonisation (Déclaration sur l‘environnement et le développement, 1992),
soit:
le principe de précaution, qui stipule qu‘« en cas de risque de dommages graves
ou irréversibles, l‘absence de certitude scientifique absolue ne doit pas servir de
prétexte pour prévenir la dégradation de l‘environnement »;
le principe de la participation citoyenne, qui préconise une vision concertée et
durable du développement dans les sphères environnementale, sociale et
économique, notamment en favorisant l‘accès à l‘éducation, à l‘information et à
la recherche;
le principe de solidarité, qui introduit le souci d‘équité
intergénérationnelle dans les actions de développement ainsi
généralement, une éthique sociale.

intra- et
que, plus

L’entrepreneuriat
Dans la perspective de la présente recherche, l‘entrepreneuriat n‘est pas associé
à la création d‘entreprises proprement dites; il réfère plutôt à une attitude
générale, transposable tant dans la sphère personnelle que professionnelle,
favorable à l‘émergence de toutes sortes de projets désirables dans un milieu
donné ainsi qu‘à la reconnaissance des personnes et des groupes contribuant à
ces projets, autrement dit à une mise en valeur et au développement d‘une
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culture entrepreneuriale saine et porteuse d‘avenir. Nous adoptons en cela une
définition de l‘entrepreneuriat que donne Denis Pelletier (2005: 8) pour le
compte du ministère québécois de l‘Éducation, du Loisir et du Sport:
On peut définir aussi l‘entrepreneuriat comme un ensemble de qualités et
d‘attitudes qu‘on associe habituellement à l‘esprit d‘entreprise. Quand on fait
abstraction de l‘entrepreneuriat spécifique (c‘est-à-dire de ses aspects matériels
et concrets) pour ne considérer que la propension à entreprendre, il est clair que
celle-ci, avec les caractéristiques qui l‘accompagnent et avec les conditions qui
en permettent l‘émergence, constitue une culture dont la valeur pédagogique
n‘échappe à personne et à laquelle il est éminemment souhaitable de permettre
l‘accès du plus grand nombre.
L‘entrepreneuriat devient ainsi une attitude générale transposable dans les
sphères personnelle et professionnelle, propre à se développer dans un
environnement organisé de façon à valoriser la culture entrepreneuriale.
Certes, si les concepts d‘entrepreneuriat et de développement durable ont été
jusqu‘à présent difficilement compatibles, l‘inscription de l‘entrepreneuriat dans
le même environnement que cherche à protéger le développement durable
favorise l‘inclination du premier vers le second. En effet, en tant que telle, la
notion d‘entrepreneuriat ne comprend pas d‘obligation relative à la protection de
la nature, et il est indéniable que l‘objectif convenu d‘une entreprise soit le profit;
toutefois, toute entreprise s‘inscrit dans un contexte, et ce contexte pose des
limites et définit des exigences de plus en plus strictes. Dorénavant, la mission
de l‘entreprise doit être socialement utile, et son activité respecter le milieu
physique et humain dans lequel elle prend place (Laville, 2006); cela a d‘ailleurs
donné lieu au concept d‘« écopreneuriat » [traduction libre d‘ecopreneurship]
(Shaper, 2005), sur lequel s‘appuie l‘entrepreneur, devenu « écopreneur », pour
promouvoir un projet d‘entreprise durable axé sur le respect de la société et de
la nature.
Il y a manifestement une certaine circularité dans cette conception de
l‘entreprise responsable, on l‘aura peut-être remarqué, car l‘entreprise qui
souhaite adopter une attitude et des actions conformes aux principes du
développement durable fondera son engagement sur différentes valeurs dont
celle-là même du développement durable. Celui-ci devient donc à la fois un
moyen et une fin, prônant le respect de la nature, la solidarité, ainsi que toute
autre valeur sous-jacente. De notion purement économique orientée vers le
profit, l‘entrepreneuriat s‘associe désormais activement aux aspirations sociales
et environnementales.
La formation à l’enseignement professionnel et technique
S‘agissant d‘un programme universitaire de formation à l‘enseignement
professionnel et technique, le programme offert à l‘Université Laval (2003) vise à
former des enseignantes et des enseignants « dans une perspective d‘évolution
personnelle et professionnelle, dans la théorie et dans la pratique, tant sur le
plan disciplinaire que sur les plans psychopédagogique et didactique ». Les
enseignantes et enseignants issus de ce programme pourront, entre autres,
« justifier la contribution de la formation professionnelle et technique en général
et de [leur] métier, technique ou discipline connexe en particulier, à la
sauvegarde de la civilisation, de l‘environnement et de la paix » ; ils sauront
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s‘adapter et démontrer une compréhension raisonnable des influences des
grands changements technologiques, sociologiques, économiques, écologiques et
éthiques sur leur discipline; ils seront aptes à prendre en compte les
caractéristiques
sociales,
culturelles,
économiques,
historiques,
environnementales…, présentes et prévisibles, des milieux de la formation
professionnelle et technique dans leurs fonctions de travail et ils auront mesuré
la force du partenariat.
En outre, le programme de formation à l‘enseignement professionnel et
technique de l‘Université Laval transporte, de par sa nature, les valeurs
contemporaines relatives à la formation universitaire — telles qu‘on les retrouve
dans les dispositions réglementaires et organisationnelles de l‘Université — ainsi
que celles se rapportant à la formation professionnelle et technique véhiculées
dans les programmes et documents qui en traitent.

2. L‘identification de valeurs communes
De façon générale, les valeurs choisies par un individu ou une collectivité
reflètent les modes d‘action et les aspirations privilégiés par ces derniers
(Rokeach, 1973: 5), leurs idéaux en quelque sorte. Ces valeurs choisies peuvent
correspondre à des finalités particulières, des buts recherchés, comme le
bonheur ou la justice — on les nommera valeurs-fins —, ou à des moyens
privilégiés pour atteindre ces fins, comme l‘honnêteté ou la rationalité — on les
nommera valeurs-moyens — (Brown, 1984). L‘ensemble des valeurs
correspondant à l‘entrepreneuriat, au développement durable et à la formation à
l‘enseignement professionnel et technique consistera donc en une distribution
particulière de valeurs-moyens et de valeurs-fins dont certaines seront
communes à deux, voire aux trois dimensions considérées séparément. Ce sont
ces valeurs communes que nous souhaitons identifier. Pour y parvenir, des
volumes et textes spécialisés, de même que des documents officiels pertinents,
relatifs à chacune des trois dimensions, ont été consultés pour y repérer les
valeurs saillantes, et ce, jusqu‘à ce que les mêmes valeurs, ou d‘autres
fortement apparentées à celles-ci, reviennent d‘un document à l‘autre. Notons
que les documents n‘explicitent pas forcément les valeurs auxquelles ils font
référence, et des inférences doivent parfois être faites pour identifier la ou les
valeurs auxquelles il est fait allusion indirectement.
Dans le cas du développement durable, par exemple, les valeurs sélectionnées
découlent principalement de l‘interprétation des principes de la Déclaration de
Rio, notamment des trois principes mentionnés précédemment, puisqu‘elles n‘y
sont pas exposées littéralement. Claude (2003: 97), pour sa part, relève neuf
valeurs et principes liés au développement durable, soit l‘obligation de
précaution, le souci de prévention, la responsabilité, la dignité individuelle et des
populations, la participation, la solidarité, la gestion économe, la subsidiarité et
l‘amélioration continue. De son côté, Ratner (2004: 60) rajoute l‘équilibre dans la
relation homme/nature. Peuvent aussi être retenues, par extension, les attitudes
mentales liées à l‘enseignement dans le champ de l‘environnement répertoriées
par Charron, Charron et Robin (2005: 32-33) puisque cet enseignement
constitue une facette du développement durable, c‘est-à-dire la solidarité, la
tolérance, l‘autonomie et la responsabilité. Les valeurs fondamentales soustendant les relations internationales au XXIe siècle sont aussi à considérer, soit la
liberté, l‘égalité, la solidarité, la tolérance, le respect de la nature et le partage
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des responsabilités (Déclaration du Millénaire, 2000). À toutes ces valeurs, nous
avons ajouté le bien-être et l‘environnement, compte tenu de la définition même
du développement durable.
L‘exercice d‘identification des valeurs sous-tendant l‘entrepreneuriat s‘est avéré,
quant à lui, relativement épineux: ces valeurs se détaillent par dizaines. En effet,
les sources consultées, documents gouvernementaux ou issus de commissions
scolaires, sites internet d‘entreprises, et d‘autres encore, mentionnent une
multitude de valeurs entrepreneuriales différentes. Certaines cependant
reviennent plus fréquemment que d‘autres et c‘est donc sur la base de leur
récurrence, et de leur portée, que furent sélectionnées les valeurs
entrepreneuriales.
Quant aux valeurs associées à la formation à l‘enseignement professionnel et
technique, elles proviennent de la vision de cette formation propre à l‘Université
Laval certes, mais contrainte par le cadre de développement de tels programmes
imposé par le gouvernement québécois (MEQ, 2001). Elles peuvent donc être
considérées représentatives des valeurs sous-tendues par ce type de formation,
du moins en Occident.
Au terme de l‘exercice, 17 valeurs liées au développement durable ont été
retenues, 26 liées à l‘entrepreneuriat, et 19 liées à la formation à l‘enseignement
professionnel et technique. Seulement 37 de ces valeurs, toutefois, sont
distinctes l‘une de l‘autre puisque onze se retrouvent dans deux des trois
dimensions considérées et sept dans les trois. La Figure 1 en fait état.
Des sept valeurs communes aux trois dimensions — le bien-être, la tolérance, la
responsabilité, le respect, l‘autonomie, le progrès et la solidarité —, il est
intéressant de constater qu‘une seule, le bien-être, constitue, en l‘occurrence,
une valeur-fin. Toutes les autres s‘accordent mieux à la catégorie des valeursmoyens, et sont donc interprétées comme des « instruments » pour atteindre les
valeurs-fins, plus fondamentales.
En outre, chacune de ces valeurs s‘exprime d‘une façon particulière lorsque
considérée du point de vue de l‘une ou l‘autre des dimensions où elle se
manifeste. On perçoit cependant une nette convergence de toutes ces
expressions.
Par exemple, la responsabilité, valeur fondamentale du développement durable,
suppose en matière environnementale l‘existence de la solidarité, de la tolérance
et de l‘autonomie. Elle concerne la relation à autrui, aux générations futures et à
la nature; elle implique le respect de la vie, la nôtre et celle des écosystèmes.
Elle engage les personnes et les collectivités quant à leur impact sur
l‘environnement (Charron, Charron et Robin, 2005). Dans le cadre
entrepreneurial, le concept de responsabilité renvoie plutôt au respect des
engagements, et ce, de deux façons: d‘une part, à l‘externe, les entreprises
évoquent leur ―responsabilité sociale‖, c‘est-à-dire leur responsabilité vis-à vis de
la société, de l'environnement et des actionnaires; d‘autre part, à l‘interne, elles
recourent au « sens des responsabilités » de leurs travailleurs, à un « esprit de
responsabilité » ou à un « partage des responsabilités » (Agence conseil
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BEPT

savoir
professionnalisme
goût de la réussite

compétence
créativité
satisfaction du client
réalisation de soi
qualité/fiabilité
discernement
adaptabilité
initiative

participation

équilibre homme/nature
égalité
subsidiarité
gestion économe
obligation de précaution
souci de prévention
dignité individuelle et
des populations

Développement durable

bien-être
solidarité
respect
progrès
tolérance
autonomie
responsabilité

liberté
environnement

confiance en soi
estime de soi
leadership
volonté
profit
intégrité
persévérance
enthousiasme
engagement

Entrepreneuriat

Figure 1. Répartition des valeurs recensées selon les dimensions où elles se
retrouvent
communication Wellcom). Dans le programme de formation à l‘enseignement
professionnel et technique, la responsabilité correspond davantage « à une
attitude telle que l‘individu assume les conséquences de ses actes
professionnels ». Non seulement, il sait évaluer la qualité de son propre travail
et, le cas échéant, de celui des autres, et peut donc en garantir le résultat, mais
il sait aussi prendre des engagements et respecter ceux-ci dans la mesure du
possible (Gagnon, 2006: 129).
Ces aspects de la responsabilité représentent des facettes toutes compatibles
avec la compréhension habituelle du concept, que l‘on retrouve, par exemple,
dans les dictionnaires; et il en va de même pour chacune des valeurs communes
à deux ou aux trois dimensions que nous avons répertoriées, de sorte qu‘un
même vocabulaire représentatif de ces valeurs peut être constitué.
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3. Une synthèse simplificatrice
Dans la profusion des termes répertoriés dans la Figure 1, on remarque que
certains recouvrent des sens apparentés, engagement et persévérance par
exemple, ou respect et dignité (individuelle et des populations). De plus, d‘autres
termes que ceux-ci, plus ou moins synonymes, ont aussi été évoqués puis
abandonnés pour cette raison au cours de notre analyse, de sorte qu‘en fin de
parcours, nous nous retrouvons avec une liste de valeurs indéfinie, difficile à
cerner sur le plan pédagogique, et qu‘il conviendrait de simplifier pourvu que
nous disposions d‘une base de valeurs suffisamment stable, complète et
reconnue pour y rattacher les divers termes susceptibles d‘en manifester l‘un ou
l‘autre aspect.
Fort heureusement, la tradition philosophique et religieuse nous fournit une telle
base de valeurs que l‘on peut considérer suffisamment stable et complète pour
que les valeurs répertoriées dans la Figure 1 puissent y être comparées, à
condition toutefois de les considérer d‘un point de vue strictement séculier. Ce
sont, d‘une part, les quatre vertus cardinales de la Grèce antique (Resweber,
1992), soit la prudence, la tempérance, le courage et la justice, et, d‘autre part,
les trois vertus théologales de la tradition chrétienne (Miquel, 2002), soit la foi,
l‘espérance et la charité. Comprendre ces vertus en tant que valeurs de
référence laïques et y comparer les valeurs répertoriées dans la Figure 1
permettrait de réduire le nombre de valeurs à prendre en compte à au plus sept,
tout en permettant de réunir dans un même ensemble conceptuel les valeurs
apparentées, et de pondérer l‘importance relative accordée à chacune des
valeurs de référence en fonction des dimensions qui sont les nôtres.
Pour effectuer cette comparaison, cinq membres de l‘équipe de recherche ont
débattu de chacune des valeurs répertoriées et les ont associées à l‘une ou
l‘autre des vertus, en requérant pour en décider, un consensus. Ce faisant, ils
ont déterminé que plusieurs valeurs présentaient une correspondance forte avec
l‘une des vertus, mais également une correspondance de moindre intensité mais
significative avec une, voire deux autres vertus. Par exemple, la participation,
valeur reconnue commune à la formation à l‘enseignement professionnel et
technique et au développement durable, reflète surtout la possibilité réelle et
légitime de toute personne ou groupe de personnes concerné de contribuer à
l‘enseignement professionnel et technique dans une perspective de
développement durable sans subir l‘ostracisme de quiconque, par conséquent
dans un souci de justice, mais elle implique aussi que les personnes ou groupes
de personnes concernés fassent les efforts suffisants pour que leur contribution
soit significative, démontrant en cela du courage. Inversement, l‘ensemble des
valeurs rassemblées sous une même vertu illustre les différents aspects pris par
celle-ci du point de vue du développement durable, de l‘entrepreneuriat ou de la
formation à l‘enseignement professionnel et technique. Ainsi, chaque valeur
répertoriée constitue d‘une certaine façon une partie d‘un tout, la vertu,
soulignant par le fait même le caractère dynamique et multiple de cette dernière.
Les tableaux 1 et 2 présentent les résultats obtenus17.
17

On aura peut-être remarqué l‘absence de la valeur compétence de ces tableaux. Nous l‘avons en
effet retirée parce que celle-ci, telle qu‘on la définit de nos jours (voir Gagnon, 2006, chapitre II),
recouvre un complexe de valeurs requérant, tout bien considéré, la présence de toutes les vertus
pour être complète.
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Tableau 1. Correspondances dominantes entre les valeurs et les vertus
JUSTICE
Intégrité
Bien-être
Liberté
Équilibre
homme/nature
Profit
Participation
Égalité
Tolérance
FOI
Confiance en soi
Leadership
Autonomie
Créativité

COURAGE
Engagement
Adaptabilité
Persévérance
Enthousiasme
Initiative
Volonté

CHARITÉ
Estime de soi
Environnement
Satisfaction du client
Responsabilité
Respect
Solidarité
Qualité/fiabilité
Professionnalisme
Dignité individuelle
et des populations

PRUDENCE
Discernement
Savoir
Subsidiarité
Obligation de
précaution
Souci de prévention

TEMPÉRANCE
Gestion économe

ESPÉRANCE
Progrès
Réalisation de soi
Goût de la réussite

Tableau 2. Correspondances secondaires entre les valeurs et les vertus
JUSTICE
Environnement
Responsabilité
Dignité individuelle
et des populations
Qualité/fiabilité
Progrès
FOI

COURAGE
Leadership
Autonomie
Créativité

PRUDENCE
Professionnalisme
Gestion économe
Équilibre
homme/nature

Participation
CHARITÉ
Participation
Liberté
Égalité
Tolérance
Souci de prévention
Équilibre
homme/nature

TEMPÉRANCE
Bien-être
Profit
Souci de prévention
Subsidiarité
Goût de la
réussite

ESPÉRANCE
Engagement
Persévérance
Enthousiasme
Créativité

À titre indicatif, puisque, nous l‘avons dit, la liste des valeurs constituée est
forcément indéfinie, nous avons ensuite évalué le poids relatif de chacune des
vertus au regard des trois dimensions de notre problématique. Ce poids fut
obtenu en additionnant le nombre des valeurs dominantes et secondaires
associées à chacune des vertus selon chacune des dimensions. Le tableau 3 fait
état des résultats.
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Tableau 3. Pondération relative des vertus

Vertus
dominantes

Vertus
secondaires

Total

Vertus
dominantes

Vertus
secondaires

Total

Vertus
dominantes

Vertus
secondaires

TOTAL

TOUS

Total

EPT

Vertus
secondaires

Justice
Prudence
Tempérance
Courage
Foi
Charité
Espérance

Entrepreneuriat

Vertus
dominantes

Développement durable

6
3
1
1
5
1

4
2
3
2
6
-

10
5
4
2
1
11
1

5
1
6
4
7
2

4
2
3
2
4

9
1
2
9
4
9
6

3
2
2
2
6
3

3
1
2
3
2
1

6
3
2
5
2
8
4

14
6
1
8
7
18
6

11
3
7
8
10
5

25
9
8
16
7
28
11

Clairement, toutes les vertus y ont un poids significatif, de sorte qu‘aucune ne
saurait être négligée si l‘on souhaite véritablement développer chez les élèves et
enseignants de la formation professionnelle et technique des valeurs
entrepreneuriales dans une perspective de développement durable. Cependant,
on constate une forte prédominance des vertus de charité et de justice dans
l‘ensemble des dimensions, ce qui ne devrait guère surprendre dans notre
culture, considérant que la charité est la vertu chrétienne par excellence, et que
la justice était, dans la Grèce antique, la vertu suprême contenant toutes les
autres. Ces deux vertus dominent aussi dans chacune des dimensions, à égalité
toutefois avec le courage en ce qui a trait à l‘entrepreneuriat. Cette observation
est particulièrement intéressante puisque le courage reflète tout à fait la
détermination, l‘engagement et la persévérance nécessaires pour qu‘un projet
d‘entreprise soit mené à bien, surtout lorsqu‘elle se combine à la foi et à
l‘espérance, c‘est-à-dire à la confiance en ses moyens et à l‘espoir de succès. Le
courage est aussi fortement sollicité en formation, compte tenu des efforts requis
pour réussir, alors que du côté du développement durable, les vertus de
prudence et de tempérance illustrent abondamment les principes qui le
gouvernent.

Conclusion
L‘acquisition de valeurs entrepreneuriales dans une perspective de
développement durable en formation à l‘enseignement professionnel et technique
constitue, on s‘en sera rendu compte, un projet conséquent et harmonieux,
porteur d‘avenir, et qui rejoint deux générations: d‘abord et directement les
futurs enseignants de nombreux métiers et techniques, présentement inscrits à
l‘université pour se préparer à ce travail, puis, indirectement, les élèves et
étudiants qu‘ils auront à former dans les établissements de formation
professionnelle et technique qui les embaucheront.
Cette acquisition de valeurs doit cependant se faire progressivement: d‘abord par
des activités de sensibilisation en début de formation puis, graduellement, par
des activités plus ambitieuses visant l‘adhésion aux valeurs souhaitées et leur
mise en pratique dans des situations pertinentes, activités judicieusement
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réparties tout au long du cursus de formation. Il convient pour cela d‘identifier
les moments propices à ces activités, de repérer dans les programmes les cours
et stages susceptibles d‘intégrer celles-ci avec profit, d‘élaborer ensuite les
activités en collaboration avec les intervenants concernés, de mettre celles-ci à
l‘essai et, après coup, de les améliorer si le besoin s‘en fait sentir. Nous nous
sommes à ce jour penchés sur toutes ces questions, en plus de débuter la
généralisation de notre approche à un programme de formation technique, en
l‘occurrence la technologie de la mécanique du bâtiment, en collaboration avec
un collège qui offre cette formation. Elles ne cesseront de nous occuper pendant
encore longtemps.
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Abstract
The article primarily explores the social class identification of 15 white working-class boys
at a high performing school in a socially marginalized area of South London where
gaining qualifications was routinely depicted as a way to increase the quality of one‘s life.
Within the UK, white working-class male underachievement in schooling remains a
phenomenon and this article aims to consider the influence of a high performing school
on the boys‘ relationship toward their education. The paper examines the participants‘
attempts to ‗(dis)identify‘ their own relationship with common conceptions of social class
and subsequent rationales. First, a brief background on white working-class boys and
‗underachievement‘ will provide the context. Second, institutional habitus and Bourdieu‘s
conception of habitus will then be examined along with gendered habitus, gender
reflexivity and capitals. Bourdieu‘s class analysis provides a useful conceptual framework
to address (divided) working-class masculinities in a high attaining academic institution.
Participants were selected on their Free School Meals status and I will argue that semistructured interviews ultimately represent a story of how white working-class boys view
the role of social class in their lives.

Keywords
Working-class boys – Habitus – Identity

Introduction
The first aim of this article is to briefly summarise the prevalence of white
working-class male underachievement in the United Kingdom‘s state education
sector and to represent the complex discursive construction on their gendered
and classed identities they negotiate in their education. The second aim is to
explore how Bourdieu‘s habitus can be used as a conceptual tool to assist our
understanding of the identity negotiation boys with low capitals living in a
socially marginalized community experience at a high performing school. After a
discussion of ‗habitus‘, the engrained dispositions that orient individuals to the
world around them, attempts will be made to link gendered ‗habitus‘ to field in
an effort to show how the boys‘ ‗habitus and duality of self‘ comes to be. To
access habitus and duality, semi-structured interviews focused on my
participants‘ 1) academic self-concept 2) social class-identification 3) subsequent
rationales and 4) participants‘ identification of what they considered to be a
student they admire; all four were assumed to be integral to their
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(dis)engagement with education. Throughout the analysis, Bourdieu‘s conceptual
tools (habitus, fields, capitals, reflexivity) will be used. Through the lens of both
gender and class, my research will attempt to answer the following research
questions: What can we learn from white working-class boys‘ educational
experiences and attitudes today? What does their experience tell us about white
working-class education failure? In the gendered and classed identity
construction of white working-class boys, what makes them engage or disengage
with education and learning?

1. Background:
Identity,
‗underachievement‘

white-working

class

boys

and

Disaffection (whether active or passive) must always be studied within the
broader social context (Humphries 1983: 29) or as Young, Chiland et al (1990)
argue, ―children reject school in the context of the meaning of education for
them within their own society‖ (4). Considering the gross disadvantages many
students begin with, comprehensive education remains a place where the
working-class majority feel ―powerlessness and educational worthlessness‖ (Reay
2009: 25) that greatly impacts their identity. As a consequence a significant
percentage – mainly boys – ―perceive troublesome, oppositional and resistant
behaviour within school as a social good‖ (ibid: 27) which is necessary for
identity construction and an outlet that elevates their status in the all-powerful
peer group (Mac and Ghaill 1994). Alongside white working-class girls and AfroCaribbean boys, white working-class boys are exposed to high levels of
disaffection toward education (Gillborn and Kirton 2000) and highly polarized
attainment amongst White British attainment at GCSE – divergence which is
largely dependent on socio-economic status (Cassen and Kingdon 2007; Strand
2008).
Within the state education system of the United Kingdom ―the great majority of
low achievers – more than three-quarters – are white and British, and boys
outnumber girls‖ (Cassen and Kingdon 2007: x). These high numbers raise
questions regarding the social and cultural significance of schooling in the lives of
young working-class men and the identity work bound to these institutions,
where the ―self,‖ as a subjective value, is created through ―different repertoires
of social and cultural resources‖ (Wexler, 1992: 7). In short, there is a
substantial argument that school failure (and success) is ―bound up with the
process of students doing ‗identity work‘‖ (Smyth 2006: 290).
1.1. White working-class boys and habitus disjunctures
For the white working-class in the United Kingdom, hindered by ―low levels of the
kind of material, cultural and psychological resources that aide educational
success,‖ (Reay 2009: 24) the school – even a school where the provision of
education is good – is unfortunately often a field of devaluation. For a workingclass boy to ‗engage‘ with his education he must enter into a negotiation with a
complex dynamic of school quality, peer/family influence, social capital and
cultural capital (Hollingworth, Archer 2010). Furthermore, I would argue that
white working class boys‘ knowledge of social class, their own social-class
identification and their conception of students they admire to be significant
factors impacting their habitus and potentially their academic engagement. After
all we must recognize,
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…habitus produces practices and representations which are available for
classification, which are objectively differentiated; however, they are
immediately perceived as such only by those agents who possess the code, the
classificatory schemes necessary to understand their social meaning. Habitus
thus implies a ‗sense of one‘s place‘ but also a ‗sense of the place of others.‘
(Bourdieu 1989: 19)
As Bourdieu makes clear, ―when habitus and field do not accord there are
inevitable conflicts and disjunctures‖ (Reay 2008: 93). Habitus, existing at an
almost unconscious level, functions within constraints and limits, impacting
practice, but always remaining astatic and fluid. A successful academic
environment serving a low socio-economic marginalized community is a site
where these disjunctures – and negotiations – can become distinctive.
1.2. Institutional habitus, divided habitus and ‘caught in the middle
Ingram (2009), in her study on white working-class boys of a working-class
Belfast community attending two very different schools (one selective, one nonselective) and the mediating impact of each institution on their habitus, writes
―For many working-class children, locality, identity and educational success are
all powerfully connected‖ (422). Emotionally working-class children find it difficult
to belong outside of local geographical context where ―Belonging to a workingclass locality and having a working-class identity can lock together to construct
powerful boundaries‖ (ibid: 422). In the context of school, ―As a child‘s individual
habitus is mediated through the institution, the institutional habitus restructures
the child‘s habitus‖ (Ingram 2009: 424) as every individual‘s habitus – being
generative (McNay 1999: 100) – has the potential to structure.
We need to consider the powerful influence of field and institutions, specifically
how institutions can impact habitus and how habitus can be activated in the
field.18 Within the grammar school, Ingram observed working-class boys‘ habitus
undergoing forms of mediation and negotiation. Her cohort was able to carefully
articulate the sublimation of their own habitus structuring in line with and against
the tough-boy ‗smick‘ (2011). Ingram (2011), using a combination of classroom
observation, focus group and plasticine model making, illustrated the workingclass boys‘ habitus tug (when pulled by forces of different fields simultaneously),
destablised habitus (when ―no one knows who you actually are‖ and disjunctive
habitus (when the divided habitus causes division) which were largely processes
centring on legitimating being both clever and working-class.).

2. The Study: Source of the data and methodology
Located in one of the five boroughs London Challenge identified as containing
―the areas of most challenge‖ (Brighouse 2007) with a unemployment rate well
above the average for London and England, the South London school
environment was co-educational, and with approximately 1000 students aged
11-19, of whom almost 900 are in Years 7-11. Almost two-fifths of the students

18

As a point of clarification between the terms of institution and field, ―the idea of institutions
suggests consensus‖ while field, which is superior to institution for Bourdieu, is ―a concept that can
cover social worlds where practices are only weakly institutionalized and boundaries are not well
established‖ (Swartz 1997: 120).
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are of ethnic minority background, the majority of whom are Afro-Caribbean. All
of the boys in the study were selected by their free school meals status.
GCSE results in the school remain well above the national average,
approximately 80% 5 A-Cs, with girls outperforming boys. Interestingly, within
the borough (the wider field), in terms of ethnicity, pupils of White Origin achieve
far less 5+ A-C (including Maths and English) than pupils of Mixed Origin, Asian,
Black and Chinese and they dramatically underperform below the average for
London and England by 10-12%. Additionally, male pupils in the borough at the
end of Key Stage 4 Achieving 5+ A-C (including Maths and English) are at 32.9
% against the London Average of 43.6% and the England average of 42.4%.
The qualitative study used non-participant classroom observation, semistructured interviews and focus groups. The cohort was selected using Free
School Meals (FSM) data. We accept FSM is blunt instrument that does not
necessarily identify insufficient cultural capital in the home.

3. The Findings
3.1. Academic Self-Concept
In contrast to the findings of Strand‘s large-scale quantitative study (2008), all
15 white working-class boys in the study, minus one, identified themselves as
‗able‘ when asked ‗What type of student do you consider yourself?‘ The selfidentification would suggest they had a high academic self-concept regardless of
their placement in the timetable and there are many possible theories for this
identification worth exploring. The consensus surrounding their able status could
also indicate a protective response to having a low academic self-concept, or a
defensive mechanism to protect against the sense of shame that can result from
a systemic focus on ―survival of the quickest‖ in which the working-class are at a
disadvantage (Boaler 1997). From a socio-psychological perspective, the boys‘
could be enacting effortless achievement where boys could but wanting to
protect their social-worth rather than their self-worth (Jackson 2002: 46).
A further possible reason for consistently identifying themselves as ‗able‘ could
be the field itself, the good academic reputation of the school within the
community, whereas Strand (2008) focused on failing schools. In follow-up
questions, there appeared to be a firm belief that if they applied themselves to
the task they would be successful but there was also a protective element in
operation (Jackson 2002). While the boys readily adopted the label of ‗able,‘ they
‗chose‘ whether to apply themselves to the tasks preferring to only work hard in
subjects they enjoyed or ‗got on‘ with. By not engaging with academic work that
they found challenging and where there was a risk of being unsuccessful, they
were able to continue to conceptualise themselves as ‗able,‘ and preserve their
habitus against the expectations of the school.
3.2. Social-class identification
While the participants commented on a range of issues, what was most
fascinating – in light of the Bourdieu‘s contentious concept of habitus as
transformative (Mills 2008: 79) and the power of reflexivity as capital – was the
social class identification the boys have of themselves and the supporting
rationales. When interviewing participants‘ regarding their social class
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identification, discussions were shaped by their sense of potential future
expectation, misrecognition, ignorance and denial which all played a role to a
varying extent. By far it was the most sensitive part of the interview process
where students often became terse. I recognise that the participants are young,
and perhaps lacking the skills to articulate class, that does not necessarily mean
that their ―class antennae‖ (Sayer 2005: 15) were not in operation. Savage
(2005) writes, ―…questions on class identity often provoked puzzlement and
confusion. Admittedly, with only a very few exceptions, respondents had heard of
the concept of class, and nearly all could articulate some kind of view about it.
(936) With my data, I felt there was a dis-identification with class at times, but
that it was more complex than avoiding stigmitization.
The reluctance of my participants to identify themselves as ―working-class‖
aligned with Savage, Bangall et al (2001) work where they assert ―to confront
class, as it were, threatens people‘s fragile sense of self-dignity‖ (878). These
boys, existing in a working-class community and attending a good school, found
it difficult to self-identify their class status and to access pride in their workingclass status. It could be construed that the boys could have felt their identity
becoming more pluralistic in our fluid world defined by ―new relations of
commodity and electronic cultures‖ (Willis 2004: 185). After all Willis (2004)
himself said, ―most young working-class people in the United Kingdom would not
thank you now for describing them as working-class‖ (185), as frequently the
media depicts the working-class as vulgar and polluting (Skeggs 2005: 966).
Out of 15 of the boys in the data set, four of the boys of the higher sets, Sets 14, identified themselves as ―working-class‖ which could have indicated a sense of
awareness but also wanting to be seen as a ―working person‖ (Surridge: 220).
Interestingly, all of the boys on the lower side, Sets 5-8, of the timetable
identified themselves as middle-class. It could be inferred that the boys in sets
5-8 did not want to be seen as a lower ability student, and their social class
identification was perhaps a defensive response. Set 5-8 participants‘ ―middleclass‖ identification was perhaps out of a desire to be considered ―ordinary‖ or in
the ―middle‖ (Savage, Bangall et al. 2001). Savage, Bangall et al. (2001) assert
that in their research, ―what seemed to matter more for our respondents was
being ordinary‖ (ibid: 887) and ―this can be seen as a strategy to resist the
dominance of cultural capital. By being ordinary, people try to claim to be just
themselves, and not socially fixed people who are not ‗real‘ individuals but rather
social ciphers‖ (ibid: 889) where they are ―devoid of social distinction‖ (Savage
2005: 938).
Alfie: I say middle-class because its in the middle. (Set 5)
Reay and Lucey (2000) found similar findings in working-class children living in
inner-city council estates dis-indentifying from their social class status: ―Class
has always been a key mechanism that individuals utilize in placing themselves
and others. We suggest that in calling themselves middle-class these children are
attempting to transcend the limitations of the place in which they find
themselves‖ (416). My participants could be experiencing a similar process in
transcending social location as they often contradicted themselves in a love/hate
relationship with their neighbourhood, particularly in the lower sets where there
was less social mixing with middle-class students. In their self-identifications,
Danny and Aiden said:
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Danny: Middle-class because I don‘t really want to be known as lower-class but I
don‘t want to be known as too stubborn as upper class. (Set 5)
and:
Aiden: Middle-class ‗cause I don‘t think I‘m higher than everyone and I don‘t
think I‘m lower class … (Sets 5-7)
It becomes, for Danny and Adien, a system of ducking and diving these labels,
negotiating a non-class class. Savage asserts, ―Studying class consciousness
involves going beyond studying how someone identifies as a member of a class,
and examines the extent to which a person‘s view about class forms part of a
coherent social outlook which can be said to be consistent and organized in
terms of class‖ (2000: 37).
3.3. Social Class Rationales and Defining Class
Some of the boys were able to recognize the complexity of social class status in
their supporting rationales. At first many cited economic capital as the main
difference in social class, but when asked follow-up questions admitted they
associated certain behaviours and work ethics with different social backgrounds.
The phrasing of the question was ―Given the categories of working-class, middleclass and upper-class what social class would you consider yourself and why?‖
Some responses:
Joe H: I would consider myself as middle-class because I‘ve been brought up in
the way like that. And also the way my family is. (Set 5, 6)
and:
Mason: Umm… I‘d say middle class because the school that I go to is not got the
most amount of money. It‘s not a private school…‘cause I‘m not rich. (Set 5, 6)
and:
Joe S.: My family background is like … well, my dad used to own houses and like
little shops – that‘s like middle-class. (Set 5)
While the literature has captured the white working-class male bravado well
(Willis 1977), even Willis admits that the ‗lads‘ were largely unaware of their
social status, ―a working-class hero may well be something to be, but it is an
essentialist construction of discourse not one of the ethnographic presentation
and analysis‖ (Willis 2004: 178). Among some of the participants there was no
knowledge of social class or social hierarchy. Two students in Sets 1-4 who
identified themselves as working-class, or ―wanting to work‖ (Sturridge 2007)
stated:
Charlie: I say working-class because… We don‘t live in a massive house and we
work to earn our money. (Set 1, 2)
and:
Scott: Probably working [class], probably. Because you got to work. I‘m not
exactly all posh and that. (Set 1, 4)
As we glimpse in Scott‘s quote, the claim of a working-class identity for four of
the boys may be the result of an awareness of their social position through
placement in top sets where there was interaction with a small number of
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middle-class students. ‗Posh‘ was consistently viewed as a negative and often
coupled with ‗looking down‘ on people which was universally considered to be a
deplorable trait.
Alfie: I would say so. Upper class people are quite… they are a bit like… snotty
and a bit up themselves sometimes. Middle class people I would say are easy
going people. And working class people I would also say are easy going people
but they have that kind of grudge against upper class people who are a bit
snotty. (Set 5)
and:
Alex: Yes. Upper class and rich would consider themselves better than the lower
class, snobby. (Set 1)
Social class, whether working-class or middle-class, was not seen as a fixed
concept. None of the participants mentioned a desire to rise up in social class,
though a desire for financial security was important.
3.4. The admired student and Bourdieu’s ‘the duality of the self’
Though the participants were not asked explicitly about how they balance their
identities (Ingram 2011), an effort was made to access how they perceived an
ideal learner identity to expand knowledge of habitus in relation to field. To
access this perceived ideal, the participants were asked to think of a student they
admire and say why they admire him/her. While some of the boys identified
students who were ‗good‘ and ‗hard-working‘, the majority did highlight the
balancing of a dual identity:
Joe H: They have a lot of friends but they do well in class. They get top grades.
(Set 5, 6)
and:
Larry: ‗Cause their smart but not really… they‘re smart but their normal if you
know what I mean. (Set 3-4)
and:
Alex: ‗Cause he‘s modest and smart. Like he‘s kindof really intelligent but he
doesn‘t like… (Set 4)
and:
Alfie: I admire this person because they get on with their work and they do well
but they have a social life. (Set 5)
and:
Mason: Because they can think for themselves. Because they have a good sense
of humour. They don‘t sortof… they do their work and if they do something
wrong they can learn from it. (Set 4)
and:
Ryan: He‘s easy to talk too. He helps me in class. Umm… he always waits for me
after school so I don‘t have to walk home on my own. (Set 8)
and:
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Scott: Because they‘re smart but they‘re not – they‘re not big headed. They‘re
friendly but they don‘t look down on everyone. Stuff like that… (Set 1)
The balancing act, the duality, I would argue, is an important facet of the
masculine identity construction of white working-class males and it has
possibilities for influencing their engagement in education. The data of my
participants demonstrates how – when the provision of education is good – they
admire students proficient in the ‗duality of self‘ and who can be effortlessly
balanced (or fluid) in their identity shifting inside and outside the classroom;
students who have the capability to juggle – or perhaps even control – their
―duality of dispositions‖ (Ingram 2011). For the working-class boys in Ingram‘s
(2011) study struggling to be both clever and working-class, rejection of the
‗smick‘ identity did not mean a complete embrace of the ‗right‘ attitude in the
field of the school as they worked their way through the pluralisms within their
habitus (18), not becoming fixed within either the field of the home or the
school..

Conclusion
Within the work on identity construction amongst males in relation to education,
Bourdieu‘s work has been utilized to show how habitus can impact
(dis)engagement (Archer, Hollingworth et al 2007; Archer and Francis, 2006) but
also where working-class boys experience an enormous amount of academic
labour as well as ―an intolerable burden of psychic reparative work if they are to
avoid what Bourdieu terms ‗the duality of the self‘‖ (Reay 2002: 222).
For working-class boys there are many potential identity-barriers to their
engagement with education; perhaps the most significant is the duality that
burdens working-class boys, the ―habitus divided against itself‖ (Bourdieu et al.
1993: 511) where working-class boys must keep their masculinit(ies) intact while
attempting to position themselves as respectable in relation to the field. It
becomes a ―constant negotiation with itself and with its ambivalence, and
therefore doomed to a kind of duplication, to a double perception of self, to
successive allegiances and multiple identities‖ (Bourdieu et al 1993: 511). We
must consider how limited the social worlds of these young men are even though
they are in central London they reside in what is largely an insular working-class
community. The participants‘ social world outside the school walls contrasts the
style of schooling greatly; this disjuncture challenges their habitus or creates
what Ingram calls a ‗habitus tug‘ where there is a ―plurality of dispositions‖
(Ingram 2011: 10) where one may remain dominant or recessive within the
habitus dependent on the field.
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Abstract
We do know from neuroscience, cognitive science and pedagogics as well as from
information, communication, and media sciences that learning and remembering
something is easier and longer lasting when doing something oneself, or at least when
the contents to be learned are linked with emotions. Converging impacts of digital media
as well as recent results from cognitive and neurosciences have led to a broader
acceptance of these facts. Inevitably, the ways of how to produce and implement content
has to change, focussing on emotional and narrative methods. This overview wants to
explain reasons, and wants to exemplify the methods of production of emotionally and
narratively interesting learning materials.

Keywords
Media-adequacy – Neuroscience - Constructivism

Introduction
In a lot of countries, ‗authoritarian‘ teaching models are still dominant – in ‗real
school life‘ as well as in media-based education (Abdazi, 2003). A possible
reason for this could be the predominant status of Claude Shannon and Warren
Weaver‘s communication model (1949) among pedagogues, even though current
media and social realities seem to point at the superior effectiveness and
adequacy of other models. The communication theories of Shannon and Weaver
were developed with the aim to standardize the flow of communication in order
to find an answer for various (technical) problems in mass communication with
the specific character of point to multipoint – which of course contains numerous
analogies to traditional teaching. Consequently, all too often, unreflected
transferences of the theories of Shannon and Weber took place, without true
verification of their validity for this specific context.
At first view, of course, the direct application of the communication model of
Shannon and Weaver in teaching processes can be seen as logical. It describes a
person that initiates communication (‗encoder/producer‘) and a person, or
several persons, as the target (‗decoder/receiver‘). Sometimes, the process of
communication between encoder and decoder requires an intervening medium
(from lat. medium, middle or midst). The inclusion of the medium enables a valid
understanding of the encoding-decoding model as a metaphorical concept of
communication. Of course, the traditional scientific theories have continuously
analysed the function of the medium, and the conditions that have facilitated or
influenced negatively the communication flow.
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Media-based learning has usually been considered an element that might help to
promote and to enable communication in several situations. In a learning
process, this could apply in a situation where a teacher is confronted with
perceptual, emotional or cognitive difficulties. In such situations, media support
as a complement of teaching seems to probably deliver a certain easement in the
learning process, or sometimes even make it possible. In order to ensure the
communication flow between ‗encoder‘ and ‗decoder‘ in an environment of
technical constraints and factors of disturbance, the ‗encoder‘ is frequently forced
to standardize the information flow, expecting that a high number of
participating ‗decoders‘ will be integrated.
Standardization was a necessary element in Shannon and Weaver‘s
communication model so as to exclude factors of disturbance in the
communication process. Here, it seems to enable an adequate reception of
learning contents. Furthermore, it creates an ‗internal correlation‘ between the
(assumed) validity of the information provided by the ‗encoder-decoder
metaphor‘ and the idea of an effective teaching process.
However, even in the times when mass communication media (still) was
predominant, it became evident that the ‗decoder‘ showed a differentiated
response to media messages. Since the second half of the past century,
constructivist learning theories have tried to consider this factor. Recent brain
research is now able to explain this phenomenon. Meanwhile, new technical (and
consequently medial) developments offer alternatives to ‗authoritarian‘
approaches in communication strategies.
In the following, further aspects of this development shall be explained in more
detail. Digital media is evidently not characterized any more by a point-tomultipoint quality. This fact exposes signifying implications of the communication
model of Shannon and Weaver and its problematic applications, because of its
specific connection to a limited point-to-multipoint situation. Giving up the rather
authoritarian ‗encoder-decoder‘ communication model opens new perspectives
for alternative scenarios that differ from traditional forms of teaching, especially
in their attempt to involve narrative, emotional and action-oriented
representations of knowledge. Since these developments were initiated by, or
were reactions particularly to the use of new (digital) media, this paper refers to
media-based teaching situations.

1. Background
Generally, a multimedia object is perceived as a time-lapsed individual
expression, or a time-lapsed speech. Regarding its function, it seems to be
experienced as a valid equivalent to authentic or spontaneous personal
communication, if only limited by technical effects. In fact, the prevailing opinion
persists that authentic communication can be technically emulated and be used
in diverse applications. In this view, media is an illustration or representation of
experiences and personal contact with people.
Teaching is obviously a communication system, too. Furthermore, teaching has
traditionally been defined within a correlation between teacher and learning
content, where the relevance and connotations of contents are transmitted to
learners. In this context, the teacher provides not only the presentation of
contents, but its interpretation as well. The interpretation‘s aim is to provide the

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

265

intellectual accessibility of contents. According to this understanding of teaching,
the teacher is the expert and guardian over values and significance of learning
contents, and has an interpretation sovereignty that the learner has to accept.
When a teacher uses didactical aids like books, images, or films, in order to
promote a better comprehension of learning contents, it is thus always intended
to provide the teacher‘s specialized knowledge to the learner, which in
consequence reinforces a clear teacher-learner (encoder-decoder) relation. The
interpretations transmitted in the teacher-learner interaction are basically forced
acts imposed by means of a system of sanctions. Refusal of interpretations
results in poor evaluations for the learner, which provokes a low self-esteem and
poses an obstacle in professional prospects. Most importantly, the use of a
system of sanctions (for both, the teacher and the learner) often ignores the
integration of a different perspective of learning as a voluntary and agreeable act
of identification with the learning contents. Thus, in analogy to a much quoted
line in communication science, it seems to be necessary to shift from ‗what
teaching does for the learner, to what the learner can do with teaching‘ (in
analogy to Sturm, 1971). In this alternative view, the learner is not solely a
consentive, passive element reduced to a receptor role, but an active participant.
The changes brought by the new digital media have in the main enforced the
insight that the specific character of point to multipoint is only technically
conditioned in various types of media (and in consequence, in its contents), and
does not possess general validity. Certainly, the current prevalent forms of
media are not limited to it. The use of digital media applications has lately been
intensified in teaching situations (partly actively, as an improving complement to
illustrate teaching contents, and to some extent passively, as a result of social or
political decisions). Their major properties (multimediality, interactivity,
openness, participation), offer new perspectives for other forms of
communication. The modality and effectiveness of information transfer in media,
invariably depends on the medium to be used and its specific characteristics
(Thissen, 2003; Giessen, 2004).
Thus, the use of digital media brings inevitably more open (that is, increasingly
networked) as well as more intense interactive communication, and also more
active reception. Furthermore, when compared to the situation in the 80‘s,
current media users are now much more accustomed to a wider diversity of
media, networks, and a stronger consideration of their personal needs and
interests. The attributes and features of computers have a steadily growing
influence on other media, sometimes of a mere aesthetic quality (for instance,
the use of roll down menus, from graphic user interfaces, in program
announcements from television networks: so, computer aesthetics are being
taken up and used by the television media, an until now dominant medium).
Frequently, however, dominant media also influences contents. For example,
literary scholars have pointed in this context at new tendencies in literature (for
instance, since the second half of the past century, apparently caused by the
dominance of other media, in this case the cinema, a form of writing to some
extent visual and then again emphasized modular took place; see, for example,
Poppe, 2007). Often, such tendencies can be a temporary trend, because the
respective new media with its characteristics and aesthetic qualities are
presumed to be more ‗fashionable‘. However, due to its multimedia properties,
the digital media is not only more ‗up to date‘ but certainly makes specific forms
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of information transfer more significant, while other specifics, rather typical for
more traditional media, is loosing some of its importance.
This development becomes apparent in situations that some might perhaps
regard as minor aspects. So, the openness of the digital media (choice between
different sorts of media, as well as the use of feedback channel options) brings in
an increase of feedback communication with the user (readers, or learners) by
means of questionnaires, or simply an e-mail address. This is now not only
possible, but almost expected, and today can be considered a standard.
Likewise, the phenomenon of interactivity, made possible or at least intensified
by the digital media, conducts inevitably to a stronger consideration of the users‘
needs and interests. This is apparent for example in the process of navigation,
where a user can play a more active role, such as following or ignoring
hyperlinks, according to his personal interests. Such an active form of reception
has an effect not only on the reception behaviour but also on the users‘
production of meanings.
The characteristic users‘ situation as well as the properties of multimediality has
further contributed to increase the importance of visual conditions. A computer
monitor hinders the complete overview of longer texts, allowing only a view of
the current screen page. When a text is longer, scrolling has to be done: that is,
bringing the non-visible part of the text over the scroll bar that usually is located
on the right edge of the screen. This might be considered a similar proceeding as
the turning of pages in books or magazines. However, turning back pages or
reading back and forth between a table of contents and the text is much more
complicated when using a monitor. Experiments and surveys have shown that
almost all computer users concentrate their attention on the current page when
reading longer texts, trying to keep in mind preceding pages and an overview of
the text that has been read (Giessen, 2004, 29). The exact localization of parts
of a text on a screen is a too strenuous task for many. All-too often, it is nearly
impossible to find the exact position of a desired text passage; and this problem
grows when the size of a text increases. Furthermore, page numbers do not exist
in HTML documents, as the representation of pages depends on the user‘s
settings (the numbering of paragraphs, often used in legal texts, has not been
accepted as a standard). When the overview of a text is not feasible – a
probability that increases with longer texts – few users restart the reading of a
text from the beginning, because it is usually perceived as a frustrating
experience.
Another decisive fact is that, compared to printed matters, digital media creates
physiological difficulties and constraints. Unlike printed matters, an image flickers
on a monitor. Although this problem does not occur on LCD displays any more,
the character resolution on both LCD and CRT displays is relatively low.
Moreover, physiological studies have shown that when watching a computer
screen, a lower eye-blink frequency occurs, which causes the eyes to be
moisturized less frequently and, as a consequence, the eyes tend to fatigue more
rapidly (Thissen, 2003. 70). This aggravates the previously mentioned
disadvantages of image flickering, low character resolution and also, the effects
of screen reflection. Finally, the body posture is almost unchangeable because
the computer monitor cannot be easily relocated when the sitting position
becomes uncomfortable. Especially when reading, the body posture tenses up
strongly, which clearly intensifies fatigue effects (Giessen, 2004: 67). Of course,
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users have to sit relatively close to the monitor because they normally work with
a keyboard and a mouse, and icons or hyperlinks need to be clicked exactly.
For authors, the consequences that result from these specific receptive situations
are a cause of concern. The reading rate is between one-fourth and one-third
slower than with printed matters and the memory retain performance is clearly
lower than with the same text in a printed version (Thissen, 2003. 70). There is
even the impression that many computer users tend to avoid texts, and often it
has been argued that the traditional concept of ‗reading‘ should not be used
when referring to computer-aided media. This is emphasized, for example, by
Jakob Nielsen, who wrote already at an early stage that longer texts on a
computer monitor usually are avoided, at best ‗overflown‘ or, as he called it,
‗scanned‘ (Nielsen, 2000; Nielsen & Pernice, 2009).
Thus, it is clearly asserted that texts in the context of computer-aided media are
read differently than print media from a book or magazine. Hence, they should
be written and displayed on a different manner. Of course, this refers as well to
texts with learning contents. By the way, all these observations lead to the
assumption that computer-based learning might not necessarily be more
effective than other ways of learning, or other learning media (like books; see
Wolf, 2007).
At least, authors are to avoid longer texts. A text should only need a single
screen scroll or even better, it should be read without scrolling. According to this,
the length of a text should not exceed the size of a single screen page. This
creates the necessity of fragmenting a text in single sense-steps or modules.
Some, like Nielsen, consider this proceeding of modularisation of multimedia
texts an indispensable step. Here in turn, the representation of strands of
argument is much harder to achieve than in a written text. Argumentative
progressions are not easy to represent; here are books or time-based media, like
films or cartoons, the better alternative.
However, when previous knowledge about visualized objects exist (this would be
a premise, since the images cannot be at first described or explained, but have
to be recognized and integrated at once; Arwood & Kaulitz, 2007; Oliva &
Torralba, 2007), visual representations allow a much faster transfer of
information (because different forms of information are simultaneously present
and can be handled without a decoding phase; see Sowa, 1983). Additionally,
new specific overvalues arise. Specially, connections between the objects shown,
as well as temporal progressions, are easier to understand. For this reason, an
instruction manual for a machine in graphical representation is usually more
effective than a written manual (see Grob & Breger, 2002).

2. Controversies
Already in the 1970‘s it was found out that emotional impressions are dependent
from the type of media, for example when comparing emotional responses of
television viewers and radio listeners (Sturm, 1978). Other early results (for
example, Sturm, Habler & Helmreich, 1972) suggest that emotional responses
last clearly longer, and are more detailed than knowledge acquired with cognitive
means, which usually gets lost in temporal progression, but can be more easily
remembered or reactivated when associated to emotional connotations.

268

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

Recent research studies in neuroscience have confirmed these findings
(overview: Johnson, 1997; Bar-On, 2007; Goleman, 2009; Gardner, 2009). Even
more, current neuroscience research has shown that information and knowledge
are assimilated with different degrees of effectivity, depending on mood and
tendency of emotions (for example, Erk et al., 2003; Cohen & Margen, 2004;
Cozolino, 2006). According to this, information associated with positive emotions
is assimilated through the hippocampus and further processed in the cerebral
cortex, while the information associated with negative emotions is incorporated
through the amygdala, a region situated on the top of the temporal lobe, directly
ahead of the hippocampus. The amygdala conditions the organism when quick
reactions are needed, for instance in situations that involve conflicts, or fleeing.
When activated, it produces an increase of blood pressure and acceleration of the
pulse rate. Likewise, an entire muscular tension can be determined. This
condition enables quick reactions, since the activation of the amygdala occurs
simultaneously with a number of other physiological processes. In the history of
evolution, being able to flee rapidly or defend oneself in hazardous situations
always has been an advantage. In these cases, too long periods of reflection
would not be useful (and even contra-productive). Here, the amygdala is not of
avail when recalling experiences and factual knowledge, or when knowledge is
processed (Aggleton, 1992, 2000; Aggleton & Young, 2002; Stone, Baron-Cohen
& Knight, 1998; Phelps, 2006).
The amygdala should not be considered in this context a evolutional relict of no
present-life importance – in fact, it still protects us in ‗modern‘ hazardous
situations, for example, in road traffic. In diverse types of decisions, it is even
indispensable as it contributes to assess potential dangers and promotes critical
faculties. In this field, a number of impressive case histories have been compiled
by the Portuguese-American neurologist Antonio Damasio. They refer to patients
whose amygdala were calcified and (apparently because of that) had problems
managing a ‗reasonable‘ behavior (Damasio, 1999; 2002). Scientists researching
simulation of intelligence also confirm the theory that critical faculties, including
fear, are elementary aspects of intelligent conduct (for example Ogata/Sugano,
2001; Minsky, 2006).
During a learning process, the mode of functioning and the tasks fulfilled by the
amygdala are very often problematic. Thus, in a complex society, where
interrelations and other mechanisms have to be comprised and understood, fear
and aggression, or authoritarian models of communication, are the wrong
advisors. Activation of the amygdala can even be contra-productive, because the
amygdala is not able to handle information on a creative manner. It is a known
fact that stress can not promote good analytical achievements. Neuroscience has
now determined the causes for it (for example Cahill et al., 1994). According to
this, learning is a less effective process when boredom, lack of motivation and
hostility prevail. In this context, explicit positive emotions should be evoked.
Therefore, it makes sense to adapt every form of information transfer to the
neurological needs of information receivers. This happens ideally when
connecting information to positive emotions. These positive emotions can be
achieved passively, for example with music (for example Koelsch et. al., 2006),
or, what is important in our context, actively, through participation and
integration of the information receiver (user, reader or learner), giving persons
the feeling that they are taken seriously, in order to promote their personal
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engagement (Barab, Evans & Baek, 2004; Cross, 2007). Thus, the individual
reactions that the digital media allows are an ideal frame to achieve this.
In a pleasant emotional context, not the amygdala, but the hippocampus will be
activated (Seifert, 1983; Storm-Mathisen, 1990; Traub & Miles, 1991; Andersen
et. al., 2006); however this cerebral region is apparently not involved in quick
responses (neither physical nor mental). Though, in the context of successful
transfer of information and knowledge, this is an advantage. The hippocampus
passes on the recorded information to the cerebral cortex, where it is stored on a
long-term basis (this is the case, for example, with dreams that people
experience while they are sleeping). Consequently, ‗learning‘ functions effectively
only with the hippocampus, in spite of, or because of its ‗slowness‘ (Thiel, Eurich
& Schwegler, 2002). Creativity as well can only be generated in this form.
Therefore, there are neurological reasons why learning contents should not be
presented neutrally but in an emotional, interesting and exciting manner.
Creativity relates less to facts that are supposed to be learned by heart (like
historical facts) or must be followed (like mechanical sequences). It rather
relates to relations and associations. Meanwhile, there is a prevalent opinion that
our networked and complex modern times demand aptitudes that are not
basically related to fixed processes, or factual knowledge that becomes
increasingly faster obsolete. It rather demands flexible answers to permanently
changing situations.
Apparently, the media presence is a decisive reason for this broad transformation
process, from a static, to a more dynamic society (Innis, already in 1950),
because they are able to transfer information rapidly, and so alter social,
economical and even technical realities in constant feedback processes.
Specifically the digital media and its relevant forms of knowledge integration,
transfer, and representation, facilitate such a creative approach in a changing
environment.
So can this concept be summarized: digital media is less suited for the
presentation of facts and rational analysis than for the representation of
connections and relations. But, the more the digital media influences our
environment, the whole society, economic life, and so on, the less influential
some traditional (perhaps only socially) relevant facts will be (the classical
‗education‘), allowing a more flexible and task-appropriate acquisition and
application of relevant information.
Thus, the growing use of media in our society, and in consequence in our daily
life, has almost inevitably focused attention to forms of information and
knowledge acquisition connected to emotions in the human psyche (and has
even helped some psychologists to develop their models, such as McLaren,
2007). With it, there is a growing public awareness about new and more effective
forms of learning and teaching.
One media-adequate form of presentation is the integration of information in
stories, games and communicative situations. The media users participate in the
narration of a story that they consider subjectively interesting, or a game in a
context where information is transferred and knowledge acquired. For this
reason, the emotional forms of gaming and storytelling are supposed to be
adequate alternatives.
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3. Future trends
Up to now, empirical evidence from research on computer-based learning
methods gives mixed results on whether and in how far they are superior to
traditional learning methods (Giessen, 2003). There are major advantages in
certain contexts, such as providing independence from time and place
(Bufe/Giessen, 2005). All in all, however, it is still not yet sure what teaching
methods are adequate to media-based learning (Giessen, 2004). Hints from
communication science, neuroscience and cognitive science suggests methods
connected with emotions, like games and storytelling.
These are widespread and old established forms of knowledge transfer (Huizinga,
1939). This has been confirmed by the recent findings in neurological research.
They are deeply human-rooted forms of knowledge transfer, and their particular
character is that they are present at all times, in every culture and in every
medium (Gredler, 2004).
A story provides a structure for a narrative representation of a content in
sequences, as well as a timeline represented with a linear language.
Furthermore, successful stories are in essence transmitted structures of
dramaturgical contents rooted in ancient myths, and related to emotional needs
based on depth psychology. Thus, a coexistence of traditional forms of oral
story-telling, multimedia narration in mass media and digital storytelling in
internet might occur – but this does not diminish the attraction of traditional
storytelling for narrator and listener.
The attraction of a story is based on its subjective perspective that enables the
construction of an interesting thematic frame, and that can interact on a vivid
and captivating level, so that audiences feel attracted and are able to feel with
the story. The same categories can also be applied to games and other forms of
action-oriented group learning.
Narrative and emotional forms of information and knowledge transfer have
always been confronted with the objection of relativism. This criticism can be
addressed, for example, with the constructivist concept of history, which stresses
the constructive character of history, as well as its resulting controversies.
Probably, narrative structures might be able to offer a closer access to the
‗truth‘, since they contribute to achieve a stronger empathy and participation,
and so, to an ‗inner insight‘.
Narrative, and consequently emotional, media-based forms of representation
also allow interaction, and thus not only lead to emotional participation, but also
(via specific action-oriented and networked forms of information and knowledge
transfer) to an exchange with other learners.
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Abstract
Five years after the eye of Hurricane Katrina moved over the Mississippi Gulf Coast, school
superintendents there continue to work at recovery of their school districts from the
devastation of the hurricane. Such issues as FEMA negotiations, unpredictable school
enrollments, skyrocketing insurance premiums, falling revenues, the ―Great Recession,‖
and the effects of the Gulf oil spill have complicated the recovery efforts. In spite of these
issues, some of the superintendents have continued to ground their work in a commitment
to the people and communities they serve. In an era of accountability for raising student
achievement, these school leaders have devoted their efforts instead to helping children,
teachers and other school personnel, and their communities recreate their lives and
livelihoods. Even with all the issues they have faced since Hurricane Katrina, the schools in
these districts have kept and even increased their ratings as high performing by the state
of Mississippi. This narrative study of the superintendents‘ perspectives on the ongoing
recovery work in their school districts analyzes their words and work through the roles of
―symbolic leadership‖ posited by Deal and Peterson (2000) and Noddings‘ (2005)
imperative to care in schools.

Keywords
Leadership – Symbolic – Caring

Introduction
On August 29, 2005, Hurricane Katrina made landfall along the Mississippi Gulf
Coast. Katrina was a huge storm, with sustained winds at landfall of about 127
miles per hour. From Bay Saint Louis and Waveland on the west to Pascagoula
on the east, the hurricane caused massive destruction. In Bay Saint Louis and
Waveland, where the eye of the storm hit, the storm surge was estimated to be
nearly 30 feet deep, and it went inland for several miles before receding. A
report from the National Hurricane Center noted, ―The storm surge of Katrina
struck the Mississippi coastline with such ferocity that entire coastal communities
were obliterated, some left with little more than the foundations upon which
homes, businesses, government facilities, and other historical buildings once

276

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

stood‖ (Knabb, Rhome & Brown 2006: 12). The devastation to the Mississippi
coastal communities was unimaginable.
Homes, businesses, government facilities, historical buildings, and schools were
destroyed or severely damaged. Restoring, rebuilding, and recovering from
Hurricane Katrina became the first order of business for the school
superintendents along the coast. In the fifth school year (2009-2010) after
Hurricane Katrina, the superintendents and their school districts continued to
deal with the effects and aftereffects of the hurricane.
Between 2006 and 2010 we interviewed several of those superintendents as they
worked to put their school districts back together. The purpose of our studies has
been to describe and explain how Hurricane Katrina and its aftereffects have
affected the leadership of those superintendents. In this reanalysis of the data
generated by the earlier interviews and analysis of interviews conducted in 2010,
we consider the data relative to two research questions: 1. Which frames of
symbolic leadership (Deal & Peterson 2000) exemplify their practice? and 2. How
have the superintendents‘ leadership aligned with Noddings‘ ―challenge to care in
schools‖ (2005)?
According to Hirsch, formerly high school principal in one of the school districts
affected by Hurricane Katrina and now the superintendent there:
The greatest challenge imposed upon educators post-Katrina was to create and
build some sense of continuity and normalcy for children of school age. This
challenge was compounded by the fact that many members of the education
community... were themselves displaced and had experienced either the total
loss of... or severe damage to their homes. The ensuing process of recovery and
rebuilding while living under extremely difficult conditions and continuing to
report to a tumultuous and uncertain workplace translated into great personal
and professional hardship to say the least. (Hirsch 2008: 2)
Adding to this hardship was the decision of Margaret Spellings, then US
Secretary of Education, and Mississippi state leaders that the school districts
affected by the hurricane were to be held to the same standards of accountability
for student achievement as school districts that had not been affected by the
Hurricane.

1. Review of Literature
Deal and Peterson argue that ―culture arises in response to persisting conditions,
novel changes, challenging losses, and enduring ambiguous or paradoxical
puzzles‖ (2000: 202). The superintendents in Mississippi experienced changes
that could be considered ―novel.‖ All of them had experienced hurricanes, but
none of the magnitude of Katrina. The losses they have faced present challenges
to their leadership and the culture of their schools and communities, and there
are no pat answers to the ―ambiguous‖ puzzles that they deal with on a daily
basis.
According to Deal and Peterson, more important than leadership practice in
terms of the culture of a school district is symbolic leadership; they identify eight
major symbolic roles that are critical to school culture. The roles include
historian, anthropological sleuth, visionary, symbol, potter, poet, actor, and
healer (2000).
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Schlechty summarizes the symbolic leadership of superintendents as ―moral
authority.‖ He asserts, ―Who the superintendent is, what the superintendent
values, and the style of operation supported by the superintendent will be
manifest throughout the school system‖ (2000: 183). In a time of crisis, the
superintendent‘s moral authority not only leads the school system but also
serves the larger community.
DePree links the moral and spiritual dimensions of leadership as ―the need
always to connect one‘s voice and one‘s touch‖ (1992: 3). The actions of a moral
and spiritual leader are consistent with the beliefs and values he or she
communicates. ―Beliefs and values are the footings on which we build answers to
the questions ‗Who matters?‘ and ‗What matters?‘‖ (36).
The role, then, that superintendents play is critical, at face value, and
symbolically, in a school district. How the leaders themselves understand and
reflect on their role in the culture of the school district and the community is key
to predicting their success in leading their schools and school districts in dealing
with change, whether that change is planned or whether it is the result of
something outside the control of the school system.
Marshall, Patterson, Rogers, and Steele define caring as ―a situation- and personspecific way of performing in the world that requires being fully and sensitively
attuned to the needs of the cared for by the person caring‖ (1996: 278).
Noddings asserts ―that caring is the very bedrock of all successful education‖ and
that caring should be one of the most important aspects of schooling in general,
and in leadership, in particular (2005: 27).
Caring leaders, according to Noddings, believe that ―the living other is more
important than any theory‖ (Noddings 2005: xix), and they ―hear their students‘
[and teachers‘] expressed needs, whether those needs are expressed verbally or
in some other way‖ (2006: 341). Caring leaders determine from a moral
perspective how those needs should be addressed.
Glanz agrees that caring is critical to schooling and, according to him, caring
begins with the organization‘s leaders. ―Nurturing an ‗ethic of caring,‘ [leaders]
realize their ultimate motive is to inspire a sense of caring, sensitivity,
appreciation, and respect for the human dignity of all people despite the travails
that pervade our society and world‖ (2010: 74). For Glanz, the very foundation
of the organization of education should be caring. Caring leaders do not just
―inspire‖ caring, according to Noddings; they actively teach caring through
modeling (2005). In other words, school leaders who exercise an ethic of care
are both symbols of caring and active teachers of caring to the teachers,
students, and communities they serve.

2. Methodology
Sergiovanni (2000) says that effective leaders are involved in ―the stuff of
culture, the essence of values and beliefs, the expression of needs, purposes,
and desires of people, and about the sources of deep satisfaction in the form of
meaning and significance... [in other words,] the ‗lifeworld‘ of schools and of
parents, teachers, and students‖ (5). It is important to understand how the
Missisiippi Gulf Coast superintendents define their leadership and understand
their roles in the ―lifeworlds‖ created by Hurricane Katrina.
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According to Chase, ―Narrrative is retrospective meaning making‖ that presents
the narrators‘ (the school superintendents‘) point of view, their emotions, their
thoughts, and their interpretations (2005: 656). Narrative inquiry provided the
opportunity to hear the personal ―story‖ of each of the superintendents, how
each of them understood the ―lifeworld‖ of the schools in their respective
communities, and their leadership practices before and after Hurricane Katrina.
We conducted interviews with Mississippi Gulf Coast school superintendents from
2006 through 2010. During the interviews, we asked for specific information
from the superintendents about recovery. But we understand that the real
meaning-making of the superintendents was in the stories that they chose to tell
about their experiences, and we sought to establish our interviewees as
narrators and ourselves as listeners, encouraging them to tell the stories that
were important to them. This narrator-listener relationship is what distinguishes
narrative inquiry from other forms of qualitative research. It is ―the stories
people tell [that] constitute the empirical material that interviewers need if they
are to understand how people create meanings out of events in their lives....‖
Indeed, we acknowledge that the superintendents were ―narrators with stories to
tell and voices of their own‖ (Chase 2005: 660).
The interview data were analyzed through both ‖connecting‖ and microanalysis
that were recursive and concurrent with the interviews. Maxwell describes the
connecting process as a process that seeks to ―understand the data... in
context... to identify the relationships among the different elements of the text‖
(2005: 98). Microanalysis, on the other hand, is a process of examining the data
line by line, looking for themes and meaning that recur in the data from each
participant and among the participants (Strauss & Corbin 1998).

3. The Superintendents‘ Stories
3.1. Symbolic Leadership
The aftermath of Hurricane Katrina changed the face of the Mississippi Gulf
Coast, and it changed the ―lifeworlds‖ of the superintendents interviewed in ways
they could not have begun to imagine before the storm. The superintendents
exemplified the symbolic roles posited by Deal and Peterson (2000). Here we
present some of the stories that exemplify four of those roles--visionary, poet,
actor, and healer.
The visionary ―works with other leaders and the community to define a deeply
value-focused picture of the future for the school; has a constantly evolving
vision‖ (Bolman & Deal 2000: 204). Hurricane Katrina provided a context for the
superintendents to play the role of visionary in their work with Civil Defense, the
Red Cross, and leaders of their communities.
One of the superintendents was the unofficial leader of the superintendents
across the Mississippi Gulf Coast; other superintendents acknowledged his
leadership. Even before Hurricane Katrina made landfall, he had begun to plan
with the other superintendents (as well as the administrators in his own school
district), the Civil Defense, and the Red Cross. According to him, a hurricane
gives ―a new meaning for leadership, for community, for schools.‖
As time starts to click down, we get called into meetings with. . . . Civil Defense.
I am heavily involved with shelters and shelter operations for [the county] . . . .
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They [Civil Defense] decide, along with my help since I have been involved so
long, which shelters are going to be open. As the storm comes closer, we adjust
that. In this case, we knew it was a Category 5. So we had to open all shelters
we could. The more severe the more you open. The [Red Cross] wanted me to
open one shelter at a time. I opened 15 [all at once] . . . . You judge the number
of shelters based on the size of the storm.
I called the [other] superintendents. . . . I tried to spread out the word. . . .
Communications is a problem. . . . Regular phones, then cells go. . . . This time I
. . . rented four radios for four superintendents so that we had communication.
As this superintendent worked to coordinate recovery efforts, he also was looking
ahead to improving them for the next storm.
We should all be on the same system. We should all be able to call everyone. . . .
Before we buy satellite phones [to prepare for the next big storm], we are going
to make sure that we and Civil Defense are all . . . on the same system.
After Hurricane Katrina, this superintendent not only organized shelters and
clean-up efforts in his own school district. He also coordinated communication
and support among all the superintendents. The coastal school districts and
superintendents work closely together. One of them said, ―We have great respect
for one another along the coast. We didn‘t try to pull from each other, but tried
to support each other. We didn‘t wait for outsiders to help.‖ The superintendents,
as visionaries, looked beyond the devastation to the future of their school
districts.
The poet ―shapes and is shaped by the school‘s heroes, rituals, traditions,
ceremonies, symbols‖ (Bolman & Deal 2000: 204). After a natural disaster, a
school district‘s priorities shift from its usual rituals, traditions, ceremonies, and
symbols. Recovery efforts become the order of business. For students, however,
it is often the rituals, traditions, ceremonies, and symbols that provide a feeling
of safety and comfort.
One school superintendent described the importance of school rituals to recovery
after Katrina. When her district‘s schools reopened, the school entrances were
lined with balloons and posters, and after being closed for a month, teachers and
administrators welcomed students back to school with celebrations.
The students‘ lives had been turned upside down by the hurricane; many were
homeless, and some were even living on a cruise ship anchored in Mobile Bay.
The superintendent believed that it was critical to restore a sense of normalcy at
school. For high school students especially, this meant extra-curricular activities,
and seniors wondered if they would have a prom. A school in California contacted
the district about donating prom gowns, and the superintendent was delighted.
When the prom gowns arrived, according to the superintendent, ―it was like
something out of a movie.‖ The California school had donated more than 200
prom gowns, and students were able to plan for and hold the prom. This
superintendent, like the others along the Mississippi Gulf Coast, used the
symbols of balloons and a prom to communicate to the students and the larger
community a sense of normalcy and hope that all would be well with the schools.
The school leader as actor ―improvises in the school‘s inevitable dramas,
comedies, and tragedies‖ (Bolman & Deal 2000: 204). Hurricane Katrina offered
many opportunities for the superintendents to improvise. Among the dramas
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each of the superintendents played out was negotiating with FEMA (Federal
Emergency Management Agency). FEMA was responsible for assessing the
damage in each school district and determining how the government would
support recovery and restoration of school district facilities and equipment.
We observed one superintendent meeting with a FEMA team sent to evaluate the
damage to the school district. The superintendent went to the meeting expecting
to receive FEMA‘s final evaluation; instead, the team announced that they were
there to review the findings of two previous FEMA teams. It became clear during
the meeting that the FEMA team had inaccurate information. At one point, the
head of the team referred to the basement walls of the schools; none of the
schools in the district had basements. After the meeting, the superintendent
expressed her frustration with the process:
This is the third FEMA crew. The school district people from Florida [who had
offered their experience with recovery from a previous hurricane] told us that
this would happen. He [the head of the FEMA team] just changed everything we
had agreed on. If it was just us, I would think we had done something wrong.
But it is all school districts.
The drama of FEMA interactions continued for more than two years before there
was a settlement and one of the schools in her district could be razed. In 2010,
five years after Hurricane Katrina, another superintendent was still negotiating
with FEMA about replacing a road that served as the entrance to one of the
schools.
The superintendents all improvised in the symbolic role as actor. One
superintendent summed up his experience: ―My patience level increased, and my
confidence went up ten-fold. If we got through this, we can get through
anything!‖
The leader as healer ―deal[s] directly and openly with critical, difficult,
challenging events in the lives of staff and students‖ (Deal & Peterson, 2000:
213). Healing for staff, students, and community became the priority of the
superintendents.
At a meeting on October 23, 2005, of about 40 administrators and clerical
personnel in the school district with the most destruction, the superintendent
asked how many of them were living in their own homes. Only three or four
responded; others were living in cars, with relatives away from the coast, or in
trailers provided by FEMA.
At the meeting, the superintendent explained procedures for reopening schools
on November 7, including enrolling homeless students, identifying students who
would need counseling, and providing the services children would need. She
recited a litany of materials and services that would not yet be available or in
place. Then she put all of the hurricane damage in perspective when she
reported on one district staff member who was in the final stages of cancer. After
a moment of silence, she said, ―We‘ve lost a lot, but we‘re alive, and we‘re well,
and we‘ll be OK. We will survive.‖
This superintendent, like the all the others we interviewed, focused her work on
the healing of the school district, schools, staff, students, and families. She was
named Mississippi Superintendent of the Year for her work during the Hurricane
Katrina recovery.
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3.2. Caring Leadership
Noddings says that caring is responding to the expressed needs of others. In the
aftermath of Katrina, the superintendents all worked to identify the needs of
their constituents. They recognized high levels of post traumatic stress disorder
among their students and staffs and ensured that counseling was available. They
opened ―clothes closets‖ and ―food pantries.‖ They relaxed district policies such
as dress codes and homework. They provided additional personal leave time for
staff members dealing with insurance and reconstruction.
One of the superintendents described responding to a specific need of families
living in FEMA trailers:
[He] recounted a teacher‘s request for him to speak to parents about their
children doing their homework. The teacher had asked [the superintendent] to
talk with the parents because they were acquaintances of his. . . . He went to
visit the family who were living in one of 10,000 FEMA trailers in the school
district. The mother told [the superintendent] that living in the 30-foot trailer
provided no quiet and no privacy. To survive living in such close quarters, she
said, the children were not allowed inside unless it was bedtime or pouring down
rain. [The superintendent] said that the homework policy had been relaxed as a
result of his interaction with this mother. ‗‗There‘re some things that are beyond
our control.‘‘ For him, understanding the life circumstances of the families in his
school district and shaping policies that were responsive to those circumstances
was critical to helping the families cope with the aftermath of Katrina. (Gouwens
& Lander 2009: 11)
Five years after Katrina, some of the superintendents still attribute their changed
perspectives to the aftermath of the hurricane. One superintendent said, ―I‘m a
lot more patient than I used to be.‖ In 2010, his school district was in the midst
of layoffs and reassignments because of budget cuts necessitated by an
enrollment 40% lower than pre-Katrina and state education budget cuts. Even
this process demonstrated his focus on the needs of his staff members. He
explained, ―We did the non-renewals earlier than a lot of other schools so that
people could plan their lives.‖ He based decisions about transfers on the needs of
the teachers being transferred and the educational needs of children. In one
case, he noted, his deliberation about a teacher transfer included considering the
comfort of the teacher with the other teachers at her grade level and the
teacher‘s school-aged children who would probably transfer to the new school
with their mother. Although some of his decisions were not politically popular, he
said, ―Great political decisions don‘t make good educational [or people]
decisions.‖
All of the superintendents‘ descriptions of their work exemplified Noddings‘ caring
leadership. Their focus on identifying and meeting the needs of the people they
served demonstrates their commitment to caring about and caring for that
Noddings describes.

Conclusion
The Mississippi superintendents‘ ―lifeworlds‖ changed as a result of Hurricane
Katrina, and their work took on dimensions and responsibilities they could not
have imagined. Each of the superintendents described the changes as challenges
that allowed them to grow and to see their work from new perspectives. The new
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tasks were opportunities for symbolic leadership, at a time when what their work
represented in their communities was probably as important as the work itself.
Their stories showed the importance of the roles of visionary, seeing beyond the
hurricane recovery; poet, maintaining the rituals, traditions, and ceremonies to
provide normalcy during what was a very chaotic time; actor, improvising
effectively in the new situations that arose; and healer, dealing directly with the
destruction of Katrina.
The superintendents also demonstrated caring for and about the people in their
schools and communities. They listened for the expressed needs of the people,
and they sought opportunities to understand the needs when they were not
expressed directly. The superintendents responded to the needs, setting aside
district policy at times when the response demanded it. Throughout the
interviews, from 2006 to 2010, superintendents noted that in making caring
about and for people the focus of their work, they were rearranging their
priorities, and that the benefit of Katrina (if there was one) was that renewed
focus on the people they served. One of the superintendents who retired from a
Katrina-affected school district said that in the end, ―It is the relationships with
people that you take away.‖
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Abstract
In this paper we present an on-going project which is an example of how a social
organisation can work for citizenship education. Four years ago, the Banc de Sang (Blood
Bank) of Catalonia (Spain), in collaboration with the GREM (Grup de Recerca d‘Educació
Moral), undertook a service-learning project to raise social awareness among children
and teenagers as well as to increase the number of current and future blood donors.
Several marketing and promotion activities are carried out during all the project phases
(partnership, learning, service, assessment and recognition). From 2007 to 2009, 1,905
participants from 28 schools and 21 leisure centres became involved in the project, 1,235
donations were obtained and 360 new donors. This project is successful not only for the
increase in the number of entities and people involved but also for the stimulation of the
youngsters‘ awareness about the importance of blood donations. Moreover, thanks to
their active participation, the youngsters realize that their individual actions to serve the
community have a tangible social impact. The data presented has been obtained through
questionnaires, personal interviews, meetings with the participants and field logbooks.

Keywords
Moral education - Citizenship education - Service learning

Introduction
This paper presents a study conducted by the Grup de Recerca d‘Educació Moral
– GREM (Moral Education Research Group) of the University of Barcelona and the
Banc de Sang i Teixits de Catalunya (Blood and Tissue Bank of Catalonia). It
explains how a non-educational institution, the Blood and Tissue Bank, undertook
a service-learning (SL) project linked to social responsibility and citizenship. The
paper begins by outlining the origin of the project, subsequently presenting the
results obtained and finally offering a number of considerations.
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1. Development
1.1. Preliminary aspects
The elements we set out in this section are two aspects that arise prior to the
research, but which form its identity in terms of education and healthcare. They
describe the two areas in which work was conducted, determining their
potentialities and difficulties. We first present service learning and go on to
examine the Blood and Tissue Bank.
1.1.1. Service learning and opportunities
The beginning of service-learning studies saw the emergence of a new way of
working with values: in the community (Puig Rovira 2010). People must be able
to develop autonomously and critically in the environment in which they live and,
at the same time, must be able to relate to others. The question raised in this
research is how to educate in values by linking education with the community.
Service learning is a tool that enables the strengthening of civic participation and
is thus considered worthy of development. In order to work values in service
learning it becomes necessary to review other forms of values education which
may complement their teaching in SL with existing procedures.
Service-learning projects entail working with both educational and noneducational social organisations, a facet which increases the interest of such
projects in attempts to use these institutions to generate them and drive their
development. This amounts to quite an educational challenge as it involves
entering a new dimension which has been largely unexplored from this
perspective. Thus the relationship between social and educational entities and
this study begins to take shape. The formation of partnerships in this field will
enable the implementation of service-learning projects based on relationships
with other service providers. The question, in short, is how to structure the
educational offering provided by these organisations.
1.1.2 The Blood and Tissue Bank
The Blood and Tissue Bank (BST) is a facility pertaining to the public healthcare
system and its prime objective is to manage and administer blood donations. The
low number of donors makes this goal difficult to achieve. Nonetheless, high
demand for blood bags on the one hand together with the growing population on
the other are two of the main factors which led the BST to carry out exhaustive
analysis of their blood collection process.
They decided to conduct a study to find out why members of the community who
could donate blood chose not to do so. The results highlighted how ―invisible‖
blood donation is in our society. Social awareness that blood donation is essential
for the health system to function properly does not exist as a global ideal. There
are many social sectors to which this message fails to arrive, which means that
many people who could be donors are not, largely due to a lack of information.
As a result of this diagnosis the Blood and Tissue Bank and, more specifically, its
marketing department and promotion unit, concluded that they needed to
consider ways of reaching out to the wider public.
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On the basis of these two perspectives, that of values education and the
promotion of blood donation, it becomes easier for the two postures to maintain
an open mind and exchange opinions and find points of cooperation. It is in this
process that the possibility arises of applying service-learning methodology to
improve the promotion of blood donation.
1.2. Aims and methodology
This combination of circumstances provided the setting in which to initiate this
study, aimed at designing, implementing and assessing a service-learning
programme in the Blood and Tissue Bank. The BST will be provided with a
project which will work on raising people‘s awareness of the need to donate
blood, a scarce good and one which depends entirely on citizen cooperation. For
its part, education will be able to analyse all of the processes that must be
followed to produce an SL project with partners outside its field. The following
objectives were established to enable attainment of this two-fold aim:
Objectives
Increase blood donation while conducting a training activity with youngsters
which will offer them an opportunity to participate actively in a civic action.
Bring young people closer to an extremely interesting field of science.
Demonstrate the work of the Blood Bank and positively predispose the young to
becoming donors when they are able.

Methodology
Data will be collected during the research which enables evaluation of how the
actions progress and thus document the number of viable actions that arise in
practice. Determination will then be made of the elements considered most
appropriate for the research:
The field logbook consists in notes taken during the day in order to refresh the
memory as regards what was seen and should be recorded, together with more
extensive records written later when more time is available to do so (Woods
1986). This technique is the fundamental basis on which a great deal of the
research will rest.
The meetings are, on the one hand, the elements that facilitate design and
development of the project and, on the other, a source of information. They are
spaces of reflection in which direct participants can agree on aspects that arise
and are to be carried out. Different types of meetings can be identified in the
research that will be conducted: those related to design, to activities and to
reflection. The first group will be marked by the people who direct the project,
attempt to design it and evaluate the diverse aspects that emerge. The second
group includes meetings that set out to apply the project design. These will be
held at least once a week and will address all practical aspects of the project. The
third group of meetings complements the other two, and will analyse all aspects
that arise in the development of practice and research.
The interview is a technique whose objective is to obtain oral versions of
personal information on events experienced by the interviewee, along with such
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subjective aspects as beliefs, attitudes, opinions and values in relation to the
situation under study (Massot, Dorio & Sabariego 2004 2004).
The questionnaires enable general assessment of a group with regard to a series
of aspects. The data they produce can be quantified to obtain a quantitative idea
of the research results. They are particularly useful when there is no direct
contact with each of the individuals that make up the sample or when a large
number of people are involved.
Document analysis enables us to employ written or printed materials as a
support for observation, and should preferably be used as prime quality input.
The information obtained from such analysis constitutes a set of aspects that
could go unnoticed and unworked if it were not for their very existence (Taylor &
Bogdan 1984). The documents that emerge from one organisation or another
can be extremely useful in understanding the project development process,
above all at the beginning when nothing actually exists.
1.3. The project: blood donation and citizenship education.
As has been explained thus far, the project has been created to promote through
primary and secondary schools and in non-formal educational institutions a line
of actions that impact on families and the social environment and are linked to
blood donation. The intention is thus to conduct an experience in which the
youngsters are the leading players in their immediate area, driving a blood
donation campaign and carrying out scientific, civic, social and marketing
learning activities decided upon in each particular case. At the same time, a line
of donation is created which transforms each action into an educational
experience not only for the children and teenagers who take part in it, but also
for their families, the community, the educational centre and the Blood Bank.
This proposal is possible if it is considered within the framework of service
learning as an educational activity which combines learning processes and
service to the community in one, well-structured project in which participants
learn while working on real needs of the community, which they set out to
improve. It is a procedure entailing learning and personal development through
active participation in organised community services combined with reflection on
the activity and its study in school.
Our proposal is addressed to people under 18; children and teenagers who are
the main receivers and at the same time beneficiaries of this educational activity.
The plan can be adapted to the different formal and non-formal educational fields
in which the children and youngsters usually move. Implementation of the ―Blood
donation and citizenship education‖ project through the Blood Bank comprises
several steps. The following sections examine these steps in greater detail:
a) Presenting the project in the school or non-formal educational institutions. The
first step is to establish contacts with the management of the school or
educational institution and to present the project, seek its acceptance and begin
to adapt it to the reality of each situation. The aim here is to show that the
project possesses a series of characteristics which would be interesting for the
educational and the healthcare institution to work jointly. The proposal consists
in a service-learning project which strengthens scientific, technical and medical
knowledge, communication skills (marketing, social relations and artistic
expression), knowledge of how to carry out a study of the community in which

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

289

we live, volunteering, and interpersonal knowledge, as well as citizenship
education.
b) Establishing strategies and the programme. The project will take shape and
the timing will be established according to the needs and requirements of each
educational institution. Nonetheless, the following table may clarify certain
aspects of the process:
1st: training

- Introduction to subjects in citizenship and to
the service carried out by the Blood Bank
- Scientific information
- Familiarisation with Public Relations strategies

2nd: preparing the action

- Imagining what we want to do
- Putting what we imagined into practice, in other
words, preparing it

3rd: conducting the action

- Putting the campaign proposals that have been
prepared into action

4th: collection, assessment Establishing the results of the campaign and
and celebration
communicating them to all participants –
educators,
collaborators,
pupils
and
the
neighbourhood – and celebrating these results.
c) Training the pupils: A variety of methodologies and specialists will form part of
the diverse fields that will be worked with the youngsters, though an educator
will bring the different parts together in terms of both learning and service. The
information they will be given will have the following characteristics: scientificmedical elements, communication skills, and aspects of citizen participation and
civic engagement.
d) Preparing the promotion campaign (family, school, neighbourhood, town). The
campaign must be prepared in parallel or subsequent to the training element of
the project. It should follow the usual rules of promotion and employ the Blood
and Tissue Bank‘s tools and communication messages. The methods could
include: face-to face, mailings, family meetings, neighbours, theatre, meetings
with social groups, explanations to the groups that make up the institution and
to parents, and the exhibition of paintings and texts.
e) Putting the promotion campaign into action. The knowledge acquired
throughout the training session(s) will be applied in the days leading up to that
of donation and during donation day itself.
f) Analysing the indicators (qualitative assessment). This part consists in
assessing the project from different perspectives to obtain results regarding each
of the elements that have participated and collaborated in its development.
g) Thanking the educators, pupils and neighbourhood where the campaign has
been conducted. An important element to enable a return to this field of
education is the expression of gratitude. This can be done through celebrating
the collaboration and participation of all areas in which the project has been
worked, and will thus involve pupils, educators, trainers, and the campaign‘s
target neighbourhood or district. It should include communication of the results
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obtained from evaluations following the efforts made by each group that has
taken part.
1.4. Implementation of the project
The project that has been presented was introduced gradually until such time as
Blood and Tissue Bank internal personnel began to assume greater involvement.
The information set out in the following sections is the result of the project‘s
application over the last two years of research. The experience was carried out a
total of 46 times, 28 involving formal education and 18 in the non-formal area.
The project was applied flexibly, taking into account each centre‘s needs, the
target population, and the educational and service possibilities. Despite this
flexibility, the project has a leitmotif which is made up of three specific elements:
education, logistics and partnership.

2. Results
This section presents the results obtained from implementation of the project.
They are related to the number of participants, the volume of service and the
quantity of blood bags collected, and are broken down in the corresponding
tables.
2.1. Number of participants
One way to quantify the project‘s effects is to examine the number of
participants that cooperated in it, quantitative data considered of great
significance. In this case, the people who worked to promote blood donation can
be counted, almost all of whom helped raise awareness of the need for blood and
provided information about the importance of blood donation. This set of actions
applies greater value to the participants in the project and their number.
Number of participants
Total participants in formal education

1,571

Total participants in non-formal education

334

Total number of participants

1,905

In the formal centres, 1,571 pupils participated from Infant and Primary Schools
(CEIP) and Secondary Schools (IES). This represents a group of young people
who have learnt about aspects of blood donation and have worked on its
promotion in their respective towns. Some 334 children and teenagers took part
in the promotion of blood donation from non-formal educational institutions.
Consequently, the overall number of participants involved in application of the
project amounts to 1,905 over its two years of implementation.
2.2. Volume of service
During these experiences the children and teenagers taking part in the
programme produced a collection of communication materials to promote blood
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donation which was large enough to be recorded and assessed. Such material is
considered an element that can be measured, which enables conclusions to be
reached as to the results of the diverse actions undertaken by the participants.
This section sets out to show the quantitative data relating to project activities,
while also attempting to assign an economic valuation of the service carried out.
Area
Formal
education
Non-formal
education
TOTAL

Flyers

Posters

Letters

1,2950

1,755

14,379

4,800

730

1,843

17,750

2,485

16,222

These figures show that the volume of service carried out by participants was
extremely high in terms of flyers, posters and letters. The project not only
managed to transmit the need for blood donation to the young participants, it
also performed a number of activities that the Blood and Tissue Bank would
otherwise have had to undertake from its own resources. Between them, the
children and teenagers taking part in the project distributed 17,750 flyers, most
of them delivered in face-to-face encounters. This means that not only did the
youngsters hand over the information diptych, they also explained the
importance of its content. Additionally, some 2,458 posters were hung, a good
deal of them in local spaces where permission was needed to do so. The aim of
this action was to communicate the existence of the campaign and call for
cooperation from those responsible for the spaces to ensure the posters were not
taken down until the day after the campaign ended. Finally as regards
quantitative results, participants became postmen and postwomen, delivering the
16,222 letters they had written to their families, friends and acquaintances,
encouraging all those who wanted to and were able to donate blood in the
donation campaign the youngsters had organised.
In addition to this, more quantitative material, there are further aspects of
dissemination that work well but cannot be quantified. They include the face-toface encounters which, as previously mentioned, occurred when participants took
advantage of handing out flyers to explain the importance of donating blood.
Other actions carried out via the communications media in some of the
experiences included radio slots, explanation of the project on TV and the
publication of articles in the written press. These took place on an individual
basis in each case and, being one-offs, their effect cannot be measured.
However, on the basis of this collection of service activities as a whole, a set of
actions which arise out of implementation of the project can be assembled. This
is an opportunity which in many other SL activities is far more difficult to
quantify, but if it is possible to work out a way of doing so will enable the
guarantee of minor social transformations.
2.3. Quantity of blood bags
The following table shows the real number of blood bags obtained in donation
campaigns linked to the SL project, in other words, to the educational centres.
By way of orientation, the parameter employed by the BST to evaluate the
success of a campaign is whether it reaches the established minimum of 20
donors during one session which, as a general rule, lasts four hours.
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Area
Formal education
Non-formal
education
TOTAL

1,235

New
donors
360

986

162

141

2,221

522

340

Total Nº of donations

Offers
199

The average number of donations among the 46 centres in which the project was
carried out was 48.3, with 11.4 new donations per experience and an average of
7.4 offers of blood donation per campaign. Thus, each experience produced an
average of 48 donations, among which 11 were new donors. There was an
overall total of 2,743 donations, of which 522 people had never given blood
before and a further 340 had wanted to but were unable. This makes a total of
some 3,083 people who received the youngsters‘ service and acted in
consequence. Put another way, the children and teenagers who participated in
the project mobilised 3,083 people. At the educational and awareness-raising
level, value is attributed to the overall number of donations and, above all, to the
quantity of new donors attracted in each campaign promoted by the project‘s
young participants. This number of new donors shows the real effectiveness of
participants‘ actions in convincing people to become donors. The table also
shows donation offers, which is the number of people who wanted to donate but
could not, due mainly to medical reasons.

Conclusion
This study presents the development of an SL project undertaken through the
Blood and Tissue Bank and is a proposal which enables the author to conclude
that it is possible to work social and educational elements in non-educational
organisations. Service learning is a transforming agent in which the service is
intended to improve society. At the same time, it sets out to raise awareness of
the space where the activity takes place. This results in the people who work on
providing a service recognising the area as their own and becoming aware of the
reality in which they live, while simultaneously learning to live in community. SL
sets out to provide a service to the community which, in turn, reaps the reward.
One benefit of social capital is that it fosters the creation of human and physical
capital. This derives from the active participation which is the result of service
learning. It enables social capital to be generated more quickly through the
creation of generalised confidence among the agents involved in the experiences.
The task undertaken by participants in these experiences consists mainly in work
on some aspect of the common reality with the aim of improving it, of achieving
a common good. They may thus be understood as part of an educational method
which teaches certain social elements and, at the same time, develops
something real in the community.
Service learning appears as a tool which allows participation to be worked from
the area of education in order to train future responsible citizens who are aware
of the reality in which they live. The civic republicanism perspective proposes
conscious, responsible civic action in which all participating agents are aware of
the tasks to be developed to achieve a common good. In this sense, the aim of
SL is to form citizens who will be responsible, democratic and critical with the
society they live in, and who will want to improve that society.
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Service learning is a tool which facilitates working with values. It is learning for
life. It is educating to feel, speak, think and act, from the beginning to the end of
the experience. SL activities start out from the detection of a social need, a
challenge which demands some form of civic intervention that contributes
towards improving the situation. To achieve this goal it becomes necessary to
undertake a series of stages abounding in practice in values education and which
constantly put value judgement, critical capacity and personal autonomy to the
test.
Participation in a SL activity experience some time during a person‘s education is
considered highly important. Such involvement improves teaching strategies and
the learning of professionals who work in this field; it strengthens pupils‘ learning
while improving positive results; it furthers the relationship between school,
community and territory; and it produces effects in the ethical dimension of
education.
Service-learning experiences facilitate and enrich different aspects of the reality
in which they intervene. In this case they focus on three specific areas which are
improved by their involvement in the experience: the pupils, the teachers and
the relationship between community and school.
Service learning performs important work for the community, to which it
provides a service in accordance with needs, and increases the participation and
engagement of pupils through learning activities worked autonomously. At the
same time, these projects enable teaching staff to put learning dynamics into
effect that strengthen the integral development of the young participants. The
set of pedagogical elements that appear during an SL experience are reflected in
its practice, promoting a type of education that not only enriches pupils but also
improves the world around them.
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Abstract
Drawing upon the critical theory that highlights celebrating dynamic dialogue in the
classroom, the presenters advocate for the role of kindergarten teachers as activists in
their classrooms. According to Giroux (2007) critical theory considers how education can
provide individuals with the tools to better themselves to deploy education in a process of
progressive social change. The research questions are: (1) What are the differences
between male and female kindergarteners regarding Social-emotional skills and verbal
language skills from the perspectives of Jordanian kindergarten teachers? and (2) what
are the differences between more disciplined kindergarteners and less disciplined
kindergarteners regarding social-emotional skills and verbal language skills? In this
quantitative research the research instruments are: (1) the Social Skills Rating System
(SSRS) developed by Gershman and Elliott (1990). This tool consisted of (30) items
divided into three domains: cooperation, self-control, and assertion, and (2) Checklist for
Assessing Language Development (Morrow 2009). Both of the tools were given to (55)
KG teachers in Jordan and (34) KG Teachers responded to the tools. The findings
highlight KG teachers‘ perceptions of the relationship between kindergarteners‘ language
competencies and their social emotional skills. Future implications and visions for the
power of child's language are provided.

Keywords
Child‘s Language – Social Emotional Skills of Kindergarteners – More Disciplined Child
– Less Disciplined Child

Introduction
In order to boost the academic achievement of children, schools need to balance
the focus on academic skills of children with providing opportunities for learning
social skills (Logue 2007). With the same line of thought, emotional development
of children and their abilities in expressing their emotions appropriately are
crucial for social interaction. In addition, expressing children‘s emotions is related
to how people in their social context evaluate their social competence. In this
regards, caregivers and educators play an important role in fostering emotional
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and social development by using orders and information about emotions as the
guiding and socializing language in their discourse about emotions (Ashiabi
2000). To achieve this goal, teachers need to identify the necessary social skills
that children require to perform successfully in their classrooms (Lane, Jamison &
Philips 2007). Based on identifying these appropriate social skills teachers can
redirect students who may not follow the accepted rules of the classroom.
This study aimed at investigating Jordanian kindergarten teachers‘ perceptions
regarding the social-emotional skills of more disciplined children and less
disciplined children. Also, the study investigates the effects of the language level
of more disciplined child and less disciplined child on his or her social-emotional
skills. For the purpose of this study the definition of ―more disciplined child‖ is
the child who follows the kindergarten instructions and rules completely and cooperates with his or her teacher in the following situations: circle time, during
free play in learning centers, during work on activities, during transition from an
activity to another one, during breakfast time, during play in the outdoor
playground. The definition of ―less disciplined child‖ is the child who shows the
least signs of following the kindergarten instructions and rules in the previous
situations.

1. Research Focus and Questions
Currently, there is a focus on teacher‘s role of using language as a solution for
many social and emotional issues. According to Wilson (2010) preschool teachers
are continually telling young children to, ―Use your words.‖ with repeated success
at ―Using your words‖ or defining the problem, the first step will become
intuitive. This leads to an important question about the verbal language level of
those children. Although teachers focus on language, do children themselves use
this technique to support their social emotional skills?
The purpose of this research is to explore and describe Jordanian kindergarten
teachers‘ perceptions of the social emotional skills of both more and less
disciplined children in their classrooms and the effects of the language level of
these children on their social emotional skills. The research questions are: (1) "
Is there a statistically significant difference at a level less than or equal to 0.05
among male and female kindergarteners in regard to social-emotional skills?‖ (2)
―Is there a statistically significant difference at a level less than or equal to 0.05
among male and female kindergarteners in regard to verbal language skills?‖ (3)
―Is there a statistically significant difference at a level less than or equal to 0.05
among more disciplined and less disciplined kindergarteners in regard to socialemotional skills?‖ (4) ―Is there a statistically significant difference at a level less
than or equal to 0.05 among more disciplined and less disciplined
kindergarteners in regard to social-emotional skills?‖

2. Theoretical Framework
This research is drawing upon the critical theory tenets. According to critical
theory principals teachers should move to play their real educational role. This
can be achieved by celebrating dynamic dialogue in the classroom. Teachers
need to develop their conceptual habits of mind and their capacity to do
classroom research. Also, they need to upgrade their ability to listen to students
and their verbal creativity in posing problems for discussion. Furthermore,
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teachers should consider students‘ social experience when they lead dynamic
dialogue in the classroom (Shor, 1992). Kindergarten teachers need to be
activists in their classrooms in order to help children honor their voices, language
and subjectivities, in their interaction with other children in their contexts.
According to (Giroux, 2007) critical theory considers how education can provide
individuals with the tools to better themselves to deploy education in a process
of progressive social change. With the same line of thought, Cannella (1997)
highlights that teachers should give the opportunity to their students in order to
voice their feelings and concerns without imposing adult‘s own values.
Furthermore, teachers should respect multiple realities and possibilities and
constructing a collective vision for action.
In order to understand the power of the child's language and its effects on socialemotional skills within different contexts, the presenters belief that early
childhood educators' experiences with children from different contexts should be
investigated. According to Apple (2004) the educator is engaged in a political act,
whether he or she is conscious of it or not. As a result, we as researcher, are
looking forward to investigating these acts that affect teachers' perceptions of
the power of child's language.

3. Methodology
3.1. Research Participants
This quantitative research used the descriptive approach screening to highlight
the kindergarten teachers‘ perceptions of the social-emotional skills of more and
less disciplined children in their classroom and to detect the effect of these
children‘s language on their social-emotional skills. To answer the research
questions the research tools were distributed to (55) teachers from public
kindergartens in Amman/ Jordan. The teachers were voluntarily asked to respond
to the tools. The number of teachers who responded to the distributed tools was
(34) and make up rate (68%). Every participant was asked to choose 2 children
from her classroom. One of them is considered, from her perspective, as a more
disciplined child and the other one is less disciplined child. The selection was
based on the provided definitions of ―more disciplined child‖ and ―less disciplined
child‖. The specific definition were included in the consent form. After reading the
definitions and choosing the mentioned children every teacher responded to the
research tools.
3.2. Data Collection Instruments
Data were collected through the use of the Social Skills Rating System (SSRS)
developed by Gershman and Elliott (1990). This tool consisted of (30) items
divided into three domains: cooperation, self-control, and assertion. In addition,
the teachers responded to another checklist for Assessing Language
Development (Morrow 2009). This tool included (13) items. The purpose of this
checklist was to identify the level of verbal language that more disciplined child
has compared to less disciplined child. Each instrument included two sections:
the first one described the purpose of such instrument and how to use it and the
second part presented the instrument‘s items.
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3.3. Validity and reliability of research instrument
In order to verify the authenticity of the Social-Emotional Skills Instrument and
Language Competencies Instrument after the translation to Arabic language, the
researchers gave tools to some specialists in the field of early childhood
education where they were asked for their views regarding the items of each
questionnaire in terms of the clarity of the paragraphs and the accuracy of
linguistic formulation. The proportion of the agreement adopted was (92%) for
the Social-Emotional Instrument and (90%) for the Language Competencies
Instrument. The specialists did not add or delete any items. Based on this
process the final instruments were distributed to the participants.
In order to verify the stability of the research instrument internal consistency of
the scale was calculated by using Cronbach Alpha equation. The reliability
coefficient of the Social-Emotional Skills instrument as a whole has reached
(97%) and for the Language Competencies Instrument the reliability coefficient
has reached (87%).

4. Research Results, Analysis and Discussion
The first hypothesis: There is no statistically significant difference at a level less
than or equal to 0.05 among male and female kindergarteners in regard to
social-emotional skills. To prove that hypothesis (T Test of Independent
Samples) has been used. See Table 1 for more details.
Table (1)
Dependent
Variable
Social-Emotional
Skills of
Kindergarteners

Gender

Sample (n)

M

SD

Male

20

71.6000

17.29436

Female

14

83.7857

8.54111

Dependent
Variable

T

df

P

Social-Emotional
Skills of
Kindergarteners

-2.429

32

.021

The above tables show that there is a statistically clear difference between males
and females regarding social skills in the abstract level of less than or equal to
(0.05) where the value of (T) equal to (-2.429) and the value of P = 0.021 which
is less than 0.05. In addition the mean of the social skills of female
Kindergarteners is (83.78) and the standard deviation of them is (8.541)
whereas the mean of males is (71.60) and the standard deviation is (17.29).
Therefore, the null hypothesis is rejected and the alternative hypothesis is
accepted. The alternative hypothesis states that: there is a statistically
significant difference at a level less than or equal to 0.05 among male and
female kindergarteners in regard to social-emotional skills. As a result this study
suggests that social-emotional skills are more apparent with girls in kindergarten
more than boys.
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Second Hypothesis: There is no statistically significant difference at a level less
than or equal to 0.05 among male and female kindergarteners in regard to
verbal language skills. To prove that hypothesis (T Test of Independent Samples)
has been used. Table (2) shows the results.
Table (2)
Dependent
Variable

Gender

Sample (n)

M

SD

Verbal Language
Skills of
Kindergarteners

Male

20

31.5500

5.17560

Female

14

33.5000

4.73530

Dependent
Variable

T

df

P

Verbal Language
Skills of
Kindergarteners

-1.119

32

. 272

The above tables show that although the mean of the verbal language skills of
female Kindergarteners is (33.5000) and it is higher than the mean of males is
(31.5500), there is no statistically difference between males and females
regarding verbal language skills in the abstract level of less than or equal to
(0.05) where the value of (T) equal to (-1.119) and the value of P = 0.272 which
is less than (0.05). As a result the null hypothesis is accepted and there is no
statistically significant difference at a level less than or equal to 0.05 among
male and female kindergarteners in regard to verbal language skills.
Third Hypothesis: There is no statistically significant difference at a level less
than or equal to 0.05 among more disciplined and less disciplined
kindergarteners in regard to social-emotional skills. To prove that hypothesis (T
Test of Independent Samples) has been used. The following table (3) shows that
there is a clear statistically significant difference between more disciplined and
less disciplined kindergarteners at a level less than or equal to (0.05). As clearly
appeared the value of (T) is (5.643) and P value is (0.00) which is less than
(0.01). In addition, the mean value of more disciplined kindergarteners is
(84.54) and the standard deviation of them is (7.028). These results are higher
than the less disciplined kindergarteners whose mean value is (62.08) and their
standard deviation is (16.233). As a result, the null hypothesis is rejected and
the alternative hypothesis is accepted. So, the study shows that more disciplined
kindergarteners have more social-emotional skills than less disciplined
kindergarteners.
Table (3)
Dependent
Variable

Independent Sample (n)

Social-Emotional
More
Skills
of Disciplined
Kindergarteners
Less
Disciplined

M

SD

22

84.5455

7.02870

12

62.0833

16.23385
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Dependent
Variable

T

Social-Emotional
5.643
Skills
of
Kindergarteners

df

P

32

. 0000

Fourth Hypothesis: There is no statistically significant difference at a level less
than or equal to 0.05 among more disciplined and less disciplined
kindergarteners in regard to verbal language skills. To prove that hypothesis (T
Test of Independent Samples) has been used. The following table (4) shows the
results.
Table (4)
Dependent
Variable

Sample (n)

Verbal Language More
22
Skills
of Disciplined
Kindergarteners
Less
12
Disciplined
Dependent
Variable

T

Verbal Language 2.297
Skills
of
Kindergarteners

M

SD

33.7273

4.90075

29.8333

4.36585

df

P

32

.028

The tables show that there is a clear statistically significant difference between
more disciplined and less disciplined kindergarteners at a level less than or equal
to (0.05). As clearly appeared the value of (T) is (2.297) and P value is (0.028)
which is less than (0.05). In addition, the mean value of more disciplined
kindergarteners is (33.73) and the standard deviation of them is (4.901). These
results are higher than the less disciplined kindergarteners whose mean value is
(29.83) and their standard deviation is (4.365). As a result, the null hypothesis is
rejected and the alternative hypothesis is accepted. So, the study shows that
more disciplined kindergarteners have more verbal skills than less disciplined
kindergarteners.

Conclusion
As a conclusion, this study reveals that when it comes to social emotional skills
of kindergarteners, there is a difference between boys and girls. The results
indicate that girls have more social-emotional skills more than boys. As a future
implication, kindergarten teachers need to focus on improving boys‘ socialemotional skills by guiding them to more activities and situations that lead them
master their social-emotional skills. Further, the study highlights that more
disciplined kindergarteners have more social-emotional skills and they show
more verbal language skills than less disciplined kindergarteners. The research
study guides to an important issue related to less disciplined children who may

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

301

find a difficulty in expressing their feelings and emotions due to a lack of verbal
language skills. As a result, these children need to first improve their language
and increase their vocabulary which can enable them voice their worries and
explain their feelings by words. This will guide them to better communicational
skills that are crucial for improving their social-emotional skills. Further research
in this area and focusing on kindergarteners from different contexts is
recommended.
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Abstract
This study was aimed at gaining a greater understanding of how spirituality, defined by
Fowler, may assist one group of minority students, African Americans, to persist in higher
education. Colleges and universities measure success through persistence, retention, and
graduation rates of students. According to the Arizona Minority Education Policy Analysis
Center (AMEPAC) report, the total minority college student graduation rate of 46 % is
lower than non-minority students at 52%. The following overarching questions guided
this research: (a) How do African American college students describe spirituality? (b)
How do African American college students describe success? and (c) How might
spirituality influence African American student retention? Using a qualitative research
approach, African-American college students participated in individual student interviews.
An analysis of the narrative data was conducted to identify recurring patterns with the
assistance of the Nvivo 7 qualitative software program. The findings revealed connections
between the students‘ college experiences and their beliefs about spirituality and
retention. Recommendations for higher education evolved from the findings in the areas
of systematic, policy-related, and programmatic changes introducing opportunities for
enhancing the college experience by means of spirituality to improve the persistence rate
of African-American students on college campuses.

Keywords
Higher Education – Spirituality – Ethnicity

Introduction
This study was aimed at gaining a greater understanding of how spirituality may
assist one group of minority students, African Americans, to persist in higher
education. A crucial issue driving this research was that the southwest‘s
economic future depends on educating minority residents, but according to the
Arizona Minority Education Policy Analysis Center (AMEPAC) (2009) report, the
total minority college student graduation rate of 46 % is lower than non-minority
students at 52% (Morel-Seytoux, 2009). This data from AMEPAC (2009) as well
as similar data reported by the Texas Higher Education Coordinating Board
(THECB) (2004) and the New Mexico Higher Education Department (NMHED)
(2006) suggest that some minority students continue to encounter challenges
when pursuing higher education.
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1. Research Questions
In this study, African American students had an opportunity to share their
individual insights about how their spirituality may have helped them persist
through higher education. The following overarching questions guided this
research: (a) How do African American college students describe spirituality? (b)
How do African American college students describe their spiritual development?
(c) What factors support their spiritual development? (d) How do African
American college students describe success? and (e) How might spirituality
influence African American student retention?

2. Background Information about the History of Spirituality in
Higher Education
In order to understand the impact of this information on higher education, it is
important to provide background information about the history of spirituality in
higher education and its relationship to this study. The stories of the participants
of this study mirror experiences illustrated by Alexander Astin (1975, 1993), who
indicated several characteristics of a climate conducive for success: environment,
support, and preparation. Another critical aspect of success is balance. Cynthia
Dillard (2002) explained, ―The more stories we ‗uncover‘ from multiple cultural
spaces, the more we might be able to foster a balance of spiritual, emotional,
and intellectual development of ourselves and our students‖ (p. 386).
The participants‘ stories provide insight regarding questions posed in the
research about the history of spirituality in higher education (Astin, 1984;
Jablonski, 2001): (a) Is there still a need for spirituality? (b) Is it important to
include a discussion of spiritual values when assisting students encountering
social problems? and (c) Is spirituality important in assisting minority students to
overcome obstacles and persist through college?
To address these questions, it is important to first note that current research
shows that spirituality in higher education has decreased and scholars question if
there is a need for spirituality in education today (Jablonski, 2001). When
examining the historic structure of higher education, it is easy to see that
spirituality was an important part of the founding values of Harvard, the first
American university that was founded in 1636. In Exploring the Heritage of
American Higher Education: The Evolution of Philosophy and Policy, Bogue and
Aper (2000) discussed the historical missions of several colleges that were faithbased, having been founded on spiritual values.
Second, Bogue and Aper (2000) stated that a common theme throughout the
history of education is the importance of training people to assist others in
solving social problems. For example, spiritual values were part of the training
structure (Bogue & Aper, 2000).
Third, spirituality in education can play an important part in assisting minority
students by providing tools to overcome obstacles, thereby contributing to
retention rates (Christian & Barbarin, 2001; Cuyjet, 2006; Jablonski, 2001; Lee,
2001). Some obstacles students encounter deal with a lack of funding,
preparation for college, and social and psychological support to handle
relationship issues and personality development (Castellanos & Jones, 2003).
Pierre Bourdieu and Jean-Claude Passeron (1990) stated that the reason external
challenges or impediments exist is because of the educational systems in place.
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They concluded that cultural, historical, and intellectual impediments inhibit
minority student success. The importance of this study is to better comprehend
how spirituality influences African American college student retention and to
make suggestions for improved policies, programs, and systems on college
campuses today.

3. Literature Review
The literature review focuses on the retention of African American students and
spirituality. The importance of this topic lies in addressing the surging numbers
of diverse students in higher education and factors related to increasing their
retention and graduation rates (AGBUC) (2003). A better understanding of the
role of spirituality as a factor in minority student persistence and the application
of this knowledge is important to produce recommendations to address this
issue.
One factor that helps students persevere in the midst of the challenges is their
spiritual development (Walker & Dixon, 2002). Walker and Dixon‘s research
indicates that African American students who reported higher levels of spiritual
beliefs received higher grade point averages as well as fewer suspensions and
probations.
Several minority groups recognize the importance of spirituality. In the Asian
American, African American, American Indian, and Latino American communities
faith, spirituality, and religion have been important parts of tradition and
community. When spirituality is embraced, school performance is improved
(HeavyRunner & Morris, 1997; Lee, 2001; Walker & Dixon, 2002;). Since
American Indian, African American, and Latino American students consistently
have lower eligibility scores for attending college compared to Asian and White
Americans (Cuyjet, 2006; Morrison Institute for Public Policy, 2001; NMHED,
2005; THECB, 2004), the role of spirituality in academic success is important to
examine.
The University of Notre Dame Institute for Latino Studies (2006) conducts
research to learn about the role that faith-based organizations play in
strengthening Latino communities and improving their quality of life. Notre Dame
scholars examine religious beliefs, leaders, and churches. For example, in
Religion Matters: Predicting Schooling Success among Latino Youth, Sikkink and
Hernandez (2003) discussed the role of religion in encouraging high academic
achievement and aspirations. Math scores were higher for those Latino students
who subscribed to a religion. The authors stated that many other factors, such as
income and family, influence academic achievement, and the authors discussed
the level of involvement in religious activities and the relationship of this
involvement with student academic achievement.
Institutions have responded to this issue in various ways. According to the
National Association of Student Personnel Administrators (NASPA) (2005),
private or religious institutions may have responded to the challenge of student
retention with holistic learning, communicating core values, assessing character
outcomes, faith, religious/spiritual activities or programs. Public institutions have
focused more on ethics, leadership, freedom of speech and inquiry, involvement,
and governance. The NASPA has examined ways that colleges promote character
development through honor codes, ethics, chapel services and community
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services. They define character principles as ―guiding standards, fundamental
beliefs or values, pillars of practice‖ (¶ 4 ). Through these programs, it appears
that institutions—both private and public—recognize that personal development
does influence student success.

4. Methodology and Theoretical Framework
The research methodology for this study was framed by Fowler‘s (1981) theory
of spiritual development, Astin‘s (1984) theory of involvement, and Cross‘ (1995)
model of psychological nigrescence. Fowler‘s theory of spiritual development
states that people experience different stages of identity in their development.
Astin conducted several studies that suggest that students who are involved in
the school‘s community are academically successful. Cross discussed the
importance student cultural identity and its development process. The works of
Fowler, Astin, and Cross provide significant support for this study‘s central
question: How does spirituality influence the retention of African American
students in higher education?
The level of spiritual development may influence a minority student‘s level of
persistence through college; yet the current education system is designed to
inhibit some groups from persisting through college (Bourdieu & Passeron, 1990;
Walker & Dixon, 2002). Therefore, it was important to design a study that would
deeply probe the thoughts, feelings, and experiences of minority students to
generate knowledge about the influence of spirituality on their persistence
through college. A qualitative approach was most appropriate to investigate the
perspectives sought here. Prior to contact with the study participants, the
researcher received approval from the research site‘s Human Subjects
Institutional Review Board (HSIRB) to conduct the research.
For the purpose of this study, the U.S. Southwestern states of Arizona, New
Mexico, and Texas were considered for their shared information about the job
market, location, and similar higher education concerns of low minority student
retention rates. The research site was a four-year state university in the
southwest region of the United States. Because of the nature of this study‘s
inquiry, only those organizations and clubs with missions related to spiritual
values or minority student assistance were asked to assist with recruiting study
participants through e-mail. The researcher verbally explained the study to
potential participants and provided them with a letter of consent, which
described the voluntary nature of the study. Students were assured that their
personal identity and the identity of their institution would be kept confidential.
Each student was required to sign and date the consent letter before
participating in the study.
Twenty African American students, classified as at least sophomores,
participated in a single 60-minute individual student interview using semistructured questions conducted by an African American researcher. The study
participants, ten male and ten female African American graduate and
undergraduate students, comprised a convenient sample rather than a random
one. All names used to report the data results are pseudonyms to protect the
identity of the participants.
The researcher conducted an analysis of the narrative data to identify recurring
patterns in the form of categories, factors, variables, and themes beginning with
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the first student interview with the assistance of the Nvivo 7 qualitative software
program. The researcher noted common themes that were surfacing in the
conversations with the students about spirituality and its influence on their
success. The transcribed audio-taped student interviews were reviewed for
accuracy while making additional notes to document reflections on the
interviews.

5. Research Findings
The research findings illustrates that spirituality has had a positive impact on the
African American college experience. The students described their successes and
challenges in higher education and how spirituality provided support, strength,
guidance, and encouragement. The first research question was: ―How do African
American college students describe spirituality?‖ All twenty students responded
that they believe and value spirituality. The literature defined spirituality as ―a
search for meaning, transcendence, wholeness, purpose and apprehension of
spirit as the animating essence at the core of life‖ (Jablonski, 2001 p.8). The
students‘ definitions of spirituality included these common terms: ―prayer,‖
―religion,‖ and ―higher power‖ or ―God.‖ Some students described a path or
belief. One student said it was simply a belief in God. Their definitions were
grouped according to the terms ―belief,‖ ―guide,‖ and ―personal relationship.‖ The
students‘ descriptions reflect the value of holistic development embedded in
many minority communities.
The literature identifies spirituality as a part of holistic development which many
cultures incorporate into their lifestyles (HeavyRunner & Morris, 1997). By
drawing from the literature and the findings from this study, one can gain a
better understanding of how a specific group—African Americans—define
spirituality. This understanding provides informed recommendations for improved
support for minority students on college campuses. Additional recommendations
emerged from the data pertaining to the students‘ spiritual development, which
relate to question two.
Question two was: ―How do African American college students describe their
spiritual development?‖ This question involved aspects of Fowler‘s (1981) theory
of spiritual development. Fowler‘s six stages of development—intuitiveprojective,
mythic-literal,
synthetic-conventional,
individuative-reflective,
conjunctive, and universalizing.
Although Fowler‘s (1981) six stages were not defined for the students, many of
them described characteristics of the various stages when asked about their
spiritual development. When self-describing their spiritual development, the
students spoke about how they acted on their thoughts about God each day,
including praying, talking with friends, or attending a religious ceremony.
Students commonly reported they thought about God and acted on those
thoughts when life was challenging—financially, academically, or personally—
such as when family and relationship crises arose. The students‘ descriptions of
spirituality‘s function during life challenges helped to signify the students‘
spiritual development.
Several observations can be made from the students‘ descriptions of spiritual
development. Most of the students represented stage three of spiritual
development—Fowler‘s (1981) synthetic-conventional stage. In this third stage,
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the person has integrated faith with personal identity. Variations in spiritual
development apparently related to gender and grade classification. The females
were often stronger in their faith; this finding was revealed in their discussions of
the role that faith played in daily challenges to their education. Although the
literature claims that the retention rate for males is lower than females (Cujet,
2006), the males interviewed for this study shared concrete examples of how
faith kept them from dropping out of college. So, the male students‘ spiritual
development also played a significant role in the retention process.
A second observation is related to the third research question: What factors
support their spiritual development? Students commonly responded that
organizations, family members, and friends were important. Often the students‘
perceptions of spiritual development were in harmony with their cultural beliefs
and chosen organizations. They belonged to organizations that included cultural
development as part of the mission. This was especially true of two
organizations—African American Men of Southwestern State University
(AAMSSU) and the National Association for the Advancement of Colored People
(NAACP). Connecting with other students with similar spiritual as well as cultural
beliefs was a critical factor in the students‘ spiritual development. This peer
connection seemed to be more important for African American males.
A third observation can be drawn from the data relative to the students‘ cultural
identity development. Cross‘s (1995) model has five stages of cultural
development: (a) pre-encounter, (b) encounter, (c) immersion-emersion, (d)
internalization, and (e) internalization-commitment. The study findings revealed
that most of the female students expressed elements of stage three of Cross‘s
model, which is embracing a new culture and identity. Most of the male students
interviewed described campus experiences that resolved conflicts between their
old and new worldview, exemplifying Cross‘s forth stage—internalization. Cultural
identity might be another ―weapon‖ minority students used to combat the
negative effects of a challenging campus environment; cultural identity may
assist with coping strategies and increasing self-esteem (Christian & Barbarin,
2001). The relationship between cultural and spiritual development is critical to
understand to make recommendations to improve the retention of AfricanAmerican students in higher education.
Question four was ―How do African American college students describe success?‖
The definition of success in relation to spirituality varied and there was some
discrepancy in how the students and how the university described success. All of
the students said that spirituality was an important part of their current and
future success. They described their success as internal as well as external. In
terms of internal success, the students talked about being humble and genuine.
They thought it important to be a good person, have a good relationship with
God, and impact the community. As an external quality, success was described
as graduating from school and having a successful career and family.
The last question was ―How might spirituality influence African American student
retention?‖ It is clear from the students‘ responses that spirituality has had a
positive impact on their college experience and many areas of their lives. The
students described their successes and challenges in higher education and how
spirituality provided support, strength, guidance, and encouragement through
the high and low experiences. Many of the students said that their college
experience was positive as a result of spirituality. The students‘ responses to the
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last question, as well as the previous questions, suggest that a need exists to
recognize spirituality as a tool in higher education for student retention.

6. Implications and Future Research
Based on this study‘s results, several recommendations for higher education in
the areas of systematic, policy-related, and programmatic changes that can
introduce opportunities for enhancing the college experience by means of
spirituality and improve the individual student‘s college experience are
appropriate (see Table 1). For further research, this study should be replicated
comparing various institutions, interviewing more students, defining prayer, and
meeting with other ethnic groups.
Table 1
Recommendations for Improving
Institutions of Higher Education

African

American

Student

Retention

Systematic

Policy-Related

Programmatic

Improve access into and throughout
the educational government structure
for students to express spiritual
needs/concerns
and
improve
communication

Reevaluate current policies and
processes for effectiveness and
the inclusion/appropriateness of
spirituality

Maintain campus organizations
that provide an outlet for cultural
and spiritual expression

i.e. create a student board addressing
spirituality
that
has
regular
communication with SSU officials

i.e. evaluate the process of
filling out the FASA form by
providing access and support
from spiritually mission based
organizations

Modify systems to be spiritually and
culturally
sensitive
to
target
populations

Adapt and develop policies that
continue to support cultural and
spiritual sensitivity

i.e. partner with community churches
regarding how to complete the FASA
form

i.e. A Financial Aid staff
presents at a Greek Life event at
the beginning of each semester.

i.e. NAACP, AAMSSU

Continue providing opportunities
for minority student involvement
and interactions within the
campus
environment
and
community that are inclusive of
spirituality
i.e. partner
churches

Harmonize institutional goals with
students’ spiritual development
i.e. provide opportunities for students
to earn credit for spiritual exploration

Improve recruitment and retention
strategies for students, staff, and
faculty that include spirituality as an
important factor
i.e. establish a reward or credit system
for faculty who provide opportunities
for spiritual exploration

Create
welcoming
inclusive of spirituality

environments

i.e. assign mentors who
understanding of spiritual values

are

Integrate policies and processes
on a macro and micro level that
include spirituality
i.e. allocate funding for the
spirituality board as well as for
student organizations to address
spiritual exploration

with

community

Strengthen transition programs
with high schools as well as
transitions from year to year that
promote spirituality
i.e. connect upward
students with NAACP

bound

Improve campus publicity of
events that promote spiritual
development
i.e. communicate and publicize
with all groups who have
spirituality in their mission such
as Fellowship of Christian
Athletes

at
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Conclusion
In conclusion, this study examines the influence that spirituality may have on the
retention of African American students in higher education in the southwest
region of the United States. Spirituality has historically been an important part of
community in several cultures and thus may influence student success. Because
colleges define one marker of institutional success as high student retention,
administrators and educators can help African American students achieve
success by incorporating spirituality into the college experience.
The study, also provides recommendations for systematic, policy-related, and
program changes that can introduce opportunities for enhancing the college
experience by means of spirituality. Each of these entities affect the structure of
education and can support the ideal of the founding mission of education—to
prepare people to be productive citizens (Bogue & Aper, 2000). It is important to
continue evaluating policies and processes that may affect present and future
students, including African American students (Walker & Dixon, 2002).
Finally, this information contributes to the growing body of knowledge of the
factors contributing to the success of minority students in higher education by
adding new knowledge about the role spirituality plays in the retention of African
American students in a large research university context. This knowledge may be
useful in designing campus retention programs for African American student
groups to promote student success.
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Abstract
This research paper reports on how teacher education programs in NYC are preparing
their candidates to teach mathematics to students with and without disabilities in
inclusive settings; and what do current teachers do for and think about engaging all
students in mathematics in NYC inclusive classrooms. We used two sets of data. The first
is extensive surveys for instructors (N=120) in all teacher education programs in NYC
that address mathematics instruction in inclusive settings. The second set is in-depth
interviews that we conducted with 15 mathematics teachers in k-8 inclusive classrooms.
We will beging by analyzing the policies that affect the inclusion practices in NYC we will
then share our findings that describe both university instructors and k-8 teachers‘ views
towards participation of students in mathematics in inclusive settings; impact of course
offerings; needed areas of support and professional development. Comparison and
contrast between the multifaceted findings will be the basis for discussion and
recommendations on how to increase the participation in mathematics of all students.

Keywords
Inclusion – Mathematics education – Teacher preparation

Introduction
After a long period of experimentation with various educational systems based on
behavioral and psychological sciences, medical models, and segregation, the tide
seems to have decisively turned in favor of full inclusion of children with
disabilities into the education system. Several federal laws have been enacted
since the early seventies establishing the guiding parameters of inclusion.
Prompted by these federal mandates, New York City responded with a number of
initiatives aimed at developing inclusive programs for the City‘s students with
disabilities. Even though these initiatives have shown real and documented
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progress, reports indicate that there is still a long way to go in the effort for full
educational inclusion. These reports point primarily to the need to better prepare
teachers for the task of educating students with disabilities in inclusive settings,
particularly with regards to the teaching of mathematics. Little research has been
conducted on this topic.

1. Background and Problem Addressed
In the last decades, the country has moved from the assumption that children
with disabilities should be segregated to the realization that social inclusion and
equality and academic achievement are the rights of every child with a disability
(Shapiro, 1999). These ideal principles were first mandated in federal law with
the Rehabilitation Act of 1973 (P.L. 93-112), which demanded federally funded
programs to accommodate people with disabilities. Later, the Education of All
Handicapped Children Act of 1975 (P.L.94-142) and the Individuals with
Disabilities Education Act of 1997 established that children with disabilities are
entitled to a free, public education in the Least Restrictive Environment (i.e.,
most inclusive environment) appropriate to their needs (Friend, 2006).
In response to the Least Restrictive Environment (LRE) mandate in the federal
law, and after a long history of providing segregated education to children with
special needs (Rebell, 1990), New York City is restructuring its system for
educating students with disabilities: (a) In 1991, the Office of Inclusive Education
(OIE) was established in District 75, the citywide district for children with severe
and multiple disabilities, for the purpose of developing inclusive programs that
provide full-time inclusive education in age appropriate general education
classrooms for District 75 students. Currently, around 1,500 of District 75‘s
students are served in these programs; (b) The LRE Initiative, part of the
Chancellor‘s Strategic Plan for Special Education, was launched in 1996 to
provide schools in participating districts with opportunities to create inclusive
classes and collaborative team teaching to educate students with disabilities in
the LRE. Beginning with only two districts, the initiative expanded over three
years to include almost half of the City‘s community school districts (Sacks &
Goldstein, 1999); and, (c) In 2000, New York City Board of Education adopted a
revised Continuum of Special Education Services which requires that every
student with a disability be given an appropriate education in the LRE. These
initiatives have shown the potential to make real the promise of the federal
Individuals with Disabilities Education Act in New York City—that students with
disabilities receive an equal opportunity to learn, have access to the material
taught to children in general education classes, and have access to the
instructional methodologies necessary to help them learn. In recent years,
statistics show that progress towards placement in the LRE in New York City was
achieved as well as a decline in the percentage of students with disabilities
placed in separate settings (Gloechler, 2001; NYC Board of Education, 19972001). Inclusive education is not just the law, it is well established in the
literature that inclusive education is also good educational policy. It has been
proved that the educational outcomes for children in inclusive settings are better
than the outcomes for those in segregated settings (Pruslow, 2000; Baker et al.,
1994; Lipsky & Gartner, 1995; The Least Restrictive Environment Coalition,
2001; Waldron & McLeskey, 1998).
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These LRE policy initiatives, however, also have the potential risk of providing
only second-class education to students with disabilities by enrolling them in
general education classes without adequately addressing their special needs. The
report prepared by The Least Restrictive Environment Coalition in 2001 examines
inclusion of children with special needs in New York City public schools and
demonstrates thoroughly that there is still a long way to go before children with
disabilities are afforded the sound, basic, non-discriminatory education that is
their right. This report declares that providing quality education and training to
prepare general and special education teachers to teach in inclusive settings is
the top requirement to achieving inclusion in the City (The Least Restrictive
Environment Coalition, 2001). Research on inclusive classrooms provide further
confirmation that the many benefits of inclusive classes may not be realized
without, first and foremost, more qualified and better prepared teachers (Varma,
2007, Shapiro, 1999; Baines et al., 1994; Zigmond & Baker, 1995).
Teacher education institutions in New York City have responded to the LRE policy
initiatives. They have designed new programs that prepare teacher candidates
for teaching in urban inclusive settings. In the past five years, at least 16 new
inclusive education programs were launched in public and private colleges in the
City. However, a review of the curriculum of these programs indicates that the
focus is consistently on increasing the achievement of students in inclusive
settings in literacy. Evidently, increasing the participation and achievement of
students with and without disabilities in mathematics is an area that receives
little, if not the least, attention in these programs.
Teaching mathematics to students in inclusive settings is an intricate process
that involves the intersection of numerous, varied, and complex systems such
as: ―(a) a complex symbolic system (i.e., Hindu-Arabic numeration system); (b)
an elaborate expert knowledge system (i.e., teacher knowledge about how to
teach mathematics); (c) a multi-faceted measurement system (i.e., assessing
mathematical achievement); (d) content knowledge comprised of highly
specialized information and vocabulary unique to mathematics; and, (e) unique
instructional designs and delivery needs for diverse students (i.e., students in
inclusive settings)‖ (Institute of education Sciences, 2007). Addressing
successfully the complex process of teaching mathematics effectively to students
with and without disabilities in teacher education programs in New York City
represents a significant need for at least the following four reasons: First, 20% of
students with disabilities in New York City performed far below State Standards
in the elementary Mathematics examination in 2003 compared to only 2.5% of
general education students (Vocational and Educational Services for Individuals
with Disabilities, 2004); Second, teachers in inclusive and special education
settings have expressed their need for resources and programs that help them
teach mathematics to their students; third, very few studies have been
conducted to provide recommendations for teacher education programs to better
prepare teachers for the challenges in the rapidly increasing inclusive classrooms
; and, fourth, it is well documented that far more research is needed on the
development of mathematics competence, difficulties and instructional
interventions (Fuchs, 2005; Robinson et al., 2002) to inform teacher education
and preparation.
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2. Research questions and methods
2.1. Interdisciplinary and methodological connections
This study bridges areas within three categories: (1) Mathematics and special
education, (2) Teacher Education and public urban schools (3) qualitative and
quantitative methods.
Mathematics Education / Special Education. This study builds on expertise
deriving from two high-need branches of education: mathematics and inclusive
education. Bridging these two branches is very much needed given the National
Council of Teachers of Mathematics (NCTM) stress on the importance of equity in
the mathematics classroom for all students, especially students with disabilities
(NCTM, 2000). Researchers also agree that more studies are needed to
understand mathematical difficulties of included students and to evaluate
successful interventions (Thompson, 2000; Askew and Brown, 2001). Most
specifically, little is known about what teachers are doing to enhance
participation of students with disabilities in mathematics in inclusive settings
(Gersten et al., 2005).
Teacher Education / Public Urban Schools. Collaboration among diverse players
involved in the education of students with disabilities was identified back in the
early 1990s as a primary need by classroom teachers, district supervisors, and
college professors (Houtz & Watson, 1998). This study adopts recent
recommendations for teacher education reform which call for models where
―public schools bring together faculty and their students with school teachers and
their students to enrich education, research, and professional development‖
(Levine, 2006, p. 105).
Qualitative / Quantitative Models. This study uses a mix of quantitative and
qualitative research methods in order to investigate both macro and micro levels
of mathematics instruction in inclusive settings. Surveys, questionnaires, and
achievement data will help determine the big picture while classroom
observations, teacher interviews and focus groups will help zoom in on classroom
practices. This type of research, mixed method research, which combines
different methodological tools, has been advocated by various education
researchers (see, for example, Johnson & Onwuegbuzie,2004; Shulman, 1997;
Eisenhart, 2001).
2.2. Study design and data collection
This paper reports only on the first part of a four-parts study that incorporates
the issues and categories discussed above. In this first strand we aimed to
survey and analyse all course offerings that focus on or address the teaching of
mathematics in k-8 inclusive settings in all NYC teacher preparation programs
and to inerview classroom teachers about their experience teaching mathematics
in inclusive classrooms. In particular we attempted to answer the following
research questions:
1)What do teacher preparation programs offer their candidates to teach
mathematics in inclusive classrooms?
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2)How do faculty in teacher preparation programs perceive these offerings? and
3) How do classroom teachers perceive their experience in teaching mathematics
to students with and without disabilities in NYC inclusive classrooms?
2.2.1. Instructor Survey
The survey was designed for mathematics in inclusion instructors in all teacher
education programs in NYC. We followed the guidelines set by Dillman, Smyth, &
Christian (2009) and Fink (2009) for designing and implementing online surveys.
We applied the holistic approach to crafting survey questions (Dillman, Smyth, &
Christian, 2009). We identified collaboratively the concepts that would
comprehensively answer each of the research questions. To have a complete
picture of what is being offered in teacher education programs on mathematics
instruction and inclusion (first research question). The concepts identified were:
time
spent
on
topic;
sub-topics
addressed;
reading
materials,
classroom/teaching activities; assignments; link to schools; and, professors‘
approaches in mathematics education and special education. As for the second
research question, we chose the following concepts to help us collect adequate
information on how professors perceived offerings on math instruction and
inclusion in teacher education programs: views towards participation of students
in mathematics in inclusive settings; need for offerings on math and inclusion in
teacher education programs from multiple points of view; impact of such
offerings on attitude of teacher candidates; areas covered in these offerings;
needed areas of support to continue or improve on such offerings.
Our sample included all instructors (full time and adjuncts) in all teacher
education programs in NYC that might address the topic of mathematics
instruction in inclusive settings in K-8 grades. After pretesting and piloting the
questionnaire through cognitive interviews and online pilot run, 120
questionnaires were completed with response rate of 24%.
2.2.2. Teachers Interview
Given the exploratory nature of our study and in order to help us answer the
third research question we conducted interviews with teachers of mathematics in
inclusive settings. Interviews are known to ―allow [researchers] to gather
descriptive data on participants‘ points of view about the research in question
and in their own words.‖ (Samaras, 2010, p 184) Interviews more than any
other tool, provide the opportunity to move dynamically in questions between
the specific and general.
We interviewed a group of (15) mathematics teachers of grades 4-8 about their
experiences in teaching mathematics in inclusive settings in NYC public schools.
We developed an interview protocol based on (Leopold & Hange, 1996).
Questions focused on teachers‘ experiences, concerns, obstacles, solutions,
support and practices.
In line with methods from grounded theory, the interview data was sorted,
resorted and analyzed, moving from descriptive information to constructing
explanatory schemes (Bogdan & Biklen, 2006; Corbin & Strauss, 2008).
We used the codes: Teacher Preparation (TP); Classroom Experience (CL);
School support (CA); Teacher View (TV)
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3. Findings
3.1. Insights from teacher preparation
Our initial findings are showing the following: The support needed by most
instructors is more time to work collaboratively with other faculty members;
majority wanted to improve their offerings on math instruction in inclusive
settings by providing more time on the topic in their courses; majority of
instructors expected their students to learn about differentiated instruction;
majority proposed offering a separate course on the topic to sufficiently prepare
teachers; many instructors reflected a view of mathematics as a subject that is
not to be integrated with other subjects (like literacy or science); the colleges
that provide the most offerings on the topic are private colleges; and, at least 9
programs provide only basic preparation in skills on this topic to their future
teachers
3.2. Through the classrrom teachers eyes
Our preliminary findings are showing: a consensus on lack of preparation and
training in differentiation to teach mathematics; Lack of support in many cases
within schools. Emergent motivation and questioning strategies developed by
teachers to engage students with disabilities in inclusive settings.
3.2.1. Lack of preparation
Many teachers interviewed expressed that they felt underprepared to teach
mathematics in inclusive settings. ―I have personally found it very challenging to
work with students who may be classified as ―special education‖ students. I
believe this is most likely because I have not been thoroughly trained to work
with such an audience‖. Differentiating mathematics instruction was mentioned
over and over as a skill that teachers needed more training and preparation
with:‖ I do not feel I was properly prepared for differentiation. The word had
been thrown around a lot in training; yet, it had been presented almost as ―make
the math a bit easier for the kids who need it.‖ I have since learned this is barely
differentiation.‖
3.2.2. Lack of support
Most teachers who expressed that they were challenged by teaching
mathematics in inclusive settings complained mainly from the lack of supporting
personnel and co-teachers: one teacher described this reality as such: ―There
was only one special education teacher in my school who tried his best to
alternate between inclusion classes, but was often called upon to act as a
substitute for teachers who were absent leaving me without support ». Another
teacher voiced frustration with the lack of paraprofessionals: « There are a few
students who require paraprofessionals in my school and are often abandoned
throughout the day, missing instructional time and failing to learn almost daily. It
is a shame to see how some students are shuffled through the system‖.
It‘s interesting to note that in the case of one experienced teacher who has been
teaching mathematics in inclusion for over six years the need for mathematically
specialized support was highlighted: ― I do receive a lot of support, but minimal
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input towards improving the mathematical teaching pedagogy.‖ This same
teacher observed the lack of specialized teacher preparation programs for
mathematics special education.
3.2.3. Beginning teachers experience
The beginning teachers interviewed expressed that they struggle in addition to
the challenges mentioned above with the fact that they are still developing their
teaching ―survival skills‖. They find it very challenging to work on inclusion
strategies when they are still struggling with classroom and curriculum
mangement issues: ―I know it is possible, and yet it is the most challenging job I
can think of. I wish I could spend less time managing my classroom and more
time engaging students in meaningful mathematics. Also, as a first year teacher
I have not yet developed the tools I need to provide students with multiple entry
points into a particular piece of content.‖
3.2.4. Is success possible?
Many teachers interviewed showed persistence in overcoming many of the
obstacles faced when teaching mathematics in inclusive settings, some
developed various differentiation strategies on their own spanning from
questioning techniques to linguistic modifications to visual probes. In one case
where the teacher had a strong school support available his successful
experience of teaching mathematics in inclusion turned out to be rewarding as
noted ―I have really gained a lot over the last year. I worked in 5 different CTT
classrooms and have worked with different teachers. I will use what I learnt over
the year in my future classrooms. » In contrast, in another case where support
and success remained scarce the teacher expressed doubts on whether inclusion
could really work: « Overall, I am not convinced that teaching mathematics in
inclusion classes is as fruitful as some would like to believe. I went into it with an
open-mind, but found that the cons outweigh the benefits. Perhaps with the right
amount of support staff and proper planning time, it could work.‖

Conclusion
This study confirms the reported need for more initiatives and effort focused on
mathematics teaching in inclusive settings. By surveying the teacher preparation
programs in NYC we got an insider look on the need for more improvement and
development of specialized courses; the importance of dissemination of best
practices and the need for more collaboration between inclusive education and
mathematics education professors to get the best from both worlds.
By listening to the teacher‘s perspectives, the lack of preparation and support
were found the main factors to hinder a quality teaching of mathematics in
inclusion settings and the nature of this teaching experience was found to affect
teachers‘ views on inclusion as a model of instruction. Putting all the data
together one can note the importance of collaboration between teacher education
programs and local k-12 schools to bring back the needs of the students to the
heart of the equation. This collaboration could take the forms of in-school
professional development or action research engaging mathematics and special
education teachers with university professors in developing and trying out
mathematics education strategies, practices and resources that prove to work
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with inclusion classrooms. The future steps of this study are planned to go in this
direction so we can all work to increase the participation in mathematics for
students in inclusive settings.
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Abstract
While scholars claim that motivation is a key factor in determining success or failure in
language learning, student motivation remains a challenging issue for many FL
instructors. This article examines and reports on how qualitative research can be used to
seek a better understanding of student motivation as it is manifested during FL
instruction. In order to reveal different empirical realities, the study is grounded in FL
classroom observations, individual interviews, and focus groups which allowed to: 1)
bring out participants‘ lived experiences as language learners during instruction, 2) gain
insights into the process responsible for creating a classroom environment which
encourages students‘ engagement and motivation. This inquiry is grounded in a basic
interpretive approach (Merriam, 2002) after Denzin (2001) and Geertz (1973)
interpretivist paradigm. Findings emerging from participants‘ testimonies revealed that
teachers are the primary actors in FL instruction in that they shape most aspects of the
instruction itself. Note that this article is a shorter version of a more comprehensive
study that also examined students‘ learning to order to establish links between
motivation and learning (Hicks, 2008).

Keywords
Student motivation – Qualitative research – Second language acquisition

Introduction
Foreign language (FL) instruction presents numerous challenges to teachers, not
the least of which are learners‘ linguistics backgrounds, preferred learning styles,
and the wide variety of available teaching approaches. Yet the most salient
challenge commonly identified by teachers is the need to motivate the learner.
Ellis (1994) noted that FL teachers recognize the importance of motivation ―both
with regard to the motivation that students bring to the language classroom …
and the motivation that is generated inside the classroom through the choice of
instructional activities …‖ (p.536). Foreign language teachers believe that
motivation plays an essential role in determining success or failure in language
learning (Dornyei, 2001; Dornyei & Csizer, 1998; van Lier, 1996) since it seems
―only sensible to assume that learning is most likely to occur when we want to
learn‖ (Williams & Burden, 1997, p. 111). The source of motivation is also seen
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as ―very important in a practical sense to teachers who want to stimulate
students‘ motivation. Without knowing where the roots of motivation lie, how can
teachers water these roots‖ (Oxford & Shearin, 1994, p. 15).
This article describes how qualitative research can be used to seek a better
understanding of student motivation as it is manifested during FL instruction, in
addition to providing the rationale, the research design, and the findings of the
study.

1. Review of related Literature
Given that ‗motivation to learn‘ is seen as a multifaceted and complex concept
and that language learning is socially and culturally bound, the concept of
‗motivation to learn a language‘ becomes even more complex (Dornyei, 2001).
Through the study of motivational determinants of second language acquisition
(SLA) and use, L2 researchers have developed a variety of theories and
constructs. Gardner (1985) conceptualized L2 motivation through a social
psychological framework and established the social-education model. The key
tenet of this approach is that the individual‘s attitudes towards the language and
the community of speakers of that language are of great importance ―(primarily)
as support for motivation‖ (Gardner, 1985, p. 14). Dornyei (1990; 1994) viewed
L2 motivation as an eclectic, multifaceted construct that includes components
specific to language learning, situational factors, and individual characteristics
brought by the learner to the learning task. He further defined motivation, in a
general sense, as ― the dynamically changing cumulative arousal in a person that
initiates, directs, coordinates, amplifies, terminates, and evaluates the cognitive
and motor processes whereby initial wishes and desires are selected, prioritized,
operationalised and (successfully or unsuccessfully) acted out‖ (Dornyei & Otto,
1998, p. 65).
Recently, a number of scholars have suggested the importance of a qualitative
approach to examining the nature of motivation in L2 learners (Syed, 2001;
Ushioda, 2001; William et al., 2001). Van Lier (1996) suggested breaking away
from the traditional paradigm and including ethnographic research, case studies,
and action research, that is, different research designs employed in qualitative
inquiry. Ushioda (2001) believed in the value of qualitative approach to provide
the opportunity to ―cast a different light on the phenomena … and to raise a
different set of issues‖ (p. 96) and explored ―aspects of motivation that are not
easily accommodated within the dominant research paradigm‖ (p. 96).
Furthermore, Ushioda chose to approach motivation as a qualitative variable
which is not viewed in terms of ―observable and measurable activity‖ (p. 96) but
is viewed, in terms of ―what patterns of thinking and belief underlie such activity
and shape students‘ engagement in the learning process‖ (p. 96).

2. The present study
2.1. Goals of the study and approach
As much as second language (L2) scholars have emphasized the importance of
the role of motivation in language learning, only a few studies (Noels, 2001;
Noels, K. A., Pelletier, L.G., Clement, R., & Vallerand, R. J. , 2000) have directly
addressed student motivation as it occurs during FL instruction. Thus, the aim of
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the present study is not to generate a new model of language learning
motivation but rather to gain insight into the process responsible for creating a
classroom environment, which allows for student engagement, representing and
illustrating student motivation during FL instruction. Especially, what is
responsible for students‘ attitudes, behaviors, and thoughts during FL
instruction? In other words, what affects their motivation and how? To this end,
student motivation is examined as it is lived out in a ‗real‘ language classroom,
too often neglected as a place to conduct research (Van Lier, 1988).
Additionally, because motivation is an internal state, it is not easily observable in
educational settings. Motivated behavior, however, can be examined through
engagement, which refers to the behavioral intensity and emotional quality of
students‘ involvement during learning. It develops from experiences in which
individuals‘ psychological needs for self-determination, competence, and
relatedness are met (Connell & Wellborn, 1991; Skinner & Belmont, 1993).
Engaged students express high effort, attention, and persistence, as well as
positive emotions such as interest, enthusiasm, and enjoyment. Thus,
engagement illustrates the observable manifestation of the quality of a student‘s
motivation and represents a useful concept for teachers (Reeve, 2002). Since
engagement has been clearly linked to motivation, studying engaged behavior
represents a pertinent and compelling way to examine students‘ motivation and
students‘ learning outcomes in the language learning context.
2.2. Interpretive and Descriptive Approach
This study employed a basic interpretative and descriptive qualitative research
approach (Merriam, 2002). The inquiry was not framed within a separate
theoretical perspective but rather, by the meaning of experiences by the persons
who experience them. Taking the role of the study‘s instrument and using an
inductive data analysis, the researcher sought to discover and understand FL
students‘ learning experiences in terms of their motivation as lived during
instruction. Furthermore, the rich and descriptive account of the findings brings
out the lived experiences of the participants while using ‗thick description‘
(Geertz, 1973), in order to extract the essence of their experiences and
understand its meaning.
2.3. Research questions
The inquiry of the study focuses on three separate but complementary questions:
1. What do foreign language students report in the instructional approach as
well as in teacher‘s use of textbook and other teaching aids, which engage
and motivate them during instruction?
2. What is it that foreign language teachers say and do (i.e., specific
instructional approach) in order to motivate students, and in turn promote
student‘s engagement during the course of formal instruction?
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3.Methodology
3.1. Participants
The study was conducted for one semester in a large Midwestern urban
university in the United States. In an attempt to obtain a representation of
French learners best fitting the purposes of the study, a purposeful sampling
(Patton, 2002) led the selection of 3 French teachers or 12 undergraduate
students. The three teacher-participants were graduate teaching assistants (TA)
enrolled in the second year of their Masters program and taught either 2nd, 3rd,
and 4th semester French. Four students from each of these semesters became
participants in the study.
3.2. Data collection
In order to collect descriptive, extensive, and insightful data, the study was
grounded in three means of data collection allowing for a data triangulation to
provide ―cross data validity checks‖ (Patton, 2002, p. 248) as ―each method
reveals different aspects of empirical reality‖ (Denzin, 1989, p. 25.
3.2.1 Observations
Given that the inquiry was to uncover and understand a specific phenomenon
experienced by French students, it was essential to discover the context in which
these students behave and interact in their natural setting by means of
naturalistic or direct observations (Lincoln & Guba, 1985; Patton, 2002). The
observations took place during regular periods of French instruction as it
naturally occurs and unfold in the classroom.
3.2.2. Individual interviews
As valuable as observations in natural settings are, they do not reveal what
participants feel, intend to do, and think. Conducting individual in-depth
interview allows for the researcher to ―find out what is on someone else‘s mind,
to gather their stories‖ (Patton, 2002: 341). The interviews took place during the
second part of the semester once the researcher had 1) a feel for the teaching
and learning environment, 2) a good representation of the interactions between
teacher and students as well as among students, and 3) a good illustration of
specific behaviors by student. An interview guide was used to conduct the
interviews which were recorded with participant consent.
Participants had a positive attitude, showed signs of enthusiasm and were willing
to share their stories. Most of the interviews were approximately an hour in
length with the exception of one that lasted 45 minutes and two lasted an hour
and fifteen minutes.
3.2.3. Focus groups
The main source of strength for focus group relies on the interactions in the
group known as the ‗group effect‘ (Carey, 1994). Under the guidance of the
researcher, the group discussion generates stories and opinions by participants,
which in return, elicit additional reactions and comments from the same
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participants. Due to the number of student-participants, two focus groups were
conducted.
3.3. Data analysis
The data from the interviews and focus groups was analyzed first before moving
to the analysis of data of the observations. The rationale was to discover,
understand, and take into account the participants‘ perspectives prior to
examining data from the researcher‘s observations. Adopting Miles and
Huberman‘s (1994: 56) viewpoint that ―coding is analysis‖, a sequence of specific
steps was carefully executed. It included the creation of two lists of codes (one
for the interviews & focus groups and one for the observations), the identification
of themes and patterns, commonalities and differences, and the realization of
several types of visual representations (e.g., maps, tables, and flow charts). This
inductive analysis treated every single event documented as a unique entity with
its own meaning and its own set of relationships within the context explored and
yet at the same time, is ―thought of as a window into the whole‖ (Patton, 2002,
p.60).

4. Results19
It is important to emphasize that participants‘ testimonies combined with the
field observations allowed, after analysis, to bring out the lived experiences of
the participants as L2 learners. Taken together, the findings revealed that
various factors, whether linked to the teacher or to the student, affected
participants‘ levels of interest, enthusiasm, engagement, and motivation during
FL instruction. Also, the data analysis revealed that both research questions
intersected to become an overarching statement: what FL reported in the
instructional approach as engaging and motivating corresponded with what FL
teachers said and did during formal instruction.
4.1. Factors affecting Student Level of Motivation during Instruction
From the classroom atmosphere and the relationships within the classroom to
the choice of activities and topics discussed and the delivery of comments and
encouragements, the teacher affects students‘ behaviors and actions during
instruction. Participants collectively explained how the teacher‘s personality,
attitude, and behaviors influence, to varying degrees, the instruction. That is,
factors such as teacher‘s personal characteristics, teaching style and teacher‘s
approach, classroom atmosphere and classroom set-up, and delivery of the
instruction directly affect students‘ level of interest, enthusiasm, engagement
and motivation. For example the issue of the teacher‘s availability emerged as
critical for participants who felt uncomfortable asking questions in class as well
as teacher‘s demeanor as stated by Cécile, ―the teacher‘s attitude does affect
me. Because, I‘ve answered a question wrong in class before and I felt like my
answer was ignored‖. Claire, especially liked that her teacher was ―very straight
forward‖ and explained exactly what she expected from students while
Marguerite greatly appreciated that her teacher provided suggestions and
encouragement and did not ―make us feel stupid‖. Cecile described her teacher
19

Only a brief summary of the results is reported. That is, the excerpts of field
observations as well as participants‘ comments are reduced to a minimum.
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as ―not approachable in so many ways … not available or rather not
understanding‖. Sybille did not approve of her teacher‘s choice of activities and
to a greater extent, his approach in implementing these activities. She felt ―really
rushed‖ and ―had the feeling that ―he had his check list to do and we‘re not
moving fast enough‖.
When looking at all of the participants‘ comments about these factors, it appears
that what the teacher does or does not do during instruction is as important as
how the teacher does it.
Furthermore, while discussing these factors affecting motivation, participants
reported that classroom atmosphere was the most important. Part of the
classroom atmosphere is the teacher‘s ability to make the class fun allowing
students to be engaged and motivated. For instance, Charlotte claimed the class
atmosphere as number one factor of motivation and explained that ―the teacher
and the students all play into that. Our teacher is a lot of fun and we can joke
around with her… [laugh] the classmates make it fun so it makes me want to go
back‖. Marie also stressed the teacher‘s personality (as the most important
element affecting her motivation) describing her teacher as a person who likes
the class and what she is doing ―and because of that they (the students) really
get into the class …She is funny and is really into the material that she‘s
teaching, that passion almost gets transferred to you. …that‘s what really pulls
me‖. Or in Sybille‘s words, ―I think the teacher‘s attitude about it (teaching) and
the teacher‘s enthusiasm play a big part in motivating me‖. This semester, ―the
atmosphere of the room …is very discouraging for participation‖. In the case of
Cécile, she sadly declared that ―there‘s no fun in my class. I think our teacher‘s a
bit intimidating… he‘s so not fun. So, the lack of these things, what would
motivate me, is actually what ruins my class experience. Because there‘s none of
that‖. As for Pierre, he simply said: ―if it‘s not fun, I don‘t really like to do stuff‖.
This consensus among participants underlines the importance of the teacher‘s
role. Hence, what teachers say and do directly affects how students behave
during instruction as well as how they feel about the class.
4.2. Role Played by the Foreign Language Teacher
Regardless of their levels of proficiency and motivation they had for the class,
participants frequently pointed to their teacher, through personality, demeanor,
and attitude, to explain their own (the participants) behaviors in class. Clearly,
the consensus found among participants‘ stories demonstrates that the teacher is
the key element associated with FL instruction and student level of interest,
enthusiasm, engagement, and motivation. The teachers‘ impact was perceived
differently by participants based on their personal characteristics and prior
experiences as French learners. Thus, teachers‘ behaviors and actions affected
students in every aspect of instruction: the organization of the class period, the
choice of activities and topics, the explanations given prior to and during
activities, the occurrence of immediate feedback as well as encouragements and
comments, and the choice of the language of instruction. Additionally,
participants were equally receptive and sensitive to how teachers connected and
interacted with students, how they facilitated the involvement amongst students,
which in turn would create a classroom atmosphere conducive, or not, to
engaging students in the different activities and encouraging them to participate.
In fact, the classroom atmosphere and the ability for the teacher to make the
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class fun emerged as the most influential factor in engaging and motivating
students during instruction.
Moreover, it is important to underline that the choice and use of the language of
instruction and participation by the teacher represents a critical issue when
understanding FL student motivation during instruction. In varying degrees, all
participants cited the lack of understanding as a crucial factor that inhibited their
participation in an activity and thwarted their motivation for the remainder of the
activity and eventually led them to totally disengage for the rest of the class
period. Most participants established a connection between their ability to
understand and the rules put in place by teachers to speak only French or to be
allowed to use English strategically. They viewed the option of using some
English as beneficial in terms of their understanding and ultimately in terms of
their engagement and motivation.
4.3. Implications for teachers
The findings reveal specifics about the language instructional setting seldom
available to teachers such as: salient characteristics of what engages and
motivates students and perceptions of what the teacher does and says and what
actually shapes students‘ behaviors. Thus, they provide the community of FL
educators with very valuable and constructive remarks and suggestions to
implement during FL instruction.
As mentioned earlier, there is an abundance of findings involving the classroom
atmosphere and the consensus among participants designating this factor as key
in engaging and motivating them during FL instruction. Consequently, it is vital
for FL educators to take into account the role and impact of the classroom
atmosphere as the proposed model, shown in Figure 1 illustrates its central
position within the connections among the different factors affecting students‘
levels of interest, enthusiasm, engagement, and motivation during instruction.
Thus, the focal point of teachers should be to create a classroom atmosphere
that will increase students‘ level of comfort and confidence and develop
relationships within the classroom. To accomplish this task, the teacher should
be approachable, not intimidating or distant, and understanding of students‘
mistakes and hesitations; he should also attempt to connect and interact with
students at a more personal level.
More findings inform FL teachers about participants‘ behaviors and actions during
whole class discussion, which represents a challenge for teachers to conduct and
for students to participate in. From the viewpoint of FL teachers, this notion of
students‘ participation is critical because it is viewed as an indication of students‘
abilities to understand and to express themselves in the target language.
Participants‘ testimonies combined to descriptive accounts revealed factors that
can be organized into six scenarios and situations explaining why students
remained silent during whole class discussion and how the silent ultimately
affected their motivation: 1) lack of language comprehension (or
misunderstanding) and/or misinterpretation of the language, 2) difficulty to
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Figure 1. Model connecting the teacher, the student, and student motivation during
language instruction

formulate the answers in French including experiencing mental block, 3) feelings
of self-consciousness and lack of confidence, 4) mood and state of mind of the
day, 5) (express) concerns for dominating the discussion, and 6) perceptions of
teacher‘s behaviors and demeanor. In conclusion, the ongoing challenge of
language comprehension, the overall approach and demeanor of the teachers
and students‘ personalities emerged as the source for most behaviors and
reactions by students during whole class discussions and directly linked to their
levels of interest, engagement, and motivation.

Conclusion
Though, as valuable and informative these findings are, it is important to
understand that the data sources themselves were limited to twelve participants
from three French classrooms. This reality is often viewed as a limitation of
qualitative research though the value and usefulness of the findings are
indisputable. Thus, it is now important to move from the qualitative to the
quantitative research paradigm to further examine this matter and reach a larger
number of FL learners in one study. One possible path to follow is the
examination on a larger scale of specific points emerging from the findings.
Drawing on specifics reported in the findings, detailed questionnaires would be
created for us as research instrument in a quantitative study. Conducted with a
large number of FL learners situated in similar conditions as those of the present
study, such examination could demonstrate the validity of the present findings.
Lastly, it is important to address the issue of external validity or generalizability
of the findings which represents a critical limitation in qualitative research in
general. In other words, can the findings of this study be applied to other French
classrooms and even to FL classrooms in general? While telling their stories as
French learners, participants mentioned, on many occasions, their prior and
current experiences in French classes and other language classes. They drew on
their various lived experiences to justify their explanations and formulate their
interpretations of their current experiences. Thus, within the qualitative research

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

331

paradigm, the notion of generalizability is to be considered from a complete
different viewpoint as in quantitative research. In order to depict the best picture
of the research context, the original study provided a myriad of excerpts of field
notes and participants‘ quotes, so that readers will be able to establish ―how
closely their situations match, and … whether findings can be transferred‖
(Merriam, 2002, p. 29). By adopting this approach, the final report depicted an
informed and in-depth picture of the research context while presenting the
findings
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Abstract
This research examines the benefits of a Teacher Candidate – Student mentoring
program that was initiated: a) to improve the literacy skills of at-risk grade ten students,
predominantly boys, who were struggling with success in literacy, and b) to provide
beginning teachers with an opportunity to work closely with a student who was struggling
with literacy skills and to program for that student‘s individual needs. Although research
has identified that literacy tutoring can be effective with young children (Lipton &
Wellman, 2003; Gordon, Morgan, O‘Malley & Ponticell, 2007; Juel, 1996), few studies
focus on the benefits of tutoring adolescents. The research question posed was: How
does an opportunity to mentor students identified as ―at-risk‖ develop teacher
candidates‘ capacity as literacy teachers? Twenty-eight teacher candidates mentored
seventy-five grade ten students in a series of five forty-minute sessions. Data sources
take the form of surveys administered before and after the sessions, observations of
sessions, written reflections of the teacher candidates and results on the provincial test.
Our findings indicate that opportunities to mentor struggling students help teacher
candidates develop an awareness of the kinds of literacy issues that exist in relation to
student achievement and develop specific literacy teaching strategies to address
individual student needs.

Keywords
Mentoring – Literacy – Teacher Candidates

Introduction
This mentoring project brought together twenty-eight pre-service teacher
candidates from The University of Ontario Institute of Technology and seventyfive grade ten students from a high school near Toronto, Ontario. This qualitative
study explores the benefits and challenges for teacher candidates in the area of
literacy instruction as they engage at-risk students in an array of literacy
activities. Although we will give a brief overview of our findings as they relate to
the success of the mentoring project for the grade ten students who participated
in the study, for the purposes of this paper, we will focus our discussion on the
following two questions: What mentoring experiences does a mentoring project
offer for pre-service teacher candidates? How do teacher candidates meet the
challenge of mentoring? In particular, to get an in-depth understanding of the
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mentoring process, we will focus on the case study of one teacher candidate‘s
experience.
The online mentoring project was built into an intensive 72-hour Teaching
Secondary English Language Arts course. The project ran from January to March
2008 and the teacher candidates worked with one or two grade ten students on a
series of five ―literacy modules‖ to be explored in five mentoring sessions of
approximately 35 minutes (half a period) in length. Each module had an
interactive teaching component: questionnaire, cloze activity, exemplars with
questions, organizers, etc.
We embarked on this project for a variety of reasons, recognizing its learning
potential for both the teacher candidates and the grade ten students as they
engaged in purposeful tasks with an authentic audience. From a teacher
education perspective, (the first author) was particularly interested in helping her
students develop a heightened sense of competency in teaching students who
struggle with literacy skills as they adjusted to their new roles as English
teachers. It was our overall intention to create a learning situation for all
participants that views students of any age as co-constructors of knowledge.

1. Contextual Framework
In this study we modeled our understanding of mentorship on the work of Lipton
and Wellman (2006) and took their concept of learning-focused mentoring
relationships to build a framework for our teacher candidates to work with their
mentees. We found that Lipton and Wellman‘s categories of mentoring were
highly suited to the outcomes we hoped to achieve and to our knowledge of the
power of mentorship. The four categories we examined were: Offering Support,
Creating Challenge, Facilitating Vision, and Consulting, Collaboration and
Coaching (Lipton & Wellman, 2006).
We felt that our teacher candidates could benefit from structured understandings
of the ways that the mentoring sessions might unfold as they worked with their
mentees. We spent time in class engaging in discussion so that they would have
a clear understanding of the expectations of the project, their roles as mentors
and the successes and challenges that they were realizing throughout the two
month period. This time was given during our English classes where these future
teachers would plan, problem-solve and reflect on their experiences of
mentoring.
As we progressed through our project observing, talking to and interviewing our
teacher candidates, we were often struck by the insights that they shared and
the impact that the experience was having on them as learners, mentors and
future teachers. We found that there was a wonderful connection being formed
and that both teachers and students were learning from each other. This
reciprocal relationship reinforced our beliefs that this kind of experiential learning
should be a focal point in teacher education programs, beyond the traditional
practicum component.

2. Our Understanding of the Power of Mentorship
Mentorship is a concept that is becoming more widely recognized in the field of
education. In Canada and the United States, school districts often require their
new teachers to take part in New Teacher Induction or Mentorship Programs. The
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purpose of these programs is often to support and guide new teachers as they
journey into the field of education. It is also apparent that more and more
teachers are enlisting the help of parents, co-op students and peer helpers to
mentor students in classrooms. This phenomenon is due in part to a recognition
of the value of mentors and in part to the reality that classroom resources
continue to decline.

3. Literature Review
The need for mentorship is becoming exceedingly more important in education
and the research indicates that the benefits of mentoring programs are
advantageous and widespread (Armstrong, 2006; Carr, Hermen and Harris,
2005; Kozonlonka and Horwood, 1997; Sullivan, 2004).
Hawkey (1997) argues that, although several studies provide overviews of
mentoring and its management (cf, McIntyre, Hagger & Burn, 1994; Wilkin,
1992b), few ―examine or analyze the intricacies of mentoring interactions
(Glickman & Bey, 1990), how mentoring relationships operate between the
individuals involved, or how and what student teachers learn from their
mentoring experiences‖ (p. 325). Our research addresses this gap by collecting
and analyzing the narratives of teacher candidates who participating in the
mentoring project.
We draw on this research to look at the power of the mentoring relationship to
assist intermediate students in developing important literacy skills. At the outset,
we sought to explore the benefits of mentoring for classroom students as a form
of outreach to the local community, but as the project progressed we found that
this experience had tremendous benefits for our teacher candidates as well. In a
climate where classroom resources are continually pared down it is incumbent
upon us to find as many resources as we can to help in the education of students
and the professional practice of teachers.

4. Theoretical Framework
Using Lipton & Wellman‘s mentoring relationship framework, we explore the
question: How does an opportunity to mentor students identified as ―at-risk‖
develop teacher candidates‘ capacity as literacy teachers?
4.1. Offering Support
Under the first criteria of ―Offering Support‖ Lipton and Wellman (2006) list
several important characteristics that describe what it means to offer a mentee
the guidance and encouragement necessary for them to meet with success. The
first sub-category is identified as ―Attending Fully.‖ As a mentee, it is very
important to feel that you are heard and that your thoughts, concerns, and
questions are valued. Students require this full attention in order to become risktakers and to be able to step outside of their comfort zone. Along the same lines
it is important for a mentor to understand the power of empathy and to be able
to respond empathetically.
Further to empathetic responses it is very important for the mentor to create a
―safe‖ space (Lipton & Wellman, 2006). The concept of ―safe space‖ is well
supported in a wide range of literature. Gibbs (2006, p.33) proposes that the
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ideal culture of learning must be ―safe and caring.‖ Eldridge & Bennett (2003)
found that a feeling of emotional safety is a critical element in education.
In addition to the aforementioned aspects of support mentors should also
understand the importance of scheduling time, offering resources and providing
information (Sullivan, 2004; Carr, Hermen and Harris, 2005; Lipton and
Wellman, 2006). The mentors were able to offer a great deal of support through
resource offerings and information.
4.2. Creating Challenge
The second category that we borrowed from Lipton and Wellman (2006) falls
under the heading of ―Creating Challenge.‖ Creating challenges is something that
teachers do naturally and it was one of the areas where our teacher candidates
excelled in terms of challenging their mentees to develop their literacy skills.
Lipton and Wellman (2006) focus the challenge creation in the following five subcategories: goal-setting, maintaining focus on student learning, exploring
samples of student work, the active engagement of students in problem-solving
and decision-making and, finally, building connections.
4.3. Facilitating Vision
The third of Lipton and Wellman‘s (2006) categories was ―Facilitating Vision‖. We
found this category to be very important as it enabled our candidates to move
their mentees forward toward the end goal of passing the mandatory provinical
literacy test (OSSLT) and it also reinforced the planning aspects of teaching that
they were being taught at the Faculty of Education. Interestingly, Lipton and
Wellman‘s work on mentorship mirrored the work of Wiggins and McTighe (2005)
and Tomlinson and McTighe (2006) on Backward Design for unit planning. This
vision of unit planning was being taught to our students in one of their courses.
Lipton and Wellman (2006) talk about painting the big picture, setting high yet
achievable expectations, assisting in the identification of learning outcomes and
developing action plans, prioritizing tasks and identifying resources. Wiggins,
McTighe and Tomlinson outline the facilitation of vision by: ―identifying desired
results, determining acceptable evidence and planning learning experiences and
instruction‖.
The teacher candidates were very concerned about assisting in the identification
of learning outcomes, as they were aware of the importance of paying close
attention to curriculum expectations. They were very keen to understand the big
picture and how well their mentees were progressing in relation to others in the
class.
As every good teacher knows, it is critical to develop action plans, prioritize tasks
and identify resources. Our teacher candidates often went above and beyond the
project expectations to find ways of fulfilling these aspects of the mentorship
relationship.
4.4. Consulting, Collaboration, and Coaching
Lipton and Wellman‘s final category, Consulting, Collaboration, and Coaching,
can be seen throughout the previous data sources. The teacher candidates
entered into a relationship where they could work with their mentees on this
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continuum as required. According to Lipton and Wellman (2006, p. 28) the
intentions of consulting are: to share information, advice, resources related to
curriculum and content and effective practices. Teacher candidates engaged in
this practice frequently throughout the project, by discussing their experiences
with each other: what worked, what didn‘t and why.
The intentions of collaborating are to co-develop information, ideas, and
approaches to problems and for coaching: to support the mentee‘s idea
production, instructional decision-making, and ability to reflect on practice.
Following Atwell‘s (1998) model of a writing conference, the mentors supported
and encouraged the students, and sometimes nudged them to elaborate or to
clarify.
Finally, the role of the coach is to increase the ability of the mentee to self-coach
and become a self-directed learner.

5. Data Collection Methods and Analysis
Data for this study took the form of surveys administered at the beginning and
end of the project, structured field notes during participant observation, teacher
candidates‘ learning journals, and transcripts of semi-structured interviews with
individual teacher candidates and focus group meetings.
When we analyzed our data we found a myriad of examples of comments that
reinforced each of our categories demonstrating that mentorship has a defined
framework and purpose. We also found very concrete examples of Lipton and
Wellman‘s (2006) reference to the importance of sub-categories when
understanding each of their mentoring criteria.
Because the school we partnered with wanted to target their grade 10 applied
level boys, their guidance department printed up a list of male students based on
enrollment in a first or second semester applied level course, focusing on those
who needed the most support. Because of the long list of names, we decided to
pair the grade 10 students up so that each teacher candidate would work with
two students.
5.1. Meaningful Mentoring
To create meaningful mentor-students relationships, the partner school ―handselected‖ students, predominantly boys, to work with our teacher-candidates as
these volunteers were ―off site‖ and coming in to the school on specific dates to
meet with their students (they wanted to make sure the students were solid
―attenders‖ and would be present for the mentoring sessions). In late January we
held a mentoring information session for the teacher candidates at our campus
to outline the project.
5.2. Enhancing the Experience
Because the intention of the mentoring project on the school‘s end was to
promote/enhance students‘ literacy skills and confidence and to raise scores on
the Ontario Secondary School Literacy Test, the sessions needed to focus on
specific literacy skills and strategies. The teachers at the school planned the
modules and the teacher candidates modified the order and content of some of
these modules to meet the individual needs of their mentees.
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The sessions were as follows:
Session One: ―Getting to Know You‖ & ―The News Report‖
 reading, writing, and general interest surveys
 attitudes toward literacy and the Ontario Secondary School Literacy Test
(OSSLT)


shared goals of the mentoring project



―real‖ news article sample



news report structure and content requirement



sample task and exemplars

Session Two: ―Reading Strategies‖
 what effective readers do


strategies for reading tasks: graphic, narrative, dialogue, information



types of questions: explicit, implicit and making connections



multiple choice strategies and open response exemplars

Session Three: ―Short Writing Task‖
 paragraph format/organizer


topic development and use of conventions



sample task and exemplars

Session Four: ―Series of Paragraphs Expressing an Opinion‖
 planning, structure, and content


sample task and exemplar



anecdotal survey ―How do you feel about literacy now?‖

The ―feel good‖ component of the mentoring sessions was enhanced with cookies
and juice for all participants in the first session, and treats provided at
subsequent sessions. This project required that mentoring session be conducted
in a quiet setting outside of the students‘ classroom so we met in the school
library.

6. Research Findings
The results of our project were significant both quantitatively as indicated in the
improved OSSLT scores for the target group, and qualitatively in our participants‘
positive attitudes leading up to, during, and after the administration of the
OSSLT.
Quantitatively, we saw an improvement of 15% in the applied level results.
Seventy-five percent of the school‘s applied level students were successful in the
2009 OSSLT compared to only 60% in 2008. Similarly, 82% of the male students
were successful in the 2009 OSSLT compared to only 73% in 2008.
Qualitatively, we saw a positive change in student and teacher candidate
attitudes towards literacy in general, and the test in particular, and an overall
improvement in teacher-student interaction. We noted a shift in the attitudes of
the students who participated in the mentoring project. The response from the
students at the initial information session in February had been fairly negative.
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The male students had felt ―singled‖ out (as indeed they were) and resented
their participation in a project that, from their perspective, suggested they were
―inferior‖ to their female classmates. The vice principal and literacy chair
attempted to convince these boys that this was actually a great opportunity and
that they were really lucky to have been chosen, and the impact of the project
on their success on the test and on their overall literacy skills would be
considerable: the message was not particularly well received at that time.
However, despite the negativity voiced at the large group session, once these
boys met with their mentors, a remarkable transformation occurred and was
clearly visible when one observed the sessions. One on one, with a teacher
candidate giving them their undivided attention, the boys could not and did not
―buy out‖ of the process. They were involved and, for the most part, engaged.
They knew that their mentors were invested in them and their success, and they
responded in kind.
The results and findings of the Mentoring Project from the school‘s perspective
clearly indicate that one-on-one literacy support from caring adults does indeed
have an impact on the overall confidence and literacy skill development of grade
10 applied level boys and, subsequently, improves their success rates on the
OSSLT. From our perspectives as the instructor (first author) and a teacher
candidate (second author) of a Secondary English Teaching course, we turn our
attention now to the benefits of the partnership to the teacher candidates by
focusing on Sarah‘s mentoring experience.
Sarah’s Narrative of Her Mentoring Experience
As a first-time mentor, I was nervous: at least I knew I would have that in
common with my mentees. I tried to get to know them a little as well as how
they felt about their literacy in the short amount of time we had. Both mentees
were different, but open to help and support. It was easy to empathize with my
mentees as we were all learning what literacy meant and how we needed to
show our skills: they needed to learn how to perform their literacy skills and I
needed to learn how to get them to perform these literacy skills in a myriad of
situations.
Creating challenges for students who struggle with literacy is fairly easy, but the
OSSLT test is fairly formulaic and both of my mentees knew what they needed to
write and what it should look like; however, they struggled with how to write
what they needed and how to make it look and read the way it was supposed to.
It was important to set goals for each mentee which made them feel safe but
pushed them to achieve more in each session. One of my mentees couldn't stitch
sentences or join phrases together so that they didn't sound like disjointed bullet
points. It felt like he had mastered the planning stage of writing, but hadn‘t
spent enough time following through with the writing itself. So we looked at
exemplars of work that flowed well and discussed and highlighted the parts that
worked to support linking ideas together. I had to build a relationship of trust
with both mentees: trust in me to support them and trust in themselves that
they could improve. While it was difficult at first to encourage the mentees to
believe they could do the same in their writing as the exemplars, they did
replicate the skill, albeit by following the same structure in the exemplar rather
than face the frustration of trying to weave their own sentences together. While I
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struggle with the idea of literacy as replication, both mentees had explicit goals:
pass the OSSLT test and graduate high-school.
In having these explicit goals, it was easy to identify the desired results for the
mentees, and plan their learning experiences in such a way that they might
understand and believe that they could achieve them. While I know that literacy
is so much more than the replication of skills, I also am aware that an important
aspect of education is success. I was concerned that, although they would
probably pass the test, their voices were not developing.
Many times in this mentoring experience, my peers and I consulted with each
other on what our mentees were like, what worked, what didn‘t and why.
Through this collaborative effort, I was able to glean a better understanding of
how my mentees felt about their sessions and reflect on how to make them
better each time we met. In mentoring students who struggle to showcase their
literacy, it is important that they see the flaws in their work and correct them.
Hopefully, they learn to do this themselves, without the support of a mentor and
become self-directed learners. However, the process of coaching also made me
more conscious about the subtleties required to ensure students‘ literacy
development. While my ultimate goal for this project was to facilitate learning
opportunities for my mentee‘s, which although centered on the OSSLT, would be
geared towards improving their overall literacy skills, I also gained a better
understanding of students who struggle with literacy, and will be able to draw on
this experience in my future classrooms.

Conclusion
Sarah‘s experience and the many comments of her peers collected through
written reflections, suggest that through extended literacy mentoring, these
beginning teachers developed an awareness of some of the literacy issues they
would have to confront in their own classrooms in the future. In preparing for
their mentoring sessions, they acquired specific literacy teaching strategies to
help their mentees improve both reading and writing skills. They also developed
a greater understanding of students who read below expectations and they
developed greater empathy for these students.
This research points to guidelines for future development of mentoring programs.
The data suggest that productive partnerships are established through the
development of trust and understanding and that both mentors and mentees
benefit enormously, both academically and socially, from a positive mentoring
relationship.
The teacher candidates‘ experiences as mentors helped consolidate their
knowledge and skills as they taught, guided, advised, motivated, validated and
acted as role models for their mentees. They also had opportunities to reflect on
their educational philosophy and practice, and to experience the kind of personal
satisfaction one feels in helping another achieve a goal. Ultimately the project
proved successful for most involved.

References
Armstrong, T. (2006). The Best Schools: How Human Development Learning
Should Inform Educational Practice. Alexandria, VA: Association for
Supervision and Curriculum Development.

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

341

Atwell, N. (1998). In the Middle: New Understanding about Writing, Reading and
Learning. Portsmouth, NH: Heinemann.
Carr, J. F., Herman, N. & Harris, D. (2005). Creating Dynamic Schools Through
Mentoring, Coaching, and Collaboration. Alexandria, VA: Association for
Supervision and Curriculum Development.
Eldridge, J. & Bennett, B. (2004). ―School District and University Partnerships: A
Self Study of the Doncrest Option.‖ Castle Conference Proceedings, June
2004, Sussex, England.
Gibbs, J. (2006). Reaching All by Creating Tribes Learning Communities. Windsor
CA: CenterSource Systems.
Glickman, C. D., & Bey, T. M.(1990). Supervision. In W. R. Houston (Ed),
Handbook of research on teacher education. New Yor: Macmillan, 549-568.
Gordon, E., Morgan, R, O‘Malley, C. & Ponticell, J. (2007). The tutoring
revolution: Applying research for best practices, policy implications, and
student achievement. New York: Rowman & Littlefield Education
Hawkey, K. (1997). Roles, Responsibilities, and Relationships in Mentoring- A
Literature Review and Agenda for Research. Journal of Teacher Education,
48(5), 325-335
Juel, C. (1996). What makes literacy tutoring effective? Reading Research
Quarterly, 31, 268-289.
Kozonlonka, K. & Horwood, B. (1997). Mentoring as Collaboration: Shaping and
Academic Life. In Recreating Relationships: Collaboration and Educaitonal
Reform. Albany NY: SUNY Press.
Lipton, L. & Wellman, B. (2006). Mentoring Matters: A Practical Guide to
Learning-Focused Relationships. Sherman CT: Miravia LLC.
Lipton, L. & Wellman, B. (2003). Making Mentoring Work. Alexandria, VA:
Association for Supervision and Curriculum Development.
McIntyre, D., Hagger, H., & Burn, K. (1994). The Management of student
teachers‘ learning. London: Kogan Page.
Sullivan, C. G. (2004). How to Mentor in the Midst of Change. 2nd Edition.
Alexandria VA: Association for Supervision and Curriculum Development.
Tomlinson, C. & McTighe, J. (2006). Integrating Differentiated Instruction +
Understanding by Design. Alexandria VA: Association for Supervision and
Curriculum Development.
Wiggins, G. & McTighe, J. (2005). Understanding by Design (2nd. Ed.). Alexandria
VA: Association for Supervision and Curriculum Development.
Wilkin, M. (1992b). On the cusp: From supervision to mentoring in initial teacher
training. Cambridge Journal of Education, 22(1), 79-90.

MULTIPLE REPRESENTATIONS AS A STRATEGY FOR
CONSTRUCTING MATHEMATICAL KNOWLEDGE IN A GRADE
ONE CLASSROOM
Limin Jao
Ontario Institute for Studies in Education of the University of Toronto, Canada
limin.jao@utoronto.ca

Abstract
The standards of the National Council of Teachers of Mathematics urge teachers to create
an environment where students learn mathematics with understanding. The use of
various representation forms, which help students to make connections and communicate
their mathematical understanding, is an effective strategy to make students‘ construction
of mathematical knowledge most effective and meaningful. This study determined how
an elementary mathematics teacher in Western Canada used multiple representations in
her Grade One classroom. The research questions of the study were: (1) How do multiple
representations facilitate students‘ construction of mathematical knowledge? (2) What
types of representations are used by the teacher? The case study is based on qualitative
data from interviews and classroom observation sessions. Findings show that the teacher
was cognizant of the purpose of multiple representations and how to use multiple
representations to scaffold student mathematical understanding. By exposing her
students to different representation forms, the teacher made the learning of the material
more accessible to students with different learning styles and ability levels.

Keywords
Multiple representations – Construction of knowledge – Mathematics education

Introduction
The standards of the National Council of Teachers of Mathematics (NCTM, 2000)
urge teachers to create an environment where students learn mathematics with
understanding. The use of various representation forms, which help students to
make connections and communicate their mathematical understanding, is an
effective strategy to make students‘ construction of mathematical knowledge
most effective and meaningful (Hiebert, 1988; Pape & Tchoshanov, 2001). This
study determined how an elementary mathematics teacher used multiple
representations in her Grade One classroom. I focused on the types of
representations used by the teacher and how they facilitated students‘
construction of mathematical knowledge.
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1. Theoretical framework
According to Bruner (1966), students need three levels of engagement for
students to fully build a complete understanding of a mathematics concept:
enactive, where students use manipulatives and other concrete materials to
construct their understanding; iconic, where students represent their
understanding using pictures and graphs; and symbolic, where the students use
numerals to represent what they know.
One can imagine these levels to be rungs on a ladder, where the first rung (level)
is the most basic and the further up the ladder you get, the more abstract the
form and its associated connections becomes. Teachers can use multiple
representations to lead their students to make connections between concrete and
abstract representation forms. By scaffolding the forms and guiding students to
see the progressive lean towards abstract representation forms, students may be
able to make the connections more easily (Alagic & Palenz, 2006).
When constructing new knowledge, students make sense of new information by
linking new and existing knowledge. The student refers to ―strategies, tactics, or
principles that are already in memory and compare the problem at hand with
problems that have been solved before‖ (Mevarech & Kramarski, 1997, p. 367),
and thus, exposing students to a variety of teaching tools early in their education
will help them in future studies.
The use of multiple representations will consider the diverse learning styles that
are found in today‘s classroom. Gardner (1993) describes the importance of
teaching using different strategies to cater to the variety of learning styles within
the classroom. His theory of multiple intelligences states that all individuals have
various intelligences, some of which are stronger than others, so by using
multiple strategies in the classroom, teachers can ensure that students will have
a chance to show off their strengths as well as develop those intelligences, which
are weaker.
The use of multiple representations can increase a student‘s representational
fluency as well as develop their problem solving skills (Kahveci & Imamogu,
2007; Pape & Tchoshanov, 2001). As students are generally more comfortable
using one form over another, having them use other forms that they may not
feel as comfortable with, forces them to deepen their understanding of the
concept.
Multiple representations allow students of differing ability levels to be engaged in
their learning. As the types of forms vary in abstractness, students with different
levels of understanding will have a type of representation form that they
understand and may move to higher levels of understanding from that point
(Alagic, 2003).
Cooperative learning involves groups of students working together to maximize
their own and each other‘s learning (Vaughan, 2002). Multiple representations
can also be used in conjunction with cooperative learning. Through cooperative
learning, students will have exposure to seeing their peers use representation
forms that they, themselves, may not have naturally chosen to use. The student
has a chance to see the mathematical problem solved in different ways, build on
other students‘ knowledge and can even add some of these foreign
representation forms to their knowledge base (Ahmed, Clark-Jeavons, &
Oldknow, 2004; Mevarech & Kramarski, 1997). Even if students are working on
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the same representation form as a group, weaker students will benefit from their
stronger colleagues as a result of the zone of proximal development (Vygotsky,
1978). The positive benefits of using both cooperative learning and multiple
representation forms will surely produce a more successful student.

2. Method
A grounded theory approach was used in this qualitative study (Glaser & Strauss,
1967). An observational case study was conducted, focusing on a Grade One
teacher at an elementary school located in a large urban centre in Western
Canada, and the multiple representations she uses to foster student
mathematical understanding.
The teacher was a participant of the School Improvement in Mathematics project
(McDougall, 2009). This project had teacher participants engage in a peer
coaching model of professional development. The peer coaching model has
colleagues watching each other teach and sharing observations through the lens
of areas of foci as chosen by the observed teacher. Peers have a chance to
discuss lessons and teacher background during pre- and post-observation
conferences. Each teacher selected one or two dimensions from the Ten
Dimensions of Mathematics Education (McDougall, 2004) for areas of
professional growth. The Grade One teacher, Andrea, was selected for this case
study as she chose Dimension 5: Construction of Knowledge. This dimension
urges teachers to use a variety of instructional strategies and to apply effective
questioning techniques. Teachers should reflect on whether their questioning
elicits mathematical thinking.
As part of the grounded theory approach, initial interviews were more general of
nature whereas subsequent and final interviews asked more detailed questions
specific to the area of study and relevant to the emerging themes.
Data collection
Data collection for the study took place in two different ways: interviews and inclass observations. An initial individual interview with the participant determined
her thoughts about success in the classroom and what her goals for her students
were. Field notes were taken during peer coaching in-class observation sessions
and pre- and post-observation conferences were audio-recorded. A final
interview was carried out to gather more data about what the teacher learned
from the process and her focus on the construction of knowledge within her
students. Both initial and final interviews were audio-recorded and all recorded
information was transcribed. For this study, an open coding format was used
where data was examined, compared and categorized (Strauss & Corbin, 1990).

3. Findings
In Andrea‘s quest to improve her teaching practice through the lens of
Construction of Knowledge (McDougall, 2004), the data indicate that she used
multiple representations as a teaching strategy to foster students‘ mathematical
understanding. There were two themes: the purpose of multiple representations
and the use of multiple representations in the classroom.
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3.1. Purpose of multiple representations
Using multiple representations in a lesson gives Andrea‘s students a chance to
work with the form that they are most comfortable with. Each student has a
natural strength and by incorporating many forms into her lessons, Andrea gives
all of her students a chance to feel like each strategy is valued by the teacher.
Although students may feel more inclined to use a specific form, Andrea stresses
the importance of being able to use all of the forms. She believes that, being
able to represent a concept in multiple ways, fosters a deeper understanding for
the students. By using just one form, there is the potential that students are just
learning a rote formula and therefore, if students are able to maneuver between
the forms, they demonstrate a true understanding of the concept. As she said,
―[When using one form,] they do not have to understand why they are doing it.
By [using multiple representations], they have to show some more
understanding‖ (Teacher interview, November 28, 2008).
3.2. The use of multiple representations in the classroom
Andrea uses multiple representations as a way to scaffold her students‘
understanding of mathematics concepts. She said constructing knowledge is a
―step by step‖ process where you ―move them from the concrete to the abstract‖
(Teacher interview, November 28, 2008).
Andrea is able to use multiple representations in her classroom to engage her
students, be inclusive, allow for student participation, facilitate group work,
encourage student creativity, and cater to different learning styles among other
benefits. The following is a description of how Andrea incorporated multiple
representations into one lesson.
In an introductory lesson on subtraction, Andrea was observed to use drama,
storytelling, manipulatives, drawings and symbols. The lesson started with
Andrea telling a story about pirates out at sea. Andrea invited students to
volunteer to play the part of pirates sailing on their ship. Almost all of the
students put their hand up to volunteer and Andrea selected 6 students to act as
pirates. The six students enacted the scenario that Andrea created and four
students dramatically ‗fell off‘ the ship when a ‗large wave‘ swept them into the
water. At this point in the story, Andrea paused to ask the rest of the students
observing the enactment how many ‗pirates‘ were left on the ship. The students
observed that there were still two ‗pirates‘ on the ship and Andrea summarized
the story as a subtraction sentence: ―Six pirates take away four pirates equals
two pirates‖ (Classroom observation, January 23, 2008).
Next, Andrea asked the students to work in pairs and collect bags of
manipulatives. Examples of manipulatives included coloured stones, toy
dinosaurs and stars. Andrea asked the students to create subtraction sentences
just as she had done through her storytelling about pirates. Each student was
asked to draw their scenarios on pieces of paper. Students drew their subtraction
sentences in different ways. Some drew pictures of their manipulatives and then
crossed out the number of items to correspond with their subtrahend and were
left with the difference, while others drew dots for their minuend and erased the
number of dots to correspond with their subtrahend thus leaving them with the
number of dots for their difference.
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The final segment of the lesson brought the class together in a group discussion
to share their pictures and subtractions sentences. The students were able to see
each other‘s approaches to the visual representations and Andrea concluded the
lesson by describing that when the numbers got larger, it would be tedious to
draw each item for the minuend and thus, mathematical symbols (numbers, ‗–‘,
and ‗=‘) can be used in place of pictures.
In the post-lesson discussion, Andrea said that she would build from this idea in
the next lesson and have the students practice representing more subtraction
sentences in pictures as well as with mathematical symbols. Andrea says that
when using representations, a subsequent lesson will always begin with a review,
not only of the mathematics concepts that were studied previously, but also a
refresher on the representation form. With new concepts, she believes that the
more practice the students can get, the better.

4. Significance of the study
Andrea‘s students were exposed to a variety of strategies. Some of these
strategies came naturally to the students and different students had an affinity to
different strategies. However, it was important for the students to be exposed to
a variety of tasks including those with which they may struggle. The students
learned more about themselves as learners, finding out their strengths and
weaknesses and hopefully improving their weaknesses so that they would
become more well-rounded learners (Pape, Bell, & Yetkin, 2003).
This exposure to a variety of strategies strengthened Andrea‘s students‘ aptitude
for representational thinking. She asked her students to work with and between
the different forms to stimulate them to understand mathematics concepts at a
deeper level (Lesgold, 1998; Pape & Tchoshanov, 2001; Suh & Moyer, 2007).
Her students learned to interpret the different forms and to develop a fluency to
use different forms in different contexts.
Andrea‘s scaffolding of the multiple representation forms that she uses in her
class parallels Bruner‘s (1966) levels of engagement. Andrea uses manipulatives
as a starting point with her students, no matter their ability level, and they move
on to more abstract representations in the form of drawings and pictures until
finally her students are ready to represent their mathematical understanding
using symbols and more advanced mathematical terminology. By going through
Bruner‘s three levels, Andrea‘s students have a chance to build their
mathematical understanding in a progressive manner so that they are not
expected to make the drastic jump to understanding abstract concepts all of a
sudden. While some students may not need the first level to be competent at the
second level, exposing her students to all levels gives the students of varied
abilities a safe zone where they can join the group and move up to the most
abstract level together.
Andrea combines the use of multiple representations with cooperative learning
and classroom discussions to further strengthen student understanding. By
having students exploring and discovering together, they can learn from each
other and gain insights that they may not have been able to reach if they were
working individually (Vygotsky, 1978). The sharing of strategies encourages
students to organize their thoughts and create a deeper understanding of the
material (Alagic, 2003; DiSessa, Hammer, Sherin, & Kolpakowski, 1991).
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This case study highlights the effectiveness of multiple representations in the
elementary mathematics classroom as a strategy to construct mathematical
understanding. Although this study takes place at the Grade One level, the
findings can be applied to other grade levels.

Conclusion
This case study may give administrators and mathematics teachers insight into
how to improve the quality of the construction of students‘ knowledge about
mathematics. Although this study takes place at the Grade One level, the
findings and benefits span across all grade levels.
By using multiple representations in the mathematics classroom, teachers can
ensure that their practice is inclusive to students of all ability levels and learning
styles. Teachers will also ensure that the quality of mathematics learning is
higher and promote other skills including communication skills and the ability to
work with peers.
This study has provided a wealth of information about how the construction of
mathematical knowledge at the elementary level can occur and the power of
using multiple representations to enhance this process. Further research in this
area will shed more light on how to best meet the needs of our learners at all
age, grade and ability levels and what strategies and considerations teachers
should examine to promote satisfaction and success among mathematics
learners.
More specifically, similar studies can be conducted in other grade levels to
determine the feasibility of multiple representations in a setting where
mathematics content is more challenging as well as to determine the
representation forms that are most suitable. As this study only examined one
teacher, additional research must be made to generalize the purpose, usage,
benefits and challenges of multiple representations in the mathematics
classroom.

References
Ahmed, A., Clark-Jeavons, A., & Oldknow, A. (2004). How can teaching aids
improve the quality of mathematics education. Educational Studies in
Mathematics, 56(2/3), 313-328.
Alagic, M. (2003). Technology in the mathematics classroom: Conceptual
orientation. The Journal of Computers in Mathematics and Science
Teaching, 22(4), 381-360.
Alagic, M., & Palenz, D. (2006). Teachers explore linear and exponential growth:
Spreadsheets as cognitive tools (best paper award from SITE 2004). Journal
of Technology and Teacher Education, 14(3), 633-649.
Bruner, J. (1966). Toward a theory of instruction. Cambridge: MAL Belknap
Press.
DiSessa, A.A., Hammer, D., Sherin, B., & Kolpakowski, T. (1991). Inventing
graphing: Meta-representational expertise in children. Journal for Research
in Mathematics Education, 23, 2-33.

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

349

Gardner, H. (1993). Multiple intelligences: The theory in practice. New York:
Basic Books.
Glaser, B.G., & Strauss, A.L. (1967). The discovery of grounded theory. Chicago:
Aldine.
Hiebert, J. (1988). A theory of developing competence with written mathematical
symbols. Educational Studies in Mathematics, 19, 333-355.
Kahveci, M., & Imamoglu, Y. (2007). Interactive learning in mathematics
education: Review of recent literature. The Journal of Computers in
Mathematics and Science Teaching, 26(2), 137-153.
Lesgold, A. (1998). Multiple representations and their implications for learning.
In M.W. van Someren, P. Reimann, H.P.A. Boshuizen, & T. de Jong, (Eds.),
Learning with multiple representation (pp. 307-319). New York: Pergamon.
McDougall, D.E. (2004). School leadership
mathematics. Toronto: Thomson Nelson.

handbook

for

elementary

McDougall, D.E. (2009). Teachers supporting teachers in using a Ten-Dimensions
framework for improving elementary mathematics. In C. Rolheiser (Ed.),
Partnerships for professional learning: Literacy & numeracy initiatives (pp.
58-64). Toronto, ON: OISE.
Mevarech, Z.R., & Kramarski, B. (1997). IMPROVE: A multidimensional method
for teaching mathematics in heterogeneous classrooms. American
Educational Research Journal, 34, 365-394.
National Council of Teachers of Mathematics. (2000). Principles and standards for
school mathematics. Reston, VA: Author.
Pape, S. J., Bell, C.V., & Yetkin, I.E. (2003). Developing mathematical thinking
and self-regulated learning: A teaching experiment in a seventh-grade
mathematics classroom. Educational Studies in Mathematics, 53(3), 179202.
Pape, S. J., & Tchoshanov, M.A. (2001). The role of representation(s) in
developing mathematical understanding. Theory into Practice, 40(2), 118127.
Strauss, A., & Corbin, J. (1990). Basics of qualitative research: Grounded theory
procedures and techniques. Newbury Park, CA: Sage.
Suh, J., & Moyer, P.S. (2007). Developing students' representational fluency
using virtual and physical algebra balances. The Journal of Computers in
Mathematics and Science, 26(2), 155-173.
Vaughan, W. (2002). Effects of cooperative learning on achievement and attitude
among students of color. The Journal of Educational Research, 95(6), 359364.
Vygotsky, L.S. (1978). Mind
psychological
processes.

and society:
Cambridge:

The development of
Harvard
University

higher
Press.

PEER COACHING AS A MODEL FOR PROFESSIONAL
DEVELOPMENT IN THE ELEMENTARY MATHEMATICS
CONTEXT: CHALLENGES, NEEDS AND REWARDS
Limin Jao
Douglas E. McDougall
Ontario Institute for Studies in Education of the University of Toronto, Canada
limin.jao@utoronto.ca
doug.mcdougall@utoronto.ca

Abstract
As our knowledge about education continues to change, educators must refine and
redefine their beliefs and teaching practices through professional development. In the
peer coaching model of professional development, both participants have a chance to
reflect on what they observe along with their own teaching practices. This reciprocal gain
is one of the major benefits of peer coaching. This study examined the experiences of
elementary mathematics teachers engaging in a peer coaching model of professional
development. A Grade 1 and a Grade 3 teacher in Western Canada act as the participants
in this case study and qualitative data was gathered from teacher interviews and
observations of peer coaching sessions. Each teacher selected two dimensions from the
Ten Dimensions framework for professional growth. This framework allows teachers to
focus on the areas of teaching practices that generate higher levels of student
achievement. The findings highlight three major themes: 1) resources are needed to
support the peer coaching process; 2) the challenges of peer coaching; and 3) the
benefits of peer coaching. Overall, participants valued the peer coaching process and
declared its collaborative nature as the greatest benefit.

Keywords
Professional development – Peer coaching – Mathematics education

Introduction
In order to become the best practitioners possible, teachers look for professional
development opportunities to hone their craft. This is particularly true in
elementary schools where teachers are more likely to teach many subjects and
usually have not taken courses in mathematics beyond the secondary school
level. Many teachers are turning towards professional development opportunities
to expand their teaching toolkit (Loucks-Horsley, Love, Stiles, Mundry, &
Hewson, 2003). To keep up with our rapidly growing knowledge base, educators
must refine and redefine their beliefs and teaching practices.
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This research project aimed to discover how elementary school teachers
experience a peer coaching model of professional development. The research
questions were: How does the peer coaching model enhance professional growth
and how does the Ten Dimensions framework guide their learning?

1. Conceptual framework
As our knowledge about education continues to change, so too does our vision of
how we should practice in the field. To keep up with this ever changing view,
teachers should engage in professional development opportunities. One model of
professional development is peer coaching. This process involves the pairing of
two colleagues in a session with classroom observation, giving feedback and
discussion to allow both members a chance to learn from one another (LoucksHorsley et al., 2003). Both participants have a chance to reflect on what they
observe along with their own teaching practices in order to grow. This reciprocal
gain is one of the major benefits of peer coaching.
At first, there may be hesitation to engage in peer coaching as teachers may be
uneasy at the prospect of being observed and evaluated. Each member of the
pair must acknowledge the body of knowledge that they bring to the partnership
as well as the expertise that their colleague can contribute to the dialogue (Ross,
Rolheiser, & Hobagoam-Gray, 1999). As long as both participants focus on the
goal of professional development and maintain a level of respect for their peers,
the advantages will certainly outweigh the disadvantages (Arnau, Kahrs, &
Kruskamp, 2004; Slater & Simmons, 2001).
This study uses the Ten Dimensions of Mathematics Education (McDougall, 2004)
as a conceptual framework to improve the quality of mathematics education in
elementary classrooms. The framework was created to give teachers areas in
which they can focus their attention in order to improve their teaching, knowing
that many of the Dimensions are interlinked and focusing on one invariably leads
to improvement in other areas. The Ten Dimensions are: (i) Program Scope and
Planning (encouraging teachers to consider all strands, expectations/outcomes
and key ideas of the mathematics curriculum); (ii) Meeting Individual Needs
(teachers should vary lessons and instruction to cater to the needs of all
students); (iii) Learning Environment (varied student groupings and student
input should be used); (iv) Student Tasks (teachers should vary the types of
tasks that are being used in lessons and all tasks should be meaningful); (v)
Constructing Knowledge (multiple instructional strategies and thoughtful
questioning techniques help students construct knowledge); (vi) Communicating
with Parents (parents are influential in student achievement and as such, should
be kept informed); (vii) Manipulatives and Technology (these teaching tools
enhance student learning); (viii) Students‘ Mathematical Communication
(students should experience oral, written and physical forms of communication);
(ix) Assessment (teachers should use a variety of assessment strategies to gain
diagnostic, formative and summative data about their students); and (x)
Teacher‘s Attitude and Comfort Mathematics (teachers affect student perception
and should project positive attitudes towards mathematics).
The Ten Dimensions framework was chosen to correspond with Guskey‘s (2000)
characteristics of professional development: intentional, ongoing and systemic.
As teachers select one or two dimensions at a time, the framework encourages
teachers to focus on key areas that will generate higher levels of student

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

353

achievement, giving teachers an intentional approach to their growth. With set
goals and areas for improvement that are selected by the teacher, the personal
interest and continued investment towards professional change is undoubtedly
present. Thus, the Ten Dimensions framework allows teachers to effectively
move forward on their journey of professional growth and in turn, schools will get
closer to meeting standards set out by the NCTM (2000).

2. Method
This study spanned two years and concluded in November of 2008. The teachers
and administrator from the participating school attended a professional
development session about the Ten Dimensions of Mathematics Education
(McDougall, 2004) where they were invited to join this study.
The teachers and administrator then completed an Attitudes and Beliefs Survey
(Ross, Hogaboam-Gray, McDougall, & Le Sage, 2003) to determine how their
current practices fared with respect to current mathematics education trends
through the lens of the Ten Dimensions of Mathematics Education. A low score in
a dimension may be impetus for the educator to focus on that particular
dimension for personal growth. Individual teachers decided which areas they
wanted to concentrate on for personal improvement.
Within the participating school, four colleagues were paired up. The participants
created the partnerships based on comfort level with their colleagues. The
researchers interviewed each participant to gain a better understanding of their
beliefs as a teacher and goals as a mathematics educator. The peer coaching
process had three components: 1) a pre-conference to discuss which Dimension
the teacher chose and the parts of their teaching to which they wanted the
observer to pay close attention; 2) in-class observation where the observer
would take notes; and 3) a post-observation conference when the observing
teacher shared their observations specific to the areas of focus. The teacher then
reflected on their lesson, shared what they would change/do differently the next
time and what area(s) of improvement they would like to focus on during the
next session. A final individual interview with each participant was completed to
determine what they learned from the study and to collect concluding reflections
about the peer coaching process.
In this paper, we discuss the findings from the pairing of the Grade 1 (Molly) and
3 (Courtney) teachers at St. Mary‘s School. St. Mary‘s is K-7, Catholic
independent school located in a residential area of a large city centre in Western
Canada. Both teachers have over 20 years of elementary teaching experience.
Data sources
There were four peer coaching sessions in total, such that each teacher observed
her colleague twice and was observed twice. Each pre- and post-observation
conference along with the individual preliminary and final interviews were audiotaped and transcribed by the researchers. Qualitative analysis was completed
using nVivo8 software. As this study used a grounded theory approach to
determine the effects of peer coaching on the participating teachers, we allowed
the data to dictate the outcome as the themes that emerged from the data
analysis became the foundation for the major findings of the study (Glaser &
Strauss, 1967).
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3. Findings
The pairing of Molly and Courtney shows many facets to a peer coaching model
of professional development. Although both teachers were eager to engage in the
process and improve their practice, they were grateful for the resources that
accompanied the Ten Dimensions framework which facilitated the peer coaching
process. The findings also uncover that the process is not void of challenges in
spite of its many benefits.
3.1. Process resources
The teachers were provided with various resources to support them in the peer
coaching process. An interview protocol provided teachers with a series of
questions that the observer could ask the teacher during the pre-conference.
Molly shared that the questions allowed her to get a better understanding of the
background of the other teacher and saved her the effort of having to create her
own questions. The questions were dimension-specific and allowed observers to
ask relevant questions even if they were unfamiliar with key components of the
dimension.
An observation template with look-for‘s and other guiding notes was taken into
the classroom and had space for the teachers to write their observations and
notes directly on the template. Both Molly and Courtney used the template as a
guide and took notes in their own style. Molly thought that she should focus her
notes on the areas in which Courtney wanted feedback. Courtney echoed this
and found that the observation template guided her thinking.
Both teachers found the resources provided to be helpful in the peer coaching
process. As they had never engaged in such a process before, Molly and
Courtney valued having these tools to guide them and focus their thinking to
parallel with their chosen dimensions.
3.2. Challenges of the process
A challenge that the teachers faced was the amount of time that the process
required. In order to save time, the actual observation would often take place
during the observer‘s prep time, however this was complicated to schedule. The
teachers would often ask a colleague to watch their students during the pre- and
post-conferences and found it difficult to ―find the personnel to release [us]‖
(Teacher interview, November 28, 2008).
The teachers‘ initial hesitation towards the peer coaching process quickly
disappeared after going through the process for the first time. Although both
teachers expressed concern for having a colleague and a researcher observe
them teach, they realized that they were so engaged in their teaching that
observers would not affect their work.
3.3. Benefits of the process
Both teachers admit that the benefits of the peer coaching process outweigh the
challenges. Molly and Courtney shared that the biggest benefit was the chance to
dialogue with a colleague. The teachers appreciated getting feedback after being
observed. Molly shared about this component on several occasions. First, she
said she likes to have ―something that someone else could look for‖ (Peer
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coaching session, January 23, 2008) and later she said, ―It is good to get the
feedback. [Courtney] notices things that I do naturally but do not notice‖
(Teacher interview, November 28, 2008).
It was the act of collaboration that had profound effects on the teachers. The
teachers saw that they were more than just sharing their observations with their
colleague, but were able to work together to improve each other‘s practices.
There was a reciprocal investment in their growth as each teacher contributed
ideas and suggestions for improvement.
Going into a colleague‘s classroom served as both a chance to provide feedback
to the teacher, but also a chance for the observer to watch another professional
in action. Molly listed the kinds of questions that she would ask herself while
observing Courtney: ―What kinds of attitudes is she bringing to the kids? What
kinds of opportunities is she bringing to the kids? How does she use her
manipulatives? How much exploration do they do? (Teacher interview, November
28, 2008).
This process allowed the teachers a chance to reflect on their own practices.
Molly said that peer coaching made her more aware of her teaching practices.
Courtney agreed and added that ―[Peer coaching] challenged how I teach and
approach math‖ (Peer coach interview, May 14, 2008).

4. Significance of the study
This study supports the work of previous research that highlights the need for
teachers to be collaborators for professional development to be successful
(Klingner, 2004). As such, the peer coaching model where participants inherently
have to rely on one another for support and feedback is an effective model of
professional development (Loucks-Horsley et al., 2003). The participants shared
that this collaboration was the most valuable component of the process. They
described the quality of their reflections to be deeper based on the feedback that
they received and that they learned new strategies from observing their
colleague in the classroom. The feedback that they could provide for one another
and reciprocal gain of the process allowed each partner to gain deeper insight
into their teaching that they would not have been able to reach on their own
(Guskey, 2000).
The participants shared that it was stressful to be observed by a colleague,
however, found it reassuring to work with a colleague whom they trusted and
knew would be respectful of their shortcomings (Arnau et al., 2004; Klingner,
2004). A guideline of the peer coaching model used in this study asked the
observer to state observations rather than judgments of what they saw in the
classroom. This guidance allowed the teachers to focus on improving the areas in
which they wanted to improve rather than promote a feeling of evaluation (Slater
& Simmons, 2001). Both participants shared that they welcomed additional
feedback from their partner, thus giving evidence that there was mutual respect
between the teachers.
The framework of the Ten Dimensions of Mathematics Education (McDougall,
2004) gave a clear focus to the process. The peer coaching process allowed
participants to become better aware of their current teaching practices, but the
focus of the dimensions allowed the teachers to improve specific elements of
their teaching practice. This framework gave the participants a focused lens
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through which they could target one area for professional growth. It allowed the
teachers to carry out their model of professional development with a clear
purpose (Guskey, 2000).
Another preliminary concern for the participants was how they were to go
through the process. As neither teacher had engaged in a peer coaching model
previously, they were unsure of how to use the model effectively. As the time
that they had available to dedicate towards the process was limited, they wanted
to ensure that their efforts were used productively. The resources that
accompanied the Ten Dimensions framework supported the teachers through the
peer coaching process. These resources aided in the procedural aspects of the
process as well as helping the teachers to keep their focus on the dimensions
chosen by the teachers for professional growth.
The peer coaching model coupled with the Ten Dimensions provides a framework
for teachers seeking to improve their professional practice. Resources to support
teachers engaging in the process for the first time along with having clear areas
for improvement as outlined by the Ten Dimensions allows for the professional
development to be deliberate and focused.

Conclusion
In this study, peer coaching was examined as
development. The use of a framework such as
Mathematics Education (McDougall, 2004) allowed
effective by focusing the efforts of the participants
support for teachers in the form of teacher resources.

model for professional
the Ten Dimensions of
the model to be more
as well as by providing

As this study involved one pairing of colleagues, future research on the
effectiveness of the peer coaching model with more partnerships would provide
more rigorous results. An extension to other subject areas and grade levels
would also provide more insight into the value of peer coaching as a model for
professional growth.
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Abstract
Today, one of the most topical issues is the problem of the application of style approach
to studying processes of how students acquire improvisation. The research conducted on
the ways of how students master modern improvisation, so varied and multi-form in its
manifestations, seems to be the least studied sphere in music pedagogy. Author‘s
research has shown that style modelling should provide the basis for a didactic model.
Practice has shown that prospective teachers already have musical experience of some
style. This experience is quite diverse, it is determined by previous activity and is an
integrated combination of exclusively individual knowledge and skills, different in their
number and quality. Commonly students try to improvise in different styles of academic,
folk and popular music. It seems reasonable to broaden just this kind of experience,
because it will be required in their future pedagogical work. The research aim: to develop
the didactic model of the acquisition of the basics of improvisation oriented to the
development of students‘ creativity, intuition, self-effectiveness during the process of
acquiring the basics of improvisation. The method of modelling is used in the research
process.

Keywords
Music improvisation – Style modelling – Didactic model

Introduction
Today, the notions of what music improvisation is are changing rapidly. Students
of higher education institutions learn new forms of improvising, and these forms
require an ability to improvise in various styles and genres. By increasing the
effectiveness of higher professional education, by reacting to the changeable
social and economic situation and creating conditions for a sustainable
development of education, wider perspectives are provided for students‘ life-long
education. In Latvia, at present extensive research is being conducted on the
situation in higher education, on its quality and development trends. Latvia‘s
joining the European Union has greatly contributed to starting research in this
field. We have realized that the system of values in our contemporary world is
rapidly changing. The expansion of the labour market, competitiveness and the
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necessity to work in a multicultural environment – are the new conditions to
which the teachers of Latvia have to adapt themselves too. The research on the
historical and theoretical aspects of the development of improvisation, on its
brightest manifestations in contemporary music will enable us to determine the
dominant tendencies in the development of today‘s improvisational art and in the
study process of improvisation as well. Technical skills of improvisation and
psychological skills of improvisational art are the basic things which, if
implemented together and in development, ensure a person‘s professional selfrealization.
Several researchers of problems in pedagogy (e. g, Green & Gallwey 1987;
Burnard 2000; Burnard & Younker 2004; Thompson & Lehmann 2004; Barrett
2005; Koutsoupidou 2005; Webster 2005; Goncy & Waehler 2006; Hickey 2009)
are concerned with the research on the possible ways of developing students‘
creativity, intuition, self-effectiveness in performing art, composition and
improvisation, the specificity of correlation existing between the qualities of a
creative personality and the extent of his music experience.
Research aim: to develop and propose a didactic model for the acquisition of the
basics of improvisation which is oriented to the development of students‘
creativity, intuition, self-effectiveness during the process of mastering the basics
of improvisation.
The method of modelling has been employed in the research.

1. Didactic Model of Acquiring Techniques of Improvisation and
their Parameters
The didactic model for acquiring the basics of musical improvisation by students
reflects an integrated system of various techniques of improvisation: modelling
of improvisation process, variation of a theme, counterpoint alla mente and
diminution, figured bass and virtuoso cadenza within the context of the
parameters of improvisation techniques taking into account various style and
genre norms of music form and its flow (see figure 1.1).
To the parameters of improvisation techniques belong such factors of musical
expressiveness as:
- Musical idea;
- Order of the display, development and interrelations of musical ideas
depending on form;
- Linguistic plane, principles of development.
1.1. Modelling of the process improvising art
Musical form is the basis for a constructive organization and planning in music. It
determines the order of display, development and interrelations of a musical
idea. This notion comprises not only the basic structures of improvisation but
also methods and procedures which are to be applied to develop musical ideas
within the limits of a musical structure.To some extent it is based on the
accidental factor. The process of improvisation can be based on different
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Figure 1.1. Didactic model of the acquisition of techniques of improvisation
developmental models. Modelling of the process of improvising art relates to the
cognition of creative processes and possibilities of structural analysis. This trend
is widely represented in the science of pedagogy (for instance, Pressing 2000;
Ward 2004; Kertz-Welzel 2004; Zariņš 2005; Mcpherson & Mccormick 2006;
Dairianathan & Stead 2010; Kingscott & Durrant 2010).
Modern theories about psychology of improvisation treat accidental factor as an
obligatory condition of creative work (Мальцев 1991). In the general plane and
strategically, the creative flight of an improviser will be constricted by such
stable conditions as genre of music, genre of musical activity, style, canon or
tradition of art. These conditions will completely determine a form as the process
of improvisation and a form as a result of improvisation. But in any concrete case
improvisation will also tactically remain quite mobile. Improvisation will be able
to comprehensively and flexibly reflect the will of the improviser and mastership
of the individual in all parameters of musical form and its flow – in melodic,
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harmonic, rhythmic, texture (linguistic plane); variation, elaborating aspects
(principles of development).
1.2. Variation of a Theme
A theme practically never remains unchanged, if compared to the original, it
undergoes changes even being played for the first time, before other variations
follow. This is an established tradition. In comparison with the tradition
established in contemporary academic music it is not the text that should be
learnt and played immediately, it is only one of the possible information sources
about the given composition. In case the impulse from the first encounter (if
there is no hearing experience) grows into a stormy desire to create something
adequate (though only in improviser‘s own vague ideas), seeking for additional
information begins. Most often these are already existing solutions that are
found. The state of seeking solutions can last the whole life, but those
intermediate solutions that are offered to the listeners have a relative
completeness, they principally remain open to different kind of changes and
additions. The composition seems to be developing and changing together with
the improviser. At the very start it has a new and different form.
Despite the fact that improvisers never have two improvisations that would have
been developed by the same technique, some of their methods and procedures
may be identified as being general or even standard for variation of any musical
material. To describe them, they can be grouped into four general and
fundamental groups (though musicians-practitioners can use several methods
and principles simultaneously within the frame of the same improvisation, often
laying one over the other). These groups are:
- Improvisation of a paraphrase type – ornamental variation of a theme or only
its part which remains recognizable;
- Formulaic improvisation- creation of a new material from diverse fragments of
ideas, formulae – cliches (principle of combining motifs);
- Motivic improvisation – creation of a new material by developing one or two
separate fragments of the idea (principle of improvising motifs);
- Interrelated techniques.
The three latter methods can be developed either in relation to or independently
of the theme. The principle of improvisation of linear transitions is realized in
them (composing a new melody).
1.3. Counterpoint and Diminution
These techniques are types of general ornamental variation. They influence the
method of texture development in improvisation. All the familiar kinds of
improvised movement appear in a complicated synthesis.
1.4. Figured Bass
The principles of a figured bass are the basis of the piano solo improvisation. In
practice, a figured bass is often realized as a technique of the texture of piano
playing: leading the bass line in the left hand part and decoding the figured bass
in chords and figurations in the right hand part. The performance of left and right
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hand parts remains the concern of the musician, and this requires from him
fantasy, abilities and skills of improvisation, taste and special skills.
1.5. Virtuoso Cadenza
Virtuoso cadenza is an arbitrary collage from fragments of a theme or a new
musical material of internally-developing type of display. In a cadenza the solo
instrument demonstrates all of its possibilities. Fast passages and powerful
chords, sonorous and energetic melodies follow each other. Near the end of the
cadenza the ensemble joins in, and the musicians finish the improvisation all
together.
Practice has proved that without acquiring the didactic model which reflects the
techniques of improvisation and their parameters the student is not ready either
for a practical solo or a collective improvisation. The didactic model optimizes
both the acquisition of the basics of improvisation and practical activities. The
issues of optimizing the acquisition of improvisation and composition have been
widely discussed in works of several researchers of pedagogical problems (e.g.,
Reimer 1970; Elliott 1995; Hamilton 2002; Martin 2005; Hallam 2006; Спигин
2008; Shaughnessy 2010). Only the above described skills of applying various
techniques of improvisation and parameters of techniques of improvisation of
various styles and genres open up for a student the possibility to structure the
form of improvistion to a full extent and to control the dependent on form order
of display, development and interrelations of musical ideas, taking also into
account the linguistic plane and principles of development. For instance,
everything begins with the selection of a musical idea for improvising it as a
whole or its separate segments. These ideas may concern intervals, structure,
rhythm, melody, harmony, tempo or merely some images. From all that a
student starts shaping a form by developing this idea. He knows how to do this,
he has all the necessary technique to do this, he uses his technical and
psychological skills of improvisational creativity.
The choice in favour of one or the other technique, taking also into account
different style and genre norms of musical form and its flow, depends on
situation. For instance, relying on a modified reiteration as a principle of the
development of musical idea, and taking into account the order of display,
development and interrelations of musical ideas which depends on a musical
form, the student can choose the technique of paraphrase improvisation for the
first variation on a theme. But for the following variations, if variation form has
been chosen, they can apply the technique of motivic improvisation, using
contrastive comparison as a principle of the development of a variation cycle.
Melody, harmony, rhythm and texture will be in a constant variation.

2. Criteria, Parameters, Levels and Indicators of the Acquisition of
the Basics of Improvisation Techniques
To assess the quality of the acquisition of the basics of the techniques of
improvisation, the criteria, parameters, levels and indicators for their successful
application in practical improvisation have been developed (see figure 2.1.).
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2.1. Criteria for the skills of the acquisition of the basics of improvisation
techniques
Three general criteria underlie the acquisition of the basics of improvisation
techniques:
- Phonic criteria: texture, dynamics, timbre, general character of sounding;
- Syntactic criteria: motif, phrase, sentence, period;
- Compositional criteria: period as a compositional unit, form of variations, free
form.
All five skills of acquiring the basics of techniques that meet the requirements of
texture, syntactic and compositional criteria reflect the quality of the acquisition
of improvisation. The terms texture, syntax and composition are based on J.
Nazaikinski‘s findings (Назайкинский 1982), which have been supplemented
with improvisation context. A teacher of music should be able to promote the
creative initiative at classes of musical improvisation. Any musical improvisation,
if it is really artistic but not mechanical, by all means, involves some new melody
nuances, fresh harmony colours, unusual texture solutions and articulation
colouring. Every time there is a change in the dynamics of accents, in the
saturation of intonation and sounding, the plastic of artistic behaviour itself and
the character of embodyment of artist‘s personality in the improvised musical
image are transformed. Inspiration is vital for improvisation, without it
improvisation is impossible (Рунин 1980).
The conducted observations of the pedagogical process at Liepaja University
while working with the students, prospective teachers of music, resulted in
defining the criteria, parameters, levels and indicators of skills.
2.2. Levels of skills of the acquisition of the basics of improvisation
techniques.
The content of criteria and parameters for the acquisition of improvisation is
revealed in three levels: low, average, high which have been content wise
described in indicators. The acquisition of improvisation is assessed according to
such parameters as:
- Texture;
- Dynamics;
- Timbre;
- General character of sounding;
- Motif, phrase, sentence, period;
- Period as a compositional unit , form of variations, free form.
The level of student‘s acquisition of improvisation is characterized as low, if:
- There is no purposeful and artistically justified work with texture according to
style and genre;
- Dynamics is uniform;
- Colours of registers and harmonic timbral colours are not used;

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

365

- In the general character of sounding rhythm, melodiousness, emotionality,
imagery and virtuosity are poorly developed. The performance is not expressive
and consecutive;
- Within the frame of a period the syntactic flow is chaotic and without obviously
finished motifs, phrases and sentences. Rhythmically uniform;
- Compositionally evaluated flow is impulsive and has not been planned (from
the point of view of the wholeness of form).

Figure 2.1. Criteria, parameters,levels and indicators for the skills of acquiring
the basics of improvisation techniques
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The level of student‘s acquisition of improvisation is characterized as average, if:
- Purposeful and artistically justified work with texture according to style and
genre is fragmentary;
- Possibilities of dynamics have been used partially;
- Choice of registers and harmonic-timbral colours is not well-considered;
- Pupil does not combine changes in rhythmic and melodic material with the
changes in imagery and emotionality. There are achievements in mastership of
performing;
- Within the frame of a period there is syntactic flow with isolated motifs, phrases
and sentences;
- Accidental imprecisions in the structural control (from the point of view of the
wholeness of form).
The level of student‘s acquisition of improvisation is characterized as high, if:
- Work with texture according to style and genre is purposeful and artistically
justified;
- Multiformity of dynamics is obviously demonstrated;
- Multiform register and harmonic-timbral colours are used;
- Richness of rhythmic picture, melodiousness and imagery, suggestion and
mastership in performing, emotionality and virtuosity;
- Within the frame of a period there is a masterly syntactic flow with obviously
finished motifs, phrases and sentences;
- A masterly compositionally evaluated flow (from the point of view of the
wholeness of form). Musical idea is clear.

Conclusion
The developed didactic model for the acquisition of the basics of improvisation is
oriented towards the development of students‘ creativity, intuition and selfeffectiveness during the process of the acquisition of the basics of improvisation.
The assessment of the acquisition of the basics of improvisation according to the
described criteria, parameters, indicators and levels involves the acquisition of
certain knowledge by students: knowledge in history and theory of music, music
pedagogy; practical knowledge and skills in art of performing, in composing
music; abilities and skill of promoting creative initiative at classes of musical
improvisation.
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Abstract
This paper explores two major themes in science education: (1) The importance of
teaching students about the ecological balances in nature and (2) the significance of
teaching science to students through the use of real scientific studies. Science educators
need to teach what they know about science, along with the various, specific ways these
facts came to be and the variety of methods and techniques that scientists use to explore
the diverse phenomena in the world—that is, the process of knowledge construction as
it‘s actually practiced rather than the common stereotype of a singular scientific method.
A group of scientists and science educators developed ecology curriculum modules that
use electronic media and authentic scientific data. These modules of ecological systems
that have been disrupted have been field tested in science classes in New York City. Pilot
data from the field testing reveal that published research about real world issues can
engage students‘ prior knowledge, immerse students in the authentic practice of science,
and significantly increase student learning of the nature of science. DVDs of the
curriculum modules and related web sites from the American Museum of Natural History
whose electronic media is intrinsic to the modules, will be available.

Keywords
Science Education - Nature of Science - Secondary Ecology

Introduction
The objective of the Ecology Disrupted project to use resources of the American
Museum of Natural History (AMNH) in New York City to develop and implement
two ecology curriculum modules and pilot-test them in the classrooms of over
sixty New York City public school biology teachers. The goals of the modules are
to increase student learning of the nature of science, ecological principles, and
personal and human environmental impacts. The goal of pilot-testing was to
receive teacher feedback on how best to increase module effectiveness and
usability, including soliciting teacher feedback on how to improve the teacher
guide, ease of technology use, and general classroom usability. We also solicited
feedback on how to improve student assessments, activity scaffolding, and
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student differentiation. We asked participating teachers for ecology case study
modifications that increase student learning by enhancing student prior
knowledge and by further contextualizing these units into the daily lives of
students. The result is two curriculum modules that use authentic scientific
research to study ecology and environmental science in the secondary school
biology course, a significant inclusion in secondary biology. Increasing public
awareness about the role of human activities in shaping the environment has led
to a greater interest in offering more environmentally themed courses at both
the high school and college levels (Edelson, 2007; Galbraith 2009).
Environmental science is now a more common course in high schools than Earth
Science (Edelson, 2007). In the past, one of the biggest obstacles to
environmental education in a high school setting was a lack of prescribed time in
the curriculum (Cherif, 1992; Ham & Sewing, 1987). The increasing amount of
time allotted to environmental science at the high school level can be a boon to
environmental education, potentially increasing student understanding of ecology
and raising student awareness of how their own lives impact the natural world.
This paper explores two major themes in science education: (1) The importance
of teaching students about the ecological balances in nature and (2) the
significance of teaching science to students through the use of real scientific
studies. Science educators need to teach what they know about science, along
with the various, specific ways these facts came to be and the variety of methods
and techniques that scientists use to explore the diverse phenomena in the
world—that is, the process of knowledge construction as it‘s actually practiced
rather than the common stereotype of a singular scientific method. A group of
scientists and science educators developed ecology curriculum modules that use
electronic media and authentic scientific data. Science educators since the 1960s
have recognized the need for bringing authentic scientific practice into the
science classroom. Originally, this recognition took the form of new curriculum
written to influence the type of instruction. The goal of the new curricula was to
bring science practice to schools by designing materials that asked students to
develop science process skills like making observations and hypotheses,
designing experiments, and collecting data. The thrust of the reform was very
teacher centered. Improve the curriculum and the students will learn (Duschl et.
al, 2007). In the past 15 years there has been a growing recognition of the
importance of student prior knowledge and experience for influencing science
learning. Therefore, today‘s recommended instructional practices seek to build on
students‘ prior knowledge and conceptual understanding (Bransford et. al, 2000).
Teachers need to actively engage students in the process of science and guide
students to reflect and discuss their explanations.

1. Theoretical Frame
By using real life studies of environmental systems replete with electronic media,
the Ecology Disrupted method creates curriculum modules for secondary school
science that seek to transform the major themes of environmental science
classrooms, environmental issues and ecology into the language of conservation
biology. In this method, developed as an NSF funded initiative (grant #733269),
students learn about the importance and complexity of normal ecological
processes by studying what goes wrong when people disrupt them
(environmental issues). Just as geneticists study mutated genes to discover gene
function, secondary school ecology students would learn the complexity of fully
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functioning ecosystems from studying human caused disruptions (environmental
issues) in ecological processes. Harkening back to the writings of Leopold, by
examining the human role in ecological communities (environmental issues), we
can learn to appreciate ―the integrity, stability, and beauty of the biotic
community‖ (ecological processes). We may then ―see land as a community to
which we belong‖ and ―begin to use it with love and respect.‖
In order to best ―see land as a community to which we belong‖ the Ecology
Disrupted approach uses daily life to connect environmental issues to ecological
principles. The use of local environmental issues has already been shown to
engage a diverse range of students about the increasing human impact on nearly
all of the Earth‘s environmental systems (Pfirman & AC-ERE 2003; NSF AC-ERE
2005), nurture the development of civically engaged citizens (Bjorkland & Pringle
2001; Hungerford et al. 2003; SENCER 2008; NAAEE 2008), and add a new and
vibrant dimension to environmental science curricula (Shin 1999; Bouillion &
Gomez 2001; Eliam 2002; Johnson 2004; Gardenmosaics 2008). The Ecology
Disrupted approach seeks to bring some of the excitement and engagement of
local environmental issues to the formal classroom setting by using daily life to
connect ecological principles to environmental issues. Linking everyday behaviors
to environmental issues increases student understanding of specific
environmental issues like climate change. Further linking daily life to ecological
processes can help students discover the hidden interconnectedness of basic
ecological principles. For example, Northeast teenagers are well versed in the
perils of Lyme disease but most students are ignorant of its connection to
fragmented habitats and disrupted food webs. By placing Lyme disease in its
ecological context, students can deepen their understanding of the causes of
Lyme disease, and habitats and food webs, its related ecological principles
(Bransford et al. 2000). This approach will help students develop a deeper
understanding of sustainability and of environmental issues and ecology and also
help them learn that no matter where they live, they are part of an ecological
system whose principles, and disruptions, affect their daily lives.

2. Using published scientific data in the Ecology Disrupted Method
Conservation biologists have accumulated decades of information that illuminate
the effect of humans on ecological processes. These data can be transformed
into formats that can be understood and manipulated by high school students
using the Ecology Disrupted approach to help students learn about both the
human impact on the natural world and about normal ecological processes.
Compelling, interesting and educationally accessible lessons can be developed
from these real science examples, to explore ecological principles that are the
foci of secondary classroom instruction. This paper describes two case studies
that transform environmental issues from published studies into the language of
ecology, a topic specifically addressed in a classroom setting. Both case studies
use real scientific data and media produced by the American Museum of Natural
History (Biobulletins Snapshots;
http://www.amnh.org/sciencebulletins/biobulletin/index.html) to link daily life to
environmental issues and basic ecological principles. Currently, environmental
issues are usually classified as separate units of study from ecological principle
units in science textbooks and in district and state scope and sequence guidelines
and frameworks. By segregating these topics into different units or semesters,
these textbooks and districts are missing an opportunity to use environmental
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issues to understand ecological principles, for environmental issues are simply
the result of human disruptions of normal ecological processes. Just as
geneticists use disrupted genes, mutations, to understand gene function, ecology
students would learn from using disrupted ecological processes, environmental
issues, to understand the complexity of functioning ecosystems. Explicitly linking
environmental issues to the ecological processes that they disrupt is potentially
transformative for understanding ecology and environmental science. A new
paradigm of 21st century science, sustainability, already links daily human
actions to environmental issues (Dennison, 2008). Our Ecology Disrupted
approach of using case studies on daily life to link environmental issues to
ecology, defines the sustainability paradigm to include ecology.

3. Methodology
The first example is based on 2005 conservation biology research published in
Ecology Letters that shows that highways bisecting the Sierra-Nevada Mountains
block the movement of bighorn sheep, and leads to inbreeding (Epps et al.
2005). As formulated this example is not appropriately formatted to bring into a
secondary school classroom in a contextualized manner. The media developed
around this research in fact was not originally intended for the classroom setting,
but was produced in order to bring up to date content into the Museum‘s
exhibition halls. The Museum also posted the media online, so that a teacher
interested in sharing this story can download it and show it to her students.
However, the story in and of itself acts as a barrier for bringing it to the
classroom. It is a stand-alone entity, unrelated to the topics of the classroom.
Therefore, we reformulated the scenario established by the scientific research
using the Ecology Disrupted method. In this case, we used the scientific research
and results of the research to ask what goes wrong when people disrupt habitats
(the ecological principle that is the focus of classroom units) in unexpected ways.
This methodology has the added benefit of linking daily human life (highways
and transportation, in this case) with the ecological principle (habitats). Students
must use source material and scientific data from the published study to
investigate the question, ―How does being able to drive between Los Angeles and
Las Vegas in under five hours put the bighorn sheep at risk?‖ Students are
provided with maps of the mountain habitats and roadways in this region of
Southern California. They measure the distances between mountaintops and take
note of the location of roads. They then study the genetic data of the sheep
populations (names for the mountaintops they inhabit) and they can see that
certain big horn sheep populations have very few choices for mating and the
resultant offspring show genetic weaknesses that threaten their viability.
They then watch and analyze other Museum produced media stories to connect
this question to other instances, where people have disrupted habitats in
unexpected ways. The goal of this example is to encourage students to recognize
the complexity of ecological processes and the variety of daily behaviors that can
have negative impacts on ecosystems and habitats. It is the hope that
recognizing the environmental impact of mundane daily activities will help
students understand how their behavior impacts the natural world and lead them
to be more environmentally responsible citizens.
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Salting icy roads and water quality
The second example is based upon data from a long-term study that shows that
salt added to roadways to melt ice causes freshwater streams to become
progressively saltier (Kaushal et al. 2005). As in the previous example, we use
the scientific scenario to ask what goes wrong when people disrupt an ecological
principle. In this case, we are concerned about unforeseen consequences to
changing abiotic factors. Like in the bighorn sheep example, we link daily life
(snowy roads) with the ecological principle (abiotic factors). Students must use
source material and scientific data from the published study to investigate the
question, ―How do snowy and icy roads put the Baltimore area‘s water supply at
risk?‖ The source material contains seasonal salinity data that shows the g/ml of
salt present in fresh water streams and rivers in urban, suburban and forested
areas. Students then graph each of these sets of data and study the ways in
which areas with dense roadways contribute more salt to the environment in
snowy and icy winters than areas that are suburban or forested. As in the
previous example, the students then watch and analyze other Museum produced
media stories to connect this question to other instances where people have
disrupted abiotic factors in unexpected ways.

Conclusion
We were hoping to help secondary science teachers embrace the possibility that
biology curricula could integrate ecological principles using every day experiences
and authentic scientific data. The teachers who piloted these modules
demonstrated that student learning occurred and that there was enthusiasm and
interest in making these connections and bringing secondary biology curriculum
to life. Currently, new testing on modules that incorporate teacher modifications,
enhancements and suggestions further refine the content of the curriculum. The
process of implementing the pilot modules engaged participating teachers in
authentic professional development through a shared web site, email lists and
discussion groups. The electronic and material resources of the AMNH motivated
these urban teachers to reach beyond the standard curriculum to enhance
student understanding of ecological principles. These resources will be made
available globally by this project‘s end. This approach is a straightforward and
useful technique for developing educational materials that provide classroom
teachers with an obvious methodology for bringing ecological discoveries into the
classroom, thereby helping the students to reframe their understanding of their
community to include the natural world. We hope that the Ecology Disrupted
model encourages students to understand the complexity of ecological processes
and the role of human behavior in disrupting ecosystems, thereby leading
students to be more environmentally aware and perhaps to be more
environmentally responsible. The hope is that students can see themselves as
posing alternatives and becoming part of the solution.
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Abstract
This paper presents the results of a research study on gender profile in public life as it
has been broadcast by the Cyprus TV. It also investigates the relationship between
gender representation on TV and the perceptions of youth regarding gender roles and
stereotypes. For the purposes of the study, 158 episodes from eight Cypriot TV series
were randomly selected and analysed. Based on these results, two questionnaires were
developed. The one was completed by 588 fifth grade elementary students and the other
by 1158 secondary grade students from randomly selected schools all over Cyprus. The
results indicate a gender stereotypical picture in public life in the TV series and in
students‘ perceptions. It is argued that citizenship education must promote research and
reflection on contextualised gender studies aiming at the deconstruction of stereotypical
representations of gender.

Keywords
Informal curriculum – Citizenship education – Mass Media

Introduction
The aim of this paper is to present the results of a research study on gender
profile in public (economic, professional and political) life as it has been
broadcast by the Cyprus TV and compare it with primary and secondary students‘
perceptions regarding gender profile in public life. The study presented here is a
part of a longer research funded for three years by the Cyprus Research
Promotion Foundation, entitled ―Gender mainstreaming in the Mass Media of
Cyprus and the relationship with the perceptions of youth. Comparison with the
EU policy‖. The long - term project aims at awareness rising in gender issues at
the Mass Media and at supporting change.

1. Theoretical Background
EU in all its official documents defines gender equality as an equal outlook,
empowerment and participation of both sexes in all aspects of private and public
life. The main principle underlying gender equality is the right to be different and
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the effort to change the structures that preserve the unequal relationship
between the two sexes (Council of Europe, 2002; European Commission, 2006;
European Commission, 2005).
Mass Media, as research shows, play a negative role as they produce and
reproduce the negative stereotypes derived from the system of power in the
society. It is argued that Mass Media promote a non-balanced and stereotyped
portrayal of women and they play a dominant role to the stereotyped
socialization of youth (Burton and Pollack, 2002; Fenton, 2000; Frankson, 2000a,
b; UNESCO, 2003; United Nations, http://www.un.kiev.ua/bc/tenders/99/). As
UNESCO indicates an under-representation of women at the decision-making
levels in the media is both a symptom and a cause of the inequality between the
genders and a form of discrimination against women. From thousands of hours of
watching television, children receive messages about gender roles (i.e., Singer
and Singer, 2001; Witt, 1997). Therefore gender representations in TV impact
children‘s attitudes and perceptions of gender-appropriate behaviour in society
(Fox, 1993).
Thus, it is interesting to examine the role of TV broadcasting concerning Gender
Equality, negative discriminations and stereotyped reproduction and to compare
these with the perceptions of youth and with the priority areas for gender
equality set by the EU. Where do we stand? How much Europeans are we?

2. Methodology
2.1. TV Series
The investigation of Cypriot women and men representation is studied through
randomly selected Cypriot television series. The Cypriot television series
consisted of self-existent, meaningful episodes and referred to the daily
happenings of Cypriot society, while their script is written only by Cypriot citizens
- men and women. The series assemble high rates of audience, male and female,
and attract a diverse television audience from all educational and socio-economic
layers, in urban and provincial regions.
The collection, coding and final sampling of television data goes through a five
graded phase‘s process. These phases constitute graded stages of coding and
investigating the characteristics of each series (frequency, repetition, period of
broadcast, duration, area of television program), which contributed to the final
choice of the sample.
PHASE A: Record all television Cypriot series regardless of the rate of audience.
In total, 18 Cypriot series for the broadcasting period 11/2003 - 5/2004 were
coded.
PHASE Β: Coding of series per month and channel of broadcast, frequency of
new episodes, repetitive episodes. The repetitive episodes as well as the limited
in duration series were removed from the process of sampling.
PHASE C: Coding of episodes and recording of elements such as: television
channel, rate of audience per episode, day of broadcast, time of broadcast and
duration of each episode. Calculation of the percentages of audience.
PHASE D: Record the total number of episodes in each series in combination with
the average of audience for the seven-month television season.
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PHASE E: Application of techniques of random sampling of episodes per series in
each channel, based on the following criteria:
1. In the series that had a total number of daily episodes above 100 during the
seven-month period, the episodes were selected with random sampling with
frequency 1: 5 [2 television series]
2. In the series that the total number of daily episodes was 50 – 100 in the
seven-month period, the episodes are selected with random sampling and
frequency 1: 4 [5 series].
3. Finally, in a series that the total number of episodes was under 50, the
episodes that were selected for analysis follow random sampling as well with
frequency 1:3 [1 series].
The sample includes 8 series from 3 television channels. The final sample
consisted of 158 randomly selected episodes with 2 287 scenes recorded and
analyzed. An Instrument of Recording Behaviours (IRB) and Textualised
Dialogues was inductively developed for the analysis of the episodes. The unit of
analysis and recording of data on each episode was the scene.
The observed action of a person per scene, verbal and non - verbal was coded in
the observational key based on the following six categories, which were
respectively used for both genders: behaviours (e.g. read the newspaper),
stereotypes (verbal behaviours of actors/actresses that reveal social stereotypes,
e.g. women choose a life-partner with criterion his economic status), sentiments
(e.g. fear), roles (e.g. over-protective mother), characterizations (attributed to
persons by others, e.g. lazy) and self-esteem (the characterizations that persons
attribute to themselves, e.g. beautiful woman). Afterwards, the electronic forms
of ―observed‖ recordings per scene were processed in ATLAS software, suitable
for the conceptual mapping of observed or analysed behaviour/elements. ATLAS
software gives quantitative and qualitative results: it counts the frequency of
codes and denotes the interrelationships among them. The recordings of
observed and interpreted action in each scene were undertaken by a team of
four researchers. The following elements were shaped progressively: codes,
categories, families and super-families of actions for both men and women
(Koutselini & Agathangelou, 2006). For example, for the category of Behaviours,
codes such as ―he talks about money and deals‖, ―he makes transactions‖ were
grouped in the family ―behaviours concerning money‖. This family was included
in the super-family ―behaviours about public life‖.
2.2. Students’ Perceptions
As far as the student sample is concerned, primary school participants were 588
students of the fifth grade from randomly selected schools all over Cyprus. In
order to obtain participants in the appropriate age group, parental consent forms
were sent home. Self-administered questionnaires were given to the students
who returned the consent forms. A total of 569 children (284 boys (49.9%) and
285 girls (50.1%) completed the questionnaire. In addition, 556 male (48%) and
602 female (52%) secondary school students from randomly selected
Gymnasiums and Lyceums participated in the study.
The instruments developed for this study were two questionnaires which
measure students‘ perceptions about the role of the Cypriot man and woman.
The one was completed by the primary school students and the other by the
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secondary school students. The instruments were developed based on the prior
qualitative analysis of the eight Cypriot TV series which revealed specific profiles
about gender behaviours, stereotypes, sentiments, roles, characterizations and
self-esteem. For example, the analysis of the TV series revealed certain
behaviours for men and women regarding their economic life. Men are presented
in the TV series to give money, while women are presented to ask for money.
Based on the results of the TV series analysis, statements for the students‘
questionnaires were developed to best describe these behaviours. So,
statements such as ―Men / Women should earn a higher income‖ or
―Men/Women should support their family financially‖ were included in the
questionnaire.
Normative statements (a man/ woman should…) were included in order to
further examine whether certain stereotypes produced by the media about men
or women emerged into children‘s perceptional images. The questionnaire for the
primary school students consisted of 23 pairs of statements and the one for the
secondary school students of 115 pairs of statements. The first statement of
each pair referred to men while the second to women. The statements of both
questionnaires were scaled from 1 to 4 (1= definitely not true- 4= definitely
true). Extreme values (1 and 4) infer that a certain statement can be generalized
hence indicating the existence of a stereotype about Cypriot men or women.
Students were asked to show the extent to which they agree with the statements
based on their own opinion, and not in relation to the gender profile as it is
presented in the TV series. A second part of the questionnaire consisted of
questions about students‘ background factors. Data were entered and statistics
calculated by SPSS 12.0 for Windows program.

3. Results
3.1. TV Series
Results‘ analysis is based both on quantitative measurements and on qualitative
differentiations that appear among the two genders. The total numbers of codes
that are presented per category for men and women, on the one hand, and the
frequency with which each code is repeated, on the other hand, constitute the
two basic criteria for the quantitative analysis of the data. At the same time,
however, the type of codes that are incorporated in each category constitutes an
important element of study on the final configuration of the profile of the
genders.
Table 1 presents the total number of codes that are found under the families
economic behaviours, economic characterizations and economic stereotypes for
men and women and the frequency in which they appear in the eight television
series of the sample. As table 1 shows, the frequencies regarding the economic
life of men and women give an explicit precedence to the male gender. In the
category of stereotypes women are presented to have a precedence over men,
which strengthens the discrimination towards the profile of the two genders in
their economic life. Women are those who are economically dependent on men
and thus choose a life partner with criterion his economic status. On the other
hand, men appear to have money as their priority, a negative stereotype for men
as well.
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Table 1: Codes, Families and Super-families of Men‘s and Women‘s behaviours,
characterizations and stereotypes regarding their economic life
CATEGORIES
BEHAVIOURS

SUPER-FAMILIES
PUBLIC LIFE

FAMILIES
- Economic Behaviours

MEN
No of
Codes
14

CHARACTERIZATIO
NS

PUBLIC LIFE

- Economic
Characterizations

WOMEN
Fr.
139

11

48

9

12

No of
Codes
12

Fr.
71

8

13

17

17

MEN
STEREOTYPES

ECONOMIC STATUS
STEREOTYPES

- Money as their priority
WOMEN
- They are spendthrifts. Main criterion
for choosing a life
partner, his economic
status

These results are enhanced by the qualitative differentiations of the codes that
appear in these categories. It is realized that regarding their relationship with
money men deal, make transactions and discuss profits, while women ask for
money, furniture, cars and travels from men. Simultaneously, the conversations
women make about money, concern their guarantee for reasons of consumption.
Conversely, men never go for shopping, but their economic action is related with
investments and is generally consistent with their professional life. Men are those
who support their families financially or offer money to their girlfriends.
These results are also strengthened by the results in the categories of
professional behaviours, roles, self-image, characterizations and stereotypes for
men and women (Table 2).
In the professional life, the total number of codes in each category (behaviours:
men = 142 women = 110, roles: men=142, women=88, self-image: men=10,
women=11, characterizations: men=29, women=22, stereotypes: men=13,
women=34) initially does not show important differentiations between genders.
However, the total number of females that appear in the role of employees, in
contrast to the total number of male employees that is presented in the 158
episodes, differentiates the picture considerably. In the total of 47 Cypriot
women, 27 do not work (57.4 %), while only 11 appear to have a constant job.
From them, only 4 are presented in scenes in their work place, while for the
remainder of them it is simply reported that they are working. Respectively, for
men the percentage of workers is proportionally much higher (78.6%). The cases
of unemployed men are such as men released from the army, former prisoners
or men in the margin that do not fit in with the ―standard‖ professional status of
the Cypriot employee.
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Table 2: Codes, Families and Super-families of Men‘s and Women‘s behaviours,
roles, self-image, characterizations and stereotypes regarding their professional
life
CATEGORIES

SUPER-FAMILIES

FAMILIES

MEN
No of
Codes

BEHAVIOURS

PUBLIC LIFE

ROLES

PUBLIC
ROLES

SELF-IMAGE

PUBLIC LIFE

SELF-ESTEEM

SELF-IMAGE

- Professional
Behaviours
LIFE

9

WOMEN
Fr.
142

No of
Codes
20

Fr.
110

- Professional
Roles

50

142

30

88

-Professional
Self-image

9

10

6

11

- Professional
Characterizations

16

29

16

22

9

13

4

4

10

11

19

19

SELF-ESTEEM
CHARACTERIZA
TIONS

CHARACTERIZATI
ONS
REFERRING
TO PUBLIC LIFE

MEN
STEREOTYPES

PROFESSIONAL
STATUS
STEREOTYPES

- Professional
Status as an
important
element for men
WOMEN
- Those in the
field of arts are
regarded to have
no morals.
- As
professionals
they are not
respected in
their field.
- Career women
are dynamic and
have male
behaviours

Moreover, even in the limited cases of women professionals, the scenes and the
plot of the script present women to be unreliable professionals: a professor who
faces serious problems of indiscipline on behalf of her students who speak
ironically to her in a constant base, a military doctor gullible and ignorant on
issues of medicine and a TV hostess- student who is crank and considers herself
beautiful, a super-model and clever while the plot presents her to be dumb and
soubrette. In most of the cases the codes that refer to women‘s professional life
refer to hires of cleaners in their houses or discussions about the professional

381

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

career of their children or for the career they think to follow, but they never
decide to do so.
It is typical that the word "professional" is used to characterize men only, while
the word "unemployed" is used with a negative tinge for men, but not for
women. This point legalises to a large extent the stereotype of the non working
housewife who is incurious about, or even incompetent for, business action. It
simultaneously strengthens the importance that a successful professional career
and a distinguished economic status of life play in men‘s life.
The results that refer to the educational status of the two genders are also
negatively stereotyped (Table 3). In total of 69 men and 54 women, 13 men
(18.8%) and only 8 women (14.8%) are presented in roles that indicate an
educational background. These proportions, as well as the codes that refer to the
educational roles, characterizations and self-esteem of men and women shape a
picture for the Cypriot society where education does not have any value and
probably can be characterized as a demerit when compared with the precedence
that money and "good" professional position have. Additionally, women‘ s
behaviours concerning reading, dealing with political and social life, being
informed by newspapers and television news and expressing concerns of finding
a job are totally absent. Her profile is dominated by the picture of an
unemployed and/or uncultivated housewife with a limited range of interests.
Table 3: Codes, Families and Super-families of Men‘s and Women‘s roles, selfimage and characterizations regarding their educational status
CATEGORIES

SUPER-FAMILIES

FAMILIES

MEN
No of
Codes
0

WOMEN
Fr.
0

No of
Codes
1

Fr.

ROLES

PUBLIC LIFE ROLES

- Educational Roles

5

SELF-IMAGE

PUBLIC LIFE

5

6

1

1

SELF-ESTEEM

SELF-IMAGE

- Educational – Cultural
Self-image

- Educational Status

9

28

5

22

SELF-ESTEEM
CHARACTERIZATION
S

CHARACTERIZATION
S REFERRING TO
PUBLIC LIFE

In addition, dealing with politics and having political concerns and action as
politicised citizens of Cyprus is excessively limited for both Cypriot men and
women. With the exception of one series, where two men are presented to have
opposite political convictions and discussions about political controversies, in all
other cases, men seldom express political concerns. Simply, they are presented
in 70 cases to hold a newspaper or to listen to the news without, however, to
proceed in annotations. Regarding women, only in 6 cases are they presented to
read the newspaper and talk about politics. In no case is a woman presented to
have an individual politicised action or political and social concerns (Table 4).
This allows us to classify these behaviours in the non - observed behaviours of
women.
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Table 4: Codes, Families and Super-families of Men‘s and Women‘s behaviours,
roles and characterizations regarding their political life
CATEGORIES

SUPER-FAMILIES

FAMILIES

MEN
No of
Codes

BEHAVIOURS

PUBLIC LIFE

- Political Behaviours

ROLES

PUBLIC
ROLES

CHARACTERIZATIO
NS

CHARACTERIZAT
IONS
REFERRING TO
PUBLIC LIFE

LIFE

4

WOMEN
Fr.
139

No of
Codes
12

Fr.
71

- Political Roles

3

8

0

0

- Political
Characterizations

3

13

3

4

3.2. Students’ Perceptions
3.2.1. Primary Education
Paired samples T-test indicated that most mean scores between the statements
referring to men (1.70<M<3.44, 0.738<SD<1.110) and women (1.90<M<3.51,
0.692<SD<1.183) are significantly different (two-tailed p<.05). Generally, mean
scores for women were higher in cases emphasizing emotionality and inferior
social roles. On the other hand mean scores for men were higher in statements
related to more prestigious social profiles. The mean scores and levels of
significance for the statements that refer to men‘s and women‘s public life are
shown on table 5.
Table 5: Paired Samples Statistics: Comparisons of mean scores of the primary
school sample for men and women (public life)

No

Questions

Std.
Dev.

Mean

Q1

Men are good at politics

.820

2.99

Q2

Women are good at politics

.786

2.26

Q3

Men earn high income

.804

3.06

Q4

Women earn high income

.843

2.80

Q19

Men are good as managers

.818

3.16

Q20

Women are good as managers .912

2.81

Q29

Women read the newspaper in
.856
order to learn the news

1.91

Q30

Men read the newspaper in
.692
order to learn the news

3.57

Sig.
Pair 1: Q1, Q2

.844

Pair 2: Q3, Q4

.000

Pair 10:
Q20

Q19,

.025

Pair 15:
Q30

Q29,

.002

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

383

As indicated in table 5, regarding the gender‘s economic life, students tend to
consider that men, compared to women, earn higher income (Q3, Q4). In the
professional life, they consider men to be better as managers than women (Q19,
Q20). As far as the political life is concerned, no significant difference appears in
students‘ perceptions regarding the superiority of men or women in politics (Q1,
Q2). However, students consider that men, at a greater degree than women,
read the newspaper in order to learn the news (Q29, Q30).
In most cases girls tend to be more favorable towards women than boys as
indicated in independent samples comparisons of mean scores. Girls‘ mean
scores were significantly higher than boys‘ (p<, 05) in most statements were
positive qualities were associated to women (2.45 <M<3.09, 0.744<SD<0.924
for girls & 2.06<M<2.92, 0.772<SD<0.969 for boys). On the other hand girls‘
mean scores were significantly lower than boys‘ in statements indicating a
negative quality for women (1,74<M<3,44, 0,790<SD<1,01 for girls,
2,02<M<3,59, 1,02<SD<1,12 for boys).
3.2.2. Secondary Education
Regarding the results of the analysis of the questionnaire that was completed by
the secondary education students, the statements with the highest and the
lowest mean scores (table 6) for males and females indicate the following: a)
None of the statements is common for the two genders, b) Almost all statements
have a standard deviation ≤ 1, a value that indicates a satisfactory degree of
coherence between the answers and c) the mean scores of the statements that
refer to the Cypriot woman are higher (from 3.64 – 3.2) than the highest mean
scores of statements concerning the male gender (3.54 – 3.1). The
differentiation of the gender profile is enhanced by the comparative results of the
common statements for men and women. Paired sample T-test showed
statistically significant differences (p < .05) in 112 out of 115 statements of the
questionnaire. This result shows that all the students of the sample conceive the
profile of men in a different way compared to that of women.
Specifically, as regards public life, among the statements with the highest mean
scores, three of them refer to men‘s public life. For students, men are
responsible for the financial support of their family (M= 3.54, SD= .802), they
must be educated (M= 3.15, SD= .863) and they are capable of political offices
(M= 3.10, SD= .906). None of the statements that refer to women‘s public life is
within the statements with the highest or lowest mean scores. Statements with
the highest mean scores for women refer to the role of women as housewives
either married (M= 3.38, SD= .865) or single (M= 3.34, SD= .899), their
consuming relationship with money (M= 3.64, SD= .757) and their interest in
their external appearance (M= 3.55, SD= .817) and fashion (M= 3.42, SD=
.887).
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Table 6: Statements with the highest and the lowest mean scores of the
secondary students‘ sample for men and women
Statements referring Means SD
to men‘s profile

Statements referring to Means SD
women‘s profile

1

He is responsible of 3.54
the financial support of
his family

.802

She likes shopping things 3.64
for her

.757

2

He deals with football

3.47

.844

She must take care of her 3.55
external appearance

.817

3

He is a good driver

3.30

.853

She deals with fashion

3.42

.887

4

He has
humour

of 3.21

.832

As a wife she must do the 3.38
housework

.865

5

He flirts

3.19

.966

As a single she must do 3.34
the housework

.899

6

He is the master of the 3.17
house

.980

She cries

3.31

.889

7

He must be educated

3.15

.863

She is sentimental

3.23

.848

8

He
makes
sexist 3.14
comments on women

.984

She is romantic

3.22

.814

9

He
is
used
commanding

to 3.11

.951

She is an overprotective 3.21
mother

.903

of 3.10

.906

She is erotic and sensual

3.20

.825

1

Asian male foreigners 1.88
are handsome

.904

She is violent

1.81

.872

2

In a love relationship 1.94
he is the victim

.936

She
has
behaviour

criminal 1.81

.904

3

He
makes
sexist 1.95
comments on men

1.025 She
has
tendencies

4

He cries

.873

a

sense

10 He
is
capable
political offices

1.96

She gambles

a

homosexual 1.87

923

1.87

.895

5

She abandons her family 1.89
easily

.890

6

She cheats on her mate 1.89
with foreigners

922

Conclusion
The results show that the woman‘s profile as it is depicted in the TV series is
constructed in the general principle of her exclusion from the economic,
professional and political life. In contrary, men‘s profile is constructed in the
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principle of freedom of will and independence due to economic independence.
The stereotyped depiction of woman profile is a worldwide phenomenon as the
relative literature and research indicates (Davis, Evans, & Robert (Eds), 2006;
Burton & Pollack, 2002; Fenton, 2000; UNESCO, 2003).
The comparison of the genders‘ profile in the Mass Media with the perceptions of
youth supports the television dynamics in the shaping of stereotypes as
socialization models (Williams et al., 1999) and reinforces the debate about the
role of informal curriculum, and especially its role on citizenship education. The
informal curriculum of the Mass Media is enhanced by the informal curriculum of
the society which is reflected in students‘ perceptions. The gender stereotypes in
the Mass Media and in students‘ perceptions seem to counteract the formal
curriculum where gender mainstreaming constitutes the main point of the gender
profile construction.
The question arisen is why these series have a high rate of audience, although
their depictions do not correspond to the real case of the Cypriot society. Politics
play important role in the public life, because of the continuous political problem
of Cyprus. International research (IEA Civic Education Study, Amadeo et al.,
2002) indicated that Citizenship education and active citizenship are of great
importance in the Cyprus society, fact that is being verifying by the mass
participation of Cypriots in all the political events (i.e., elections, 2005
referendum). Moreover, education in Cyprus is considered as an investment for
qualitative life. Statistics of Education in Cyprus (Statistical Service of the
Republic of Cyprus, 2005) indicate that Cyprus has very high percentages of
students in higher education, and a very small number of drop out students in
secondary education. Concerning women, statistics present them to have equal
academic qualifications to men. Is Bourdieu‘s (2001) assertion that television
performs a depoliticizing role which is more powerful in the moste depoliticized
sections of the public the explanation of the stereotyped depictions? If so,
citizenship education must promote differentiated empowerment to different
persons in order to promote equality and social coherence. Research and
reflection on contextualised gender studies aiming at the alignment with the
European Union‘s indicators of Gender Mainstreaming should take into account
the different expectations and reflections of the ―depoliticized‖ sections of the
public and the important role the informal curriculum has on the development of
students‘ identities.
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Abstract
The authors present empirically grounded research on diversity and undergraduate
multicultural courses development on campuses in the United States and at East
Tennessee State University in the Southern region of the United States. According to this
research, universities‘ diversity courses requirements are developed as a method for
diversity exposure and education. From the case study of East Tennessee State
University, this article explores characteristics and trends of diversity and women‘s
studies courses and attitudinal shifts of students relative to a women‘s study course at
East Tennessee State University (ETSU).

Keywords
Diversity requirements - ETSU - Students‘ attitude change

Introduction
American society and communities are becoming increasingly diverse. A report
by U.S. Census (2008) shows that more than 50 percent of U.S. children under
18 years old will be categorized in a racial or ethnic minority group by 2023. At
the same time, the trend of globalization and advanced technological
communication methods has made communication among diverse populations
more and more likely to occur. Given these circumstances, American colleges
and universities must take the responsibility in exposing and educating students
to diversity. Through its standards and research, The Association of American
Colleges & Universities (AAC&U) clearly displays the importance of diversity
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offerings by requiring that member colleges and universities adhere to
established standards surrounding diversity offerings (AAC&U, 1998).
Over the past few decades, diversity courses and requirements have become a
model of multicultural education for universities throughout America.
Multicultural courses are also required for teacher certification in order to foster
multicultural awareness, knowledge, and educational skills which encourage
students to critical thinking and awareness (Keim, Waring, & Rau, 2001).
One way for universities to achieve the goal of exposing and educating students
to diversity is by offering diversity education courses, including ethnic studies,
women‘s studies, diversity cultures, and social justice, and requiring these
courses in appropriate scholarship programs. The origins of the multicultural
education movement in America date back to the Brown v. Board of Education
Supreme Court decision in 1954, which proclaimed to foster equal education
opportunities especially for marginalized students (Gay, 2004). Since that time,
multicultural education courses have been introduced in many universities.
Studies have shown that diversity courses in universities function in various
areas including diminishing racism, encouraging moral reasoning, increasing
critical social justice, fostering cognitive skills, and changing students‘ attitude
toward minorities (Chang, M. J., 2002; Gurin, P., Dey, E. L., Hurtado, S., &
Gurin, G., 2002). Therefore, it is very beneficial for students to have
multicultural education in order to raise multicultural awareness, multicultural
knowledge, communication skills, and create a more egalitarian environment for
minority students on campus, the workplace, and the world at large.
While the importance of these growing trends toward the need and
implementation of diversity courses in American universities is obvious, there are
very few studies that investigate the development and characteristics of diversity
curriculum requirements in the U.S. This article explores the contemporary
requirements of diversity offerings by universities in America and presents the
case of East Tennessee State University to analyze the effect of a women‘s
studies course relative to attitudinal shifts among students.

1. Diversity course requirements among universities
With the aim of promoting multicultural education, the requirements of
undergraduate students to take diversity or multicultural courses are widely
practiced in universities among the United States of America. In the year 2000,
the Association of American Colleges and Universities (AAC&U) conducted a
national survey of diversity requirements in undergraduate curricula. In total of
543 universities involved in the survey. The results showed that 62 percent of
these universities either have a diversity requirement or are in the process of
developing one, and 54 percent have a diversity requirement. Of the universities
which have requirements, 30 percent have had them in place for less than 5
years; 45 percent have had them for 5 to 10 years; and 25 percent have had
them for more than 10 years. The most common model of diversity requirements
is one in which students are required to take one course among a list of
approved courses (chosen by 68 percent of schools). Additionally, the study
revealed that 17 percent of the universities require all students to take a single
course with a shared syllabus, and 12 percent of the universities reported having
a diversity requirement within one or more major (AAC&U, 2000).
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The AAC&U survey discloses some trends in undergraduate education on
multicultural education, three of which are discussed herein. The first trend is
that educators and leaders among the country have realized that diversity
education should be included in undergraduate education. This trend is congruent
with public perspectives on diversity. In the fall of 1998, the Ford Foundation
Campus Diversity Initiative found that 68 percent of voters supported that
universities should require students to take at least one cultural and ethnic
diversity course, and 94 percent of voters agreed that the growing potential in
America makes it crucial to understand people from diverse cultural backgrounds
(AACU, 1998).
The second trend is that most universities are using the model which requires
students to take one course among a list of approved diversity courses.
According the survey, 68 percent of respondents were using this common model.
Further, the AAC&U study results showed that 17 percent of respondents require
all students to take a certain course. Another 12 percent of colleges reported
that they were requiring a diversity course within one or more majors (AACU,
1998).
The third trend cited by the AAC&U effort is that there are some differences
among regions in the United States. The survey divides universities in the United
States into 6 regions including Western region, Middle States region, North
Central region, New England region, Northwest region, and Southern region.
Among these regions, 78 percent of the colleges in Western region had diversity
requirements, followed by 68 percent in the Middle States region, 60 percent in
the North Central region, 45 percent in the New England region, 35 percent in
the Northwest region, and 36 percent in the Southern region (AACU, 1998). A
possible explanation for this variance across regions is the reflection of a
disparate geographic distribution of ethnic groups across the United States.This
trend suggests that universities in the New England region, the Northwest
region, and the Southern region need more development on diversity courses
requirements in curriculum.

2. Diversity and Women‘s Studies Courses at East Tennessee State
University
Located in the northeastern section of Tennessee, East Tennessee State
University (ETSU) belongs to AAC&U‘s Southern region of America. According to
the 1998 study, only 36 percent of Southern region universities had diversity
requirements. Due to a smaller proportion of diverse ethnic populations in
Southern region demographics, universities in southern area have not given
enough attention for the need of diversity education compared to other AAC&U
regions. By the year 2009, Caucasians in Tennessee represented 80.2 percent of
the population (U.S. Census, 2009). While in California, Whites represented 41.7
percent of the population (U.S. Census, 2009). In New York, Whites represented
59.9 percent (U.S. Census, 2009). Therefore, students in Tennessee are not
exposed to diversity at the same rates of students in other states. Fostering
multicultural education is very crucial in this region of America, since students
who have taken diversity offerings will be more likely to change negative
attitudes toward diversity, racism, feminism, as well as have enhanced
awareness toward multicultural issues.
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According to the CollegeBoard survey (CollegeBoard, 2011), there are 11,648
undergradutate students at ETSU. Among these students, 85 percent are White;
6 percent are of African American decent; 2 percent are Hispanic; 1 percent of
the students are American Indian; 1 percent of the students are Asian/Pacific
Islander; 1 percent of the students are Non-resident international students; and
4 percent of the students are unreported race.
Due to the previously mentioned trends, a task force to assess Cultural Diversity
at ETSU was formed in 1997. According to the ETSU catalog (2011), faculty and
staff members believe every student should experience certain benefits of an
undergraduate education, regardless of his or her chosen field of study. ETSU‘s
general education program aims to enable and encourage students to: (1) apply
the standards of reasoned argument to what they read and hear, write and say;
(2) engage in lifelong learning and personal growth; (3) gain greater insight into
their lives and the world in which they live; (4) resolve conflicts nonviolently and
solve problems creatively, often in collaboration with others; (5) appreciate
cultural diversity and respect people with viewpoints different from their own; (6)
be responsible, enlightened, active citizens in their communities and the world
beyond their communities;(7) find joy, meaning, and fulfillment in their lives and
help others do the same. Therefore, diversity offerings have a logical fit into the
academic program at ETSU.
The Council on Cultural Diversity provided a strategic plan for diversity
development in ETSU from 2008 to 2010 (CCD, 2011). The plan includes
developing partnerships and collaborations for exchange with international
universities, expanding opportunity for targeted groups, and infusing diversity
workshops for faculty and students. Additionally, an established goal of the
General Education Advisory Council (GEAC) at ETSU ensures infusion of diversity
courses as a general requirement for students by 2015 (CCD, 2011).
Currently, students at ETSU have to complete a curriculum in order to fulfill the
general requirement including Communication, Humanities and Fine Arts, Social
and Behavioral Sciences, History, Natural Sciences, and Mathematics. In the field
of Social and Behavioral Sciences, students must select two diversity classes
from 13 offerings including Cultural Geography, Understanding Cultural Diversity,
Introduction to Women‘s studies, Introduction to Psychology, and Introduction to
Sociology (ETSU catalog, 2011).

3. Literature Review of Women‘s Studies Course on Students‘
Attitude toward Women
Research shows contradictory results regarding whether or not women‘s study
class create students‘ attitude change. Some research effort support that
women‘s study classes do lead to more feminist attitudes (Ruble, Croke, Frieze,
& Parsons, 1975; Scott, Richards, & Wade, 1977; Speizer, 1975); however,
another studies failed to strongly support increased feminism (Brush, Gold, &
White, 1978; Vedovato & Vaughter, 1980).
In Ruble, Croke, Frieze, & Parsons‘ study (1975), the authors examined to what
degree women‘s studies courses are effective in changing gender-role attitudes
in college women. 178 female students in women‘s studies courses took pretest
and post-test questionnaires. Results showed that students‘ gender-role beliefs
were composed of definable areas and that awareness of sex discrimination and
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traditional beliefs regarding the proper roles for men and women were more
susceptible to influence than other types of variables.
A problem in this study is that all the subjects are females. Therefore, if women‘s
studies courses cause changes in attitude for females and not for males due to
the assumption that females are more self-aware toward this issue and are more
likely to become feminists, then the research result is not valid for males.
In Ruth Scott, Ann Richards, and Marie Wade‘s study (1977), The Spence
Attitude Toward Women Scale was used and 176 students took the pretest and
post-test. Results showed that attitudes toward women changed in a more liberal
way. This research also found that attitudes were initially more liberal at an
affluent liberal arts college than at a regional campus of a state university. The
post-test mean score of women‘s studies regional campus is also lower than the
post-test mean score of women‘s studies liberal arts campus.
Similar to the research by Ruble, Croke, Frieze, & Parsons (1975), this research
included more females than males. There were 252 females and 81 males who
participated in this research and the researchers did not report how many
females and males were included in matching pretest and post-test scores.
Both of the studies were not experimentalThe change of the attitude can occur
due to environmental influences outside of the class such as social influence,
self-awareness, and media. It is also possible that students who are willing to
take women‘s studies course are more open to change their attitude on women‘s
issue in society compared to other students.
An experimental study by Cynthia J. Thomsen, Andrea M. Basu, and Mark
Tippens Reinitz (1995) found that compared to the control students, women‘s
studies students agreed more with feminist and equality items, and disagreed
more with gender difference items at the beginning of the term. By the study of
within subjects, results show that the change of attitude is greatest for students
who hold the least feminist attitudes at the outset.
Another experimental study by Gerald P. Jones and Carol Nagy Jacklin (1988)
suggested that sexism levels among students were significantly lower at the end
of the course, while control group showed no pre and post difference.
Assuming that women‘s studies courses do change students‘ attitude based on
these nonexperimental and experimental studies, could it be that students think
that their professor would prefer them to have a more feminist view? If this
possibility exists and if the results show that there are attitude changes during
the class, thes changes will not extend beyond the length of the course.
So, how will taking a women‘s studies course affect students‘ lives after taking
the course? An experimental study for finding whether or not there is a long term
impact of women‘s studies on students was performed by Jayne E. Stake and
Suzanna Rose (1994). The study was designed to test the durability of the
positive changes discovered in women‘s studies students 9 months following the
last week of class relative to students‘ personal lives and political activism.
Personal changes and women‘s activism were measured. Results showed that
after 9 months, students‘ ratings of the amount, degree, and positive quality of
personal changes attributed to their women‘s studies course were as high as
they were at the end of the course. Ratings of positive effect were significantly
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higher than ratings of negative effects. Students also showed that they were
more willing to become involved in feminist activities in their future lives.
Many research findings have suggested that women‘s study courses produce
attitude change among students. However, there are also some studies that
include contradictory results indicating that women‘s study courses do not affect
students‘ attitudes toward women.
In 1978, Lorelei R. Brush, Alice Ross Gold, and Marni Goldstein White completed
a study that attempted a comprehensive and long-term evaluation. It described
the impact of an interdisciplinary women‘s studies course on the self-concepts,
gender-role attitudes, and gender-role stereotypes of students. The researchers
used the Minnesota Women‘s Scale to examine the nature of attitude change.
The results indicate that there was no overall shift toward a more feminist
ideology in 1974. In year of 1975, the trend toward increased scores to a more
feminist view was more marked, but still not include a significant difference.
Among all students who took the course, women students with more traditional
beliefs about social gender-roles experienced the largest attitude shifts. The
researchers expected that students would have a more positive and respectful
view of other women after taking the course and that the stereotype of ―female‖
would become significantly more positive; however, they found no changes on
this perspective.
This study seems to imply that the course of women‘s studies does not does not
meet with the ambitious goals of instructors and students enrolled in the course.
However, there are some other factors that may explain the results of this
research. One possible reason is the early timing of the study relative to societal
change in gender role expectations. During that time, people still held very
traditional perspectives toward women and were not as open to change as in
more current times. Another explanation may be that during that time, there was
less academic emphasis on research, studies, and theories of women‘s
development to support a more feminist view of the world. Therefore, it was
more difficult to persuade students toward a more feminist perspective.
Additionally, the course may create latent changes rather than immediate
results. If so, more indicators of attitude change and long term observation of
students may help to examine more latent aspects of students‘ attitude change
toward women.
Evelyn Grant (1977) implemented research examining whether a short women‘s
study would change students‘ attitude. Both males and females were involved in
this research during a two-week course in women‘s studies. Both experimental
and control groups completed the Attitude Toward Women Scale within a quasiexperimental design. By a 2*2 analysis of covariance, the results showed no
significant difference of change between the experimental and control groups or
between males and females on their attitude toward women.
Grant‘s study suggests that a women‘s study class, at least in a short term level,
does not create attitude change toward women in students. This study, like the
aforementioned 1978 effort, was performed in late 1970‘s. Therefore, the
limitations of proven women‘s studies teaching methods, research, and theories
of women‘s studies may also help explain the lack of attitude change toward
women.
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In summary, most research suggests that women‘s studies courses do create
attitude change toward women among students. Some research indicates
contrary results and suggests that a short-term class on women‘s studies does
not produce attitude change toward women. Many factors may be responsible for
the contradictory findings: first, experimental groups and control groups were
not equivalent in most cases; second, studies suggesting that a women‘s studies
course does not produce attitude change were primarily performed prior to the
advent of research and theoretical improvements in teaching women‘s studies
courses; third, different scales were used in many of the studies. There is a lack
of standard indicators to measure the attitude change. Additionally, previous
studies used a variety of women‘s studies classes such as psychology of women,
introduction to women‘s study, study of women‘s contribution, etc.

4. Effect of Women‘s Studies Course on Students‘ Attitude toward
Women
The Introduction to Women‘s Studies course at ETSU is offered in one section
each semester. The course gives students basic information and knowledge
about women‘s studies; teaches the history of women‘s studies including
methods of research relative to women‘s studies. It also allows ample personal
reflection on course content.
A questionnaire was created to assess the pre- and post-course students‘
attitudes toward women. The instrument included 18 questions based on the
course learning requirements and employed five-point Likert selections from
―strongly agree‖ to ―strongly disagree‖. Choices were given including questions
such as: ―Women should be submissive to their husbands;‖ ―Women should not
be given leadership responsibilities in the church;‖ and ―I regard females as the
weaker sex,‖ etc. The course objectives on which the survey was based included
The questionnaire was administered during the Spring 2009 semester and Fall
2010 semester at ETSU. Data was collected by the course instructor and the
person who created the survey. There were 48 students in total involved in the
pretest and post-test. There were ____males and ______ females included in
the 2009 survey; and ____males and _____females in the 2010 survey. Similar
to the ethnic distribution of the university mentioned earlier, _______of the
students were Caucasian and ______were African American. There were no other
ethnicities represented in the classes.
In order to test the reliability of the questionnaire, a reliability test was
conducted by the survey author in an unrelated cultural diversity course in 2011.
Students were asked to finish the survey and were required to do the
questionnaire again after two weeks of the initial one. There were 12 students
involved in the reliability test in total. Test and retest reliability were assessed by
the third author. The test retest reliability was r= .79 (p< .00). Therefore, the
questionnaire is statistically highly reliable.
Data was analyzed by SPSS. Results showed that there was a significant
difference (t= -6.012, p< .00) between the pretest scores and post-test scores.
The mean score of pretest is 63.77, and the mean score of post-test is 68.65.
The higher the score, the more it displays a student‘s leaning toward feminist
and egalitarian attitude regarding women. Results showed that students
generally changed their attitude toward women and held a more egalitarian view
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after taking the women‘s studies course. While it is likely that the women‘s
studies course played a significant role in the attitude changes; however, other
factors such as students‘ maturity, social desirable effect, etc. may be involved.
Future studies may need to focus on latent attitude shifts via follow-up studies
after women‘s studies courses on students‘ attitude.
Overall, the study suggests that education in diversity, specifically a women‘s
studies course, does have a positive effect on changing students‘ attitude and
raising awareness toward issues like sexism. In the opinion of these authors,
more relative diversity courses should be offered to students in order to foster
attitude change and awareness. Additionally, universities could develop programs
in order to carefully develop diversity courses and monitor the offering of classes
by departments. Universities with these programs might also consider evaluating
a variety of diversity-focused courses in order to determine the similarities and
differences in women's studies courses in promoting attitude change toward
women.

Conclusion
In conclusion, diversity requirements in college curricula are receiving more
attention recently. In order to keep pace with other regions and with the growing
diversity in population demographics, it is urgent to develop useful diversity
classes for students in the southern region of the United States and specifically
at ETSU. Research based on specific course requirements established by the
ETSU women‘s studies program has suggested that ETSU students who have
taken a women‘s studies course changed their attitude toward women and hold a
more feminist view after taking the course. More diversity courses should be
offered to students in order to foster multicultural awareness, multicultural skills,
and diversity knowledge.

References
Association of American Colleges and Universities. (2000, August). ACC&U Survey On
Diversity Requirements. Retrieved from
http://www.aacu.org/divsurvey/irvinetyperegion.cfmhttp://www.aacu.org/divsurve
y/irvinetyperegion.cfm in February, 2011.
Association of American Colleges and Universities. (2000, August). Diversity Web.
Retrieved from
http://www.diversityweb.org/research_and_trends/research_evaluation_i
mpact/curriculu
m_development/index.cfmhttp://www.diversityweb.org/research_and_trends/rese
arch_evaluation_imp act/curriculu m_development/index.cfm in February, 2011.
Brush, L. R., Gold, A. R., & White, M. C. (1978). The paradox of intention and
effect: A women‘s studies course. Journal of Women in Culture and
Society, 3,
870-883.
Chang, M. J. (2002). The impact of an undergraduate diversity course
on students‘ racial views and attitudes. The Journal of
General
21–42.

requirement
Education, 51,

CollegeBoard.
(2011).
East
Tennessee
State
University.
Retrieved
http://collegesearch.collegeboard.com/search/CollegeDetail.jsp?collegeId=
in February 2011.

from
1589

395

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

Council on Cultural Diversity. (2011). Diversity Intensive Course Offerings.
from

Retrieved

http://www.etsu.edu/cultural_diversity/happenings/courseofferings.aspx
February 2011.
Diversity Plan. (2011). History of the ETSU Diversity Education Program.
from
http://www.etsu.edu/equity/diversity/diversityplan.aspx in

in

Retrieved

February 2011.

ETSU Catalog. (2011). East Tennessee State University. Retrieved from
http://www.etsu.edu/reg/catalog/default.aspx in February 2011.
Gay, G. (2004). Beyond Brown: Promoting equality through multicultural
Journal of Curriculum and Supervision, 19, 193–216.

education.

Grant, E. (1977). The effect of a two-week women‘s study on student attitudes
toward women. Journal of Social Studies Research, 1, 36-42.
Gurin, P., Dey, E. L., Hurtado, S., & Gurin, G. (2002). Diversity and higher
Theory and impact on educational outcomes. Harvard Educational
330–366.

education:
Review, 72,

Jones, G., & Jacklin, C. (1988). Changes in sexist attitudes toward women during
introductory women's and men's studies courses. Sex Roles, 18(9), 611622.
Keim, J., Warring, D. F., & Rau, R. (2001). Impact of multicultural training on
school psychology and education students. Journal of Instructional
Psychology,
28, 249-252.
Ruble, D. N., Croke, J. A., Frieze, I., & Parsons, J. E. (1975). A field study of sexattitude change in college women. Journal of Applied Social
Psychology,
110-117.

role
5,

Scott, R., Richards, A., & Wade, M. (1977). Women‘s studies as change agent.
Psychology of women Quarterly, 1, 377-379.
Speizer, J. J. (1975). An evaluation of the changes in attitudes toward women
occur as a result of participation in a women‘s studies course. Dissertation
Abstracts International, 36, 1404A.
Stake, J., & Rose, S. (1994). The long-term impact of women's studies on
personal
lives and political activism. Psychology of Women
18(3), 403-412.

which

students'
Quarterly,

Thomsen, C., Basu, A., & Reinitz, M. (1995). Effects of women's studies courses
on
gender-related attitudes of women and men. Psychology of Women
Quarterly,
19(3), 419-426.
U.S. Census Bureau. (2008, August 14). An older and more diverse nation by
midcentury. Washington, DC: Author.
U.S.

Census
Bureau.
(2009).
States
data.
Retrieved
http://www.census.gov/http://www.census.gov/ in February, 2011.

from

CHILD LABOUR: A DISTRACTION TO CHILDREN‘S
EDUCATION IN NIGERIA
Lucy Lawani
National Open University of Nigeria, Lagos
llawani2000@yahoo.com

Abstract
Nigeria recognizes education as a fundamental human right and is signatory to the major
conventions for the protection on the rights of children. Despite intensified free Basic
Education given to children and re-enacted in the year 2004 to fast-track attainment of
Education for all (EFA) Goals, there are still many children on the street involved in child
labour. This study therefore investigates the persistent causes of child labour and the
resulting distraction on education of Nigerian child despite the concerted effort made so
far by government towards its eradication. The present study is a survey which utilized
questionnaire items supplemented by interview protocol to elicit responses from focused
group of samples of these children under the age of 14 years directly involved in child
labour in Eti-osa Local Government Area of Lagos State. Other issues relating to child
labour, such as likely reason for their involvement (parent education level, socio –
economic status, family size etc) were investigated. Majorly, poverty led many children
to child labour in Nigeria. There is negative effect of this social problem on children‘s
education. It is hoped that Government would make education totally free, where
children don‘t have to argument family budget.

Keywords
Child labour – Distraction – Basic Education

Introduction
Child labour remains a major source of concern in Nigeria; the way children are
seen parading the major streets trading, instead of being in the classroom is
alarming. A nation that can not develop the intellectual potentials of children is
bound to be economically bankrupt. Children are the ones to develop the nation
tomorrow. There is no gain saying that our children need to be sent to school for
their intellectual development. Child labour is defined as work that is mentally,
physically, socially or morally dangerous and harmful to children and deprive
them of opportunities for schooling and development. The diverse and tedious
jobs that children carry out in mainly dangerous circumstances call for concern.
Children could be seen carrying out various work like selling sachet water,
luggage carrying, domestic service, store keeping, food hawking, street begging,
apprentice mechanic, shoe shining, feet washing, tyre vulcanizing and
scavenging very early in life when they should be in schools. Can‘t proactive
actions be taken to halt these practices?
The Universal Basic Education (UBE) was re- promoted in 2004 by the federal
government of Nigeria, to fast- track the attainment of education for all (EFA)
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goals. The enabling legislation-‗The Compulsory, Free Universal Basic Education
Act‘, provides for a 9-year continuous education(comprising 6-year primary and
3- year junior secondary) known as basic education. The goals of UBE are:
developing in the citizenry, a strong conscientiousness for education and a strong
commitment to its vigorous promotion; provision of free UBE for every Nigerian
child of school going age; reducing drastically the incidence of drop out from
formal school system; catering for young persons, their schooling as well as
other out of school children or adolescent through appropriate form of
complementary approaches to the provision of UBE and ensuring the acquisition
of appropriate levels of literacy, numeracy, manipulative and life skills as well as
the ethical, moral and civic values needed for laying a solid foundation for the
lifelong living (Federal Republic of Nigeria, 2004).
This attainment of this goal can only take place when children are not distracted.
Distraction is the divided attention of an individual or a group from the chosen
object of attention onto the source of distraction. Distraction is caused by: the
lack of ability to pay attention; lack of interest in the object of attention.
Distraction comes from external and internal sources (Wikipedia. Org).
Distraction comes in for school children when their attention is divided.Division in
the sense that they have to think of work alongside their studies. This distraction
is usually caused by several socio-economic forces that tend to send Nigerian
children to untimely and undesirable labour market. Shall we continue to fold our
hands to send the next generation into illiterate society?
This study is therefore justified because many of our school going age children
are distracted from school attendance. Children suffer under the influence of
helping parents. There is therefore need to develop our children to assure the
future of our country tomorrow. Our children are suffering, many of them
because of early exposure to work, no longer attend school. The objective of this
study is to help the distracted children from schools; more children would be
relieved of child labour, parents involved in child labour would be exposed, and
children would have chance in receiving qualitative education. Definition of terms
in the study: JSS 1=Junior secondary school 1 or grade7, JSS2= Junior
secondary school 2 or grade 8, JSS3= Junior secondary school 3 or grade 9,
SS1=Senior secondary school 1 or grade 10, SS2=Senior secondary school 2 or
grade 11. Socio-economic status= Parents‘ Occupation.
The study will therefore be guided by the following research questions.
Research Questions:


What are the levels/grades of education attainment of children involved in
child labour?



Does the nature of child labour distract children from attending school?



Does socio economic status of parents influence their children‘s education?



Does family size influence children‘s education?

1. Contextual Framework
Child labour is a problem in Nigeria. Children that are suppose to go to school to
receive formal education are drafted into early work to be able to supplement the
family budget. There are two categories of children involved in child labour
activities; children that are totally distracted from schooling and those who were
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partially distracted. Children that are totally distracted are the set of children
who are no longer interested in schooling because of their early exposure to
work. Such children think they are making enough money for their survival and
there is no need to go back to school. Such children could be found involved in
motor mechanics, tyre vulcanizing, motor spare parts selling, domestic service,
bus conducting and street begging. The partially distracted children are the
children whose parents or guardian release them to go to school after child
labour. These children suffer under the condition of their work to be able to
attend school. The children ‗s lack of concentration in school due to child labour
could pose managerial problem for the schools and even the government. The
government‘s provision of the compulsory basic education for children in this
group has been unachievable.
1.1. Discussion of Concepts
Concept of child labour in a developing country like Nigeria is different from what
may be obtainable in the developed world. Parents sending their children on
errands is not considered child labour in the African context. Asking children to
assist parents in selling is not an abuse as long as it is within the home/shop of
the parent, it is rather seen as training for future development. Labour constitute
an abuse in Nigerian context when the child is either deprived of going to school
or the child, as a result of labour can not come home each day to sleep. A child is
expected to sweep the house and keep the surrounding of the home clean, assist
parents to wash plates, cook, wash car if available in the home, assist the
parents while trading in the shop, not on the street, study his/her books and do
school assignments, and a child must go to school. This could be seen under the
L1 Revised Laws of Nigeria 2004.
1.2. Child Labour Law
The Nigerian Labor Act of 2004 states that:
(1) No child shall
(a) be employed or work in any capacity except where he is employed by a
member of his family on light work of an agricultural, horticultural or domestic
character approved by the Minister; or
(b) be required in any case to lift, carry or move anything so heavy as to be
likely to injure his physical development.
(2) No young person under the age of fifteen years shall be employed or work in
any industrial undertaking:
Provided that this subsection shall not apply to work done by young persons in
technical schools or similar institutions if the work is approved and supervised by
the Ministry of Education (or corresponding department of government) of a
State.
(3) A young person under the age of fourteen years may be employed only(a) on a daily wage;
(b) on a day-to-day basis; and
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(c) so long as he returns each night to the place of residence of his parents or
guardian or a person approved by his parents or guardian:
Provided that, save as may be otherwise provided by any regulations made
under section 65 of this Act, this subsection shall not apply to a young person
employed in domestic service.

2. Literature Review
2.1. Incidence and Nature of Child Labour
The International Labor Organization (ILO) estimated that twenty three point two
percent of children in Nigeria ages 10-14 years were working in 2002. Most
children work in agriculture, usually on farms, in fishing, and as cattle herders.
Children also work on commercial farms. In urban areas, children work as
domestic servants, street hawkers, vendors, scavengers, shoe shiners, car
washers/watchers, and bus conductors. Children work in cottage industries as
mechanics, metal workers, carpenters, tailors, weavers, caterers, barbers, and
hairdressers. Child begging is especially widespread in northern Nigeria and
southern urban centers. The Punch newspaper reported the case of a 14 year old
girl who ran away from her domestic service, because her aunt who took her
from village promised to send her to school (30-12-2010), a 10 year old boy
turned cobbler, because his guardian could not sponsor him in school.(The Punch
newspaper, 06-01-2011) and a six year old who baby sit for her mother while
begging on the street (The Punch newspaper, 16-12-2010).
Commercial sexual exploitation of children occurs in many cities in Nigeria. The
country is a source, transit, and destination country for trafficked children.
Children from Benin and other African countries are trafficked to Nigeria, where
some are forced to work as domestic workers, prostitutes, or in other forced
labor and street hawking, and to Europe for commercial sexual exploitation. Girls
are sometimes sold into marriage (Akinbote 2007).
Nigerian law calls for universal basic education throughout the country; however,
authorities do not consistently enforce laws on compulsory education. Education
in Nigeria is compulsory for 9 years. In 2001, the gross primary enrolment rate
was 96.5 percent, with 85.6 percent of female enrolment compare to 10.7
percent of males (Akinbote, 2007). Net enrolment rates are available for Nigeria.
Gross and net enrolments ratios are based on the number of students formally
registered in primary school and therefore do not necessarily reflect school
attendance. Recent primary school attendance statistics are not available for
Nigeria. Access to education is hindered by the cost of books, transport, and
uniforms. Girls are particularly affected by lack of access to education. If families
are unable to send their female children to school, girls are often required to
work as domestics or street vendors (Akinbote 2007).

3. The Theoretical Frame
The work is based on cultural context theories of interactionists/constructivists
which recognize that both biological and environmental factors have a reciprocal
influence on development. There is difference however, in that cultural
psychologists believe that the two factors may have different effects on the
cognitive development depending on the cultural and historical context in which
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development occurs. The cultural psychologists believe it is necessary to
understand the social relations and interactions of the child (Berk&Winsler 1995).
The Contextual framework therefore shows that children born into a family could
be sent out to mix with the environment despite the harsh conditions to be
encountered in order to make money to supplement the family budget and
children in turn would receive education.
3.1. Methodology
The study employed a descriptive survey research design, using structured
interview, because most of the respondents cannot read. The sample for the
research comprised of 1020 out of 18000 children under the age of 14 in Eti-osa
Local Government of Lagos State of Nigeria. Interview protocol was utilized
because most of these children could not fill the questionnaire correctly. Child
rights acts protects human subjects from being abused.
The interview protocol was personally administered by the researcher with the
help of ten trained research assistants. The administration of the instrument
lasted for two months. In order not to infringe on the rights of the child, parents
/guardians permission were sought, by tracing them to their homes before the
interview was conducted.
Data collected were subjected to appropriate statistical analysis using basic
descriptive statistics such as frequency counts, percentages and charts.
3.2. Research Findings
Results are presented and discussed with respect to the research questions
already stated above.
3.2.1. RESEARCH QUESTION 1
What are the grades/levels of education attainment of children involved in child
labour?
Table 1: Grades/Levels of School Children
No School
Primary1
Primary2
Primary3
Primary4
Primary5
Primary6
JSS1
JSS2
JSS3
SS1
SS2
Total

Frequency

Percent

Valid Percent

340
100
70
50
70
60
130
50
70
60
10
10
1020

33.3
9.8
6.9
4.9
6.9
5.9
12.7
4.9
6.9
5.9
1.0
1.0
100

33.3
9.8
6.9
4.9
6.9
5.9
12.7
4.9
6.9
5.9
1.0
1.0
100

Cumulative
Percent
33.3
43.1
50.0
54.9
61.8
67.6
80.4
85.3
92.2
98.0
99
100
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Figure 1 and Table 1 depict the number of children involved in child labour.
Majority of them did not go to school because they were either engaged in
domestic service, where they have to compulsorily work in someone‘s house, or
they were leading a blind parent/ guardian who do not consider the education of
the child as being important. Nine point eight percent got to primary one level of
education, 6.86% got to primary two level of education. Only 4.9% got to
primary three level of education, 6.86% got to primary four level of education,
5.88% got to primary five level of education, 12.74% got to primary six level of
education, only 4.9% got to the first class in the secondary school, 6.86% got to
junior secondary 2 class, 5.88% got to junior secondary school 3 class. About
1% each got up to senior secondary school 1&2 class. The data was collected
from the interview conducted. The implication of this finding is that many of the
children involved in child labour have high withdrawal rate. They are mainly
prevented from pursuing education because of the nature of their work. Child
labour cuts across all grades, but the major concern is on grade6, where many of
these children were involved in child labour. Could it be that children drop out of
school at this level to make money in preparation for the secondary school? The
grade one children has the next highest number of children involved in child
labour. The reason for this is difficult to deduce since children at this level are
between the age of 6 and 7 years. Could it be that children in that grade are first
or second born who were used by parents in labour to take care of other
sibblings in the family? Also, in the secondary school level, the JSS2 were more
involved in child labour than any other class. Implication is that there is a
reduced rate of enrolment in the subsequent classes. This could lead to increase
in illiteracy rate and there could be continuous gap between the rich and the
poor. Also, the aim of government on basic education which entitled every child
to receive free education up to junior secondary school grade three classes could
be defeated.
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3.2.2. RESEARCH QUESTION 2
Does the nature of child labour distract children from attending school?
Table2: Effect of labour on Children‘s School‘s Attendance
Negative effect on school
performance
Don‘t do homework regularly
Little time to reading
Feel tired easily
Leads to positive effect on
performance
No effect on schooling
Total

Frequenc
y
120

Percent

Valid Percent

34.3

34.3

Cumulative
Percent
34.3

90
80
20
10

25.7
22.9
5.7
2.9

25.7
22.9
5.7
2.9

60.0
82.9
88.6
91.4

30
350

8.6
100

8.6
100

100

Table 2 and figure 2 inform us how labour could distract children from attending
school. Thirty four point three percent (34.3%) admitted that child labour has
negative effect on their school performance. They responded highly to items of
‗‘they can not reason well in class‘‘, ‗‘they go late to class or absent themselves
from class because of their involvement in various labour activities‘‘. ‗‘Some
opined their position in class is disgraceful, compare to others who attend classes
regularly.‘‘ 25.7% of these children do not have time to do their homework
regularly. They were usually subjected to teacher‘s punishment for not doing
their homework. These children have already been battered by getting involved
in child labour, and they still get corporal punishment from their teachers for not
complying with the school assignments. What a life and experiences these
children are going through?
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Twenty-two point nine percent (22.9%) admitted that they have little time for
reading. These children after school or during the school hours had to work to
maintain themselves in school. The time, that is , sufficient time to reading
according to them was not really there. Five point seven percent of these
children admitted they feel tired from working and they are exhausted. They
could not settle down to study or go back to school for some days. Only about
11.5% admitted that the nature of their work had positive influence on their
school performance; like they could do mental sums easily and calculate readily,
since they were used to giving change to customers while working. Some of
them were able to cope with schooling and working.
The implication is that children who do not attend classes regularly or who do not
do homework, or who are exhausted from working are not likely to do well in
their studies and the product of such education are questionable and worthless.
They would not be able to contribute meaningfully to the development of their
nation.
3.2.3. RESEARCH QUESTION 3
Does socio- economic status of Parents influence their children‘s Education?
Table 3a: Influence of Father‘s Occupation on Child‘s Learning
Trading/Business
Artisan
Farming
Armed forces/ Police
Security Gateman
Other Professions
Total

Frequency

Percent

280
170
260
10
220
80
1020

27.5
16.7
25.5
1.0
21.6
7.8
100

Valid
Percent
27.5
16.7
25.5
1.0
21.6
7.8
100

Cumulative%
27.5
44.1
69.6
70.6
92.2
100

Table 3b: Influence of Mother‘s Occupation on Child Labour
Trading/
Business/Market
woman
Artisan/ Sewing Mistress
Housewife
Farming
Cleaner/House keeper/Cook
Other Professions
Total

Frequency
440

Percent
43.1

Valid Percent
43.1

Cumulative%
43.1

70
210
110
90
100
1020

6.9
20.6
10.8
8.8
9.8
100.0

6.9
20.6
10.8
8.8
9.8
100.0

50.0
70.6
81.4
90.2
100.0
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The socio- economic status in this research is the occupation of the parents. The
socio-economic situation of the parents could influence children‘s education.
Many parents in this study did not receive formal education. Those who attended
school did not go beyond secondary school education. This could have affected
the choice of jobs they do. Many of the parents were petty traders, who may not
be making enough money to maintain their families. Sixteen point seven percent
(16.7%) male parents were artisans, while only 6.9% of female parents were
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artisans. Other professions that featured in the study is farming. Only 1.0% male
parents were either in the armed forces profession or security gatemen or
beggars or housewives or cleaners or cooks. Most parents of children involved in
child labour could be said to be poor, such that they could not afford to send
their wards to school without assistance. These parents could have been forced
to send their children out to work to supplement the family‘s budget, so that
they can go to school. Although, the government‘s basic education is free and
compulsory, but the parents have to look for money to buy their children‘s school
uniform, feeding, textbooks and writing materials. Most times there are no
enough seats for school children and the parents have to make benches for their
wards in order that they could be comfortable in class.
The implication of this is that children involved in child labour are largely from
poor parents in the society. It would be nice if the government of Nigeria can
make the basic education absolutely free, so that the potentials in these children
could be tapped, and giving relieve to the poor parents too.
3.2.4. RESEARCH QUESTION 4.
Does family size influence children‘s education?
Table4: Family size and children‘s education
Frequency
3
20
4
90
5
310
6
350
7
180
8
60
10
10
Total
1020

Percent
2.0
8.8
30.4
34.3
17.6
5.9
1.0
100

Valid Percent
2.0
8.8
30.4
34.3
17.6
5.9
1.0
100
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Family size, according to the Table4 and figure4 above, indicated that the
minimum number of children in this study is three, while the maximum family
size is ten. The average family size for this study is six children. A family whose
income is low is not expected to have six children.
The implication is that large family with small income would likely suffer. No
wonder, these parents have to send their wards out to work. The little income is
utulised for family survival, rather than schooling. The case of street begging is
now clearer, the beggars were not allowing their children to go to school,
because these children were of immense value in making money on the street.
Such parents could be described as being selfish and neglecting the education
and future of their wards.

Conclusion
In conclusion, child labour is common among the low income earners. They are
the ones that procreate easily because of the nature of their jobs; they close
early to meet their housewife, eat and sleep early. They are unlike the middle or
high socio-economic, class, who work late, come home tired and preparing for
another‘s day work. The grade level of children mostly involved in child labour is
a matter for concern. Poor attendance in school leads to low enrolment, and poor
attendance does not give room to effective learning. When there is no effective
learning in school, the society would produce bundles of illiterates, the illiterates
would not be able to contribute effectively to the nation‘s development. When
more children from poor homes do not have access to quality education, the gap
between the rich and the poor would be widened. Government should therefore
help bridge the gap between the poor and the rich by providing total free
education; where not only the tuition is free, but that free provision should be
made for textbooks, writing materials and uniforms. Where possible, mid –day
meal should be provided for all children attending basic education. If this policy
is implemented, would children of school going age involved in child labour quit
working?
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Abstract
This qualitative study investigates senior adults‘ perceptions of learning after retirement.
This study conducted face-to-face in-depth semi-structured interviews with 30 retirees,
with a mean retirement period of 8.57 years, to understand their learning motivations
and learning styles. Finally, a thematic analysis of interview transcripts was conducted.
The main findings provided by the data are listed as follows: (a) the motivation to
participate in learning activities include the desire to complete a bachelor‘s or master‘s
degree in university, to acquire knowledge, development of interpersonal relationships,
and to enhance self growth; (b) the types of learning activities include formal education,
specifically studying in the university, non-formal education to obtain certificates or
qualifications, and self-directed learning to achieve personal fulfillment.

Keywords
Older adult learning – Retirement

Introduction
With the extension of life expectancy, medical developments, improved nutrition,
and a declining birthrate, a predominately elderly population is inevitable. The
global aging population reached 600 million in 2000, which accounted for 10 %
of the total population. The total aging population is predicted to increase to two
billion by 2050, with the percentage of elderly people reaching 21 % (WHO,
2002). Taiwan became an aging society in 1993 when the number of citizens
over the age of 65 reached 7.10 % of the nation‘s total population. By the end of
October 2008, the percentage of citizens over 65 years old was 10.38 % of the
total population (Department of Statistics, Ministry of Interior, 2008). According
to estimates by the Council for Economic Planning and Development, Executive
Yuan in 2006, Taiwan will become a hyper-aged society in 2026 when the aging
population will reach 20.6 % of the total population; while in 2051 the aging
population is expected to reach 37 % (Council for Economic Planning and
Development, Executive Yuan, 2006). Therefore, the issue and demands of an
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aging population has become the focus of the administrative authorities in
Taiwan.
To protect the rights and interests of the elderly, the Ministry of Education in
2006 announced the Senior Education Policy White Paper, aimed at ensuring
education rights for senior adults, facilitating successful aging during their later
years. The Senior Education Policy White Paper also aimed to provide
opportunities and environments for the elderly to utilize their abilities, develop
potential, and contribute wisdom. By interviewing successfully aging people, this
study aimed to understand their learning after retirement, discussing their
learning motivations and levels of learning participation. This study is expected
to help more retirees enjoy old age.

1. Literature review
The learning motivations of senior adults are diverse. A number of senior adults
do not consider themselves retirees, and continue to participate in learning
activities after retirement. Some senior adults even return to formal education to
achieve master degrees, as it provides them with a sense of purpose, meaning,
and personal satisfaction (Hodkinson, Ford, Hodkinson, & Hawthorn, 2008).
Research indicates that older adults who return to formal education do so not to
achieve a degree, but to enjoy learning (Williams & Montelpare, 1998).
Furthermore, senior adults who participated in learning activities and courses did
not focus on acquiring knowledge or skill, but on satisfying the demands of
specific tasks (Seals, Clanton, Agarwal, Doswell, & Thomas, 2008). Duay and
Bryan (2008) further emphasized the importance of engaging in learning as a
coping strategy to deal with problems.
Senior adults also have substantial available time to look for companions with
similar learning, reading, or leisure interests (Hodkinson, et al., 2008). Through
learning with partners and having interpersonal exchanges, they can further
cultivate and develop social relationships. Participation in learning not only
enables social interaction, but also provides them with various learning
opportunities and knowledge (Duay & Bryan, 2008). The major difference
between retired life and their prior working life is the increase of available time.
The elderly can therefore freely utilize their increased free time during retirement
(Hori & Cusack, 2006). They can avoid becoming sluggish after retirement by
participating in community activities and various learning courses (Hodkinson, et
al., 2008). Additionally, retirees can pursue their unfulfilled ambitions through
learning, cultivating, and developing interests (Hsu, 2002; Chen, 2007; Lin,
2001; Firmin & Craycraft, 2009).
Numerous studies indicate that senior adult education focuses more on
developing personal interests and allowing participation in recreational courses
and activities. Formal and informal learning should be subsequently regarded,
and using self-directed continuous learning, the concept and habit of lifelong
learning can be cultivated (Chou, 2003; Delahaye & Ehrich, 2008; O'Dowd,
2005; Leung, Chi, & Chiang, 2008). Regarding the learning programs for senior
adults, educational courses offered by colleges are very appealing (Kim &
Merriam, 2004; Williams & Montelpare, 1998) as the courses are more complete
and the learners are likely to obtain practical knowledge and skills to deal with
everyday problems (O'Dowd, 2005). Some senior adults return to formal
education upon retirement to achieve degrees and a sense of satisfaction not felt
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during employment (Hodkinson, et al., 2008). Informal learning, including
maintain a reading habit and visiting bookstores and libraries to discover new
concepts through reading, can be a great benefit in adapting to retired life. With
the cultivation of leisure interests, self-reclusion upon retirement can be avoided
(Hsu, 2002).

2. Method
This qualitative study investigates senior adults‘ perceptions of learning after
retirement. This study utilized face-to-face semi-structured interviews to
examine the learning motivations and learning styles of retirees. Research
subjects in this study were retirees who had adapted well to their retirement
lives, and every respondent had to satisfy the following conditions: (1) physical
health: individuals should have the ability of coping with daily life and
independent mobility; (2) mental health: individuals do not suffer from mental
illnesses and have psychological adjustment and normal cognitive function; (3)
individuals participate in social organizations, learning, or other activities; (4)
individuals have been retired for at least five years; (5) individuals are engaged
in paid jobs (full-time or part-time) or in unpaid productive activities (such as
voluntary work, childcare, or house chores). The study participants comprised 30
senior adults (12 females, 18 males) with a mean age of 66.5 years, a mean
retirement age of 56.77 years, and a mean retirement period of 8.57 years. Each
interview lasted between 90-120 minutes. Each participant was coded with a
number and English letter. The number correlated with the sequential order of
the interview, and the English letter expressed their gender (M: male, F:
female).

3. Results
3.1. Learning motivations of retirees
3.1.1. To obtain formal education degrees
The interviewees pursuing a bachelor‘s or master‘s degree in the formal
education system after retirement hope to enrich their life through learning.
―I longed for an abundant life so I continued college. In the beginning, I simply
intended to complete a bachelor‘s degree. Then, I had the opportunity to
discover the graduate institute of senior adult education and continued the
master‘s program.‖ (1-M)
3.1.2. To return to student life
The senior adults indicated that they did not have time to participate in adult
education programs before they retired. Now, they have more autonomy to learn
more and enjoy what they learn.
―When I was in the senior adult hostel, I went back to student life. I was happy
to be a student. In the course of successful aging, the teacher told us to have a
dream. That aroused my dream to study abroad.‖ (8-F)
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3.1.3. To gain knowledge that can be applied throughout life
The interviewees indicated a preference for learning activities that featured an
immediate application, so they could apply it throughout their life. One of the
interviewees said:
―Since our children are not living with us, it is not easy to contact them. With
computers, I can communicate using msn, which is free. So, I decided to learn it
after retirement.‖ (3-M)
3.1.4. To develop interpersonal relationship
The interviewees hope they can maintain social interaction through their
participation in learning activities.
―I like to go out. When a group of people learn together, it is different … to
interact and have contact with people, no matter if we have learnt something.‖
(20-F)
3.1.5. To satisfy the desire for self-fulfillment
The senior adults like to follow the concept of ―live longer, learn longer‖ during
their retirement, so they can achieve the goal of self-actualization.
―I have time now … I would like to learn to make life plentiful.‖ (21-F)
―I have some leisure activities after retirement. I attend a Chinese painting club
in the school, because I am interested in art. Before I did not have time; (now) I
would like to develop it.‖ (15-M)
―I thought that I would have more time after retirement. I plan to strengthen
many things, such as computer skills. After retirement, I will have more time to
learn.‖ (29-M)
3.2. Learning styles for retirees
3.2.1. Formal education participation: to obtain degrees
The most important factor is the enthusiasm to learn. Senior adults can continue
formal education to achieve a bachelor‘s or master‘s degree in university even
after retirement.
―In order to make up the college educational background, I started to study in an
open university. I spent more than three years completing the college education.
Meanwhile, I audited senior adult education courses in the university and
attended the examination for graduate school. Here I am‖ (2-M).
3.2.2. Informal education participation: to acquire certificates or qualifications
From the retirees‘ perspective, learning to achieve certificates not only enhances
the development of their work, but the knowledge gained can also be applied in
life.
―I would attend any seminars if I could receive certificates. So, I have plenty of
certificates, probably the most certificates in community empowerment in Yunlin
County‖ (28-M).
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―I combine everything together. When I went for a tour guide certificate, I
learned more about tourism. I knew more about the signs in the airport, as well
as the rules and regulations of the travel industry‖(30-F).
3.2.3. Self-directed learning: to enhance self-growth
The retirees have great autonomy to conduct various learning activities. They
become involved in the learning process by asking questions, discussing ideas,
and practicing new skills.
―I started learning computer skills after retirement. Sometimes, I would ask my
son … I have done the elementary and advanced level and studied in many
places. Now, I can use e-mail and PowerPoint.‖ (4-F)
―I started learning English to travel. When I make progress, I can talk to people
overseas‖ (21-F).
This study explored the learning motivations and learning styles of senior adults.
One learning motivation is self-fulfillment; they can accomplish their dreams
through learning (Hsu, 2002; Chen, 2007; Firmin & Craycraft, 2009; Lin, 2001).
To achieve this goal, they return to university to obtain degrees. Even though
they are in middle or late stages of adulthood, they still have the potential to
learn. Through this process, they achieve personal satisfaction during retirement
(Hodkinson, Ford, Hodkinson, & Hawthorn, 2008). Several interviewees
expressed satisfaction that they could experience these wonderful aspects of life,
such as playing the role of learner, maintaining interpersonal interactions,
exchanging knowledge, and experiencing the fun of learning (Williams &
Montelpare, 1998).
The data indicates that the learning styles of retirees are diverse. They may
participate in learning through formal education (university and graduate
institute programs), informal education (seminars, certificates), and non-formal
learning (self-directed learning, consulting, skill development). Learning plays a
vital role in the successful aging process by keeping participants actively involved
with friends and society. These retirees not only understand the importance of
lifelong learning, they apply this concept to their daily lives (Chou, 2003;
Delahaye & Ehrich, 2008; O'Dowd, 2005; Leung, Chi, & Chiang, 2008).
Moreover, senior citizens have increased free time compared with their previous
careers to choose and participate in learning activities (Hori & Cusack, 2006).

Conclusion
For successful aging following retirement, it is important to make plans before
retirement. Learning can help retirees transition into retired life, as well as solve
problems (Hodkinson, et al., 2008). The research indicated that the motivation of
senior adults for participation in learning included completing formal education
degrees, returning to student life, acquiring knowledge, making friends, and for
self-fulfillment. The research also found that, in addition to participating in
interesting courses and activities, senior adults were likely to participate in
formal education and informal learning to obtain degrees or certificates, and in
self-oriented learning for the purpose of self-growth. The learning programs were
diverse and comprised sufficient manpower, network, and community resources.
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Learning after retirement helps senior adults enhance their satisfaction with
retired life, and enriches their mental health with a positive and active living
attitude. Moreover, by participating in education senior adults maintain
interpersonal interaction and social relationships, through exposure to different
learning programs. The extensive life experience of senior adults, particularly
their learning experiences after retirement, can provide other senior adults and
future retirees with a guide for retirement.
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Abstract
This paper discusses ways to teach English, focusing on spelling as well as vagaries of
pronunciation and English idioms. Students learning English, whether native speakers or
second language learners, find difficulty with the unpredictable and non-literal aspects of
English and decisions must be made about the best way for students to learn.
Inconsistencies in language features make learning difficult but there are strategies to
help ESL teachers and students make spelling, pronunciation and idioms easier to
understand and remember. English idioms present particular problems but can often be
remembered because of strong imagery. Based on research on literacy and confirmed by
the experiences of Bachelor of Education students in the present study, the approach
suggested is to teach spelling using phonological, visual, semantic and etymological
knowledge.

Keywords
English Language teaching - Spelling - Idioms

Introduction
Conventional spelling allows us to write texts so the meaning is communicated
with clarity. Accurate spelling can also be seen as a gauge of how well learners
have mastered the language and this has important repercussions for
employment opportunities and social integration (Meadows & Metcalf, 2008;
Scott & Brown, 2001). English spelling clearly presents problems because there
are so many variations for the sounds of English: there are only twenty-six
letters to represent over forty meaning-bearing sounds or phonemes that make
up our speech. Bow /bo/ is clearly different from bough /bow/ and cow from
cough. Other words may look alike but they do not always sound alike. Common
errors are caused because words which sound the same are spelt in different
ways e.g. there, their, they‘re. The ability to spell correctly is closely linked with
knowledge of correct pronunciation (Jared, 1997; Digby & Myers, 1993). This is
further complicated because English has adopted many words from other
languages (Seidenberg. Waters, Barnes & Tanenhaus, 1984). There are many
cognate words in English, descended from a common ancestor such as night
(English), nuit (French), Nacht (German). Accurate spelling is acquired through
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increasing recognition of the patterns of words. This is achieved through
knowledge of phonology (how words sound); visual cues (how words look in print
or writing); morphemes (how words are constructed from meaningful elements);
and etymology (the origins of words). Idioms are those forms of expressions
peculiar to a language, their overall meaning unable to be predicted from the
meanings of the words alone (Kovecses & Szabco, 1996). Understanding idioms
is a demanding task for the second language learner.

1. Contextual framework
Insights, strategies and observations made in this paper are based on studies
and experiences of pre-service teachers enrolled in the four year Bachelor of
Education course at the University of Technology, Sydney. The number of second
language learners is estimated as 10% of the 130 students involved. The
research question seeks to determine what kinds of problems students
experience with spelling and the strategies that can be used to address them.

2. Literature Review
The review focuses on recent studies of English spelling and idioms which have
insights for practical teaching strategies, particularly for the primary school
classroom (Heald-Taylor 1998; Snowball & Bolton 1999). Research into early
language acquisition emphasises the importance of using diverse strategies to
suit individual needs (Neuman & Dickinson, 2011). Silva and Alves Martins
(2003) make an important contribution on the close connections between
children‘s invented spelling and their development of phonological awareness.
Both Bouffler (1997) and Berninger (2002), the latter a researcher who has
worked with children with disabilities, emphasises the need to ‗teach‘ specific
strategies for spelling and to link them with authentic writing tasks. In the
Australian context, an inquiry into the teaching of literacy encouraged the
integration of language skills (Coltheart, 2005). The complex nature of spelling
and its links to creativity is discussed by Kress (2000) in his research on British
children. Spelling needs to matter and this can be achieved, to some extent, by
clear assessment and specific teaching of concepts (Westwood, 1999). Teaching
and learning spelling is a complex process. As Gentry and Gillet explain:
The visual coding mechanism is elusive and complex. It is not simple visual
memory or a learning style. Undoubtedly, it works in parallel with other
processing mechanisms related to spelling. Certainly phonemic, semantic, and
etymological associative linkages function in parallel with it, allowing the mind to
consider input on different levels and to look for overlap and connections (1993:
54).
Erman & Warren (2009) offer important insights into the structure of idioms and
how they are constructed and learnt. They found that the learner has
preconstructed phrase and writing texts involves an alternation between word
combinations (open choice principle)
and preconstructed multi-word
combinations which are typical of idiomatic expressions (Erman & Warren, 2009).
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3. Methodology
Surveys and questionnaires on spelling and idioms of the English language were
completed by students enrolled in a Bachelor of Education course. Additional
information was gleaned from mastery tests and writing assessments which
included spelling and an understanding of English idioms. Focus groups
conducted at the completion of English education subjects also provided
information to reveal why students experienced problems with spelling and which
strategies could be followed to assist the teaching/learning of spelling. The
cohort of c.130 students (95 female, 35 male) were studied over a 4 year period
of their degree course. Approximately 10% of these students were from a
language other than English background. The numbers varied slightly in each
year because of factors such as student withdrawal or leave of absence.

4. Findings and Discussion
Information gleaned from the questionnaires, surveys, focus groups and test
results confirmed the findings of established researchers (Berninger, 2002;
Bouffler, 1997; Gentry & Gillet, 1993; Kress, 2000). For example, students who
said that they read widely scored more highly in mastery tests than those who
read only the required texts for their university studies.
Strategies used by the teaching staff to improve spelling thus focused on:
1. The linking of the language skills of reading, writing, listening, and speaking.
Since the ESL learners were surrounded by native speakers and had access to
multimedia, they had many opportunities to hear the pronunciation of English. All
students needed to learn the specific vocabulary of their discipline of education
and the spelling of words which they rarely used outside the university. The
growing knowledge of semantic, graphophonic, and syntactic information
contributes to overall language ability.
2. Practice is needed in writing activities so that visual knowledge and
understanding is reinforced (Neuman & Dickinson, 2011). In the focus groups,
students reinforced the need to consolidate their spelling learning through
exercises and writing tasks so that the same errors were not committed.
3. Students need to understand ‗why‘ they should give attention to spelling i.e.
because it gives clarity to their communication. Editing, proof-reading and self
correction should be encouraged without stifling their creativity. Silva & Alves
Martins (2003) have pointed out the links between children‘s invented spelling
and the development of phonological awareness. ‗Invented‘ spelling is part of the
learning process in the early years. The aim is to widen the students' vocabulary,
not to have them fearful about misspelling and to deliberately choose a simple
word they know they can spell (Harris, Golinkoff, & Hirsh-Pasek in Neuman &
Dickinson, 2011).
A wide range of spelling strategies is advocated. A dictionary entry contains an
enormous amount of information that can help students become aware of a
word‘s meaning, how it is pronounced, with perhaps a phrase to illustrate what
part of speech it is, whether the word is used colloquially, and its etymology.
Similarly, a thesaurus can help students increase their vocabulary and choose
words which are more interesting and descriptive e.g. huge, colossal instead of
big.
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Strategies useful for the classroom include:
1. Spelling as it sounds (this may lead to ‗invented‘ spelling).
2. Spelling as it looks (from a student‘s ‗sight‘ vocabulary).
3. Spelling as it articulates (may also depend on the student‘s pronunciation).
4. Spelling as it means (e.g. thankyou written as one word because it is seen as
a meaningful unit).
5. Spelling by analogy (borrowing from how other similar-sounding words are
spelt (Bean & Bouffler, 1997, 17).

5. Phonology
Research on early literacy development has stressed the importance of
phonological knowledge (Neuman & Dickinson, 2011; Winch, 2010) and the
information from the questionnaires and surveys substantiates what earlier
language researchers have found. Even though the tertiary students had many
years of becoming familiar with English spelling conventions, their test results
showed they could still learn from exercises in syllabification and contrastive
pronunciation.
Phonological knowledge can be gained through learning about the segmentation
of words, helping students see how syllables work in a word. A focus on isolated
sounds, including the different sounds of the alphabet, including the first sounds
in a word is needed. Contrastive pronunciation can show the similarity or
difference between sounds so that students can learn to discriminate. They can
learn how to make up new words by substituting letters, e.g. words that end in
able. Examples of alliteration give students practice in recognising same-sound
recognition.
A knowledge of phonics and phonological awareness is essential so that students
can master the code-breaking skills required for reading/spelling proficiency:
‗Phonics refers to learning the relationships between letters and letter groups in
written language and the sounds associated with them. It does not develop the
conceptual understanding that spoken language is comprised of a sequence of
spoken sounds that can be acoustically separated and manipulated. An
understanding and awareness of the sound structure of words in the pre-school
years enables a child to better understand that letters are a symbolic code to
represent those sounds‘ (Coltheart, 2005).
The relationship between sound–symbol relationships is confusing, e.g. the
words break, freak, beard, and heard all have different sounds. The hard c of
carrot or caviar is different from the soft c of circle, and different again from the
k of keep.
A knowledge of phonemes, blends, digraphs and diphthongs can be introduced
with examples from authentic situations.


Phonemes are the smallest distinctive group or class of sounds (‗phones‘)
in a language. For example, cap consists of three different phonemes or
sounds and differs from sap, map, or cat simply by changing one sound or
phoneme.
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Blends are formed when different phonemes come together as in street,
blue, crow, scratch, and play. Note that blends can be two or three letters
in length.



A digraph is a pair of letters that corresponds to a single sound, e.g. ch
as in chief or ee as in meet. There are vowel and consonant digraphs.



A diphthong is a sequence of two vowels produced in such a way that
they are perceived to belong to one syllable, e.g. in Australian English
hope, wide, beer, bear (Winch et al., 2010, 695).

Clear articulation can be practised through songs and poems that reveal the
importance of pronunciation in particular. Idiosyncratic pronunciation leads to
misspellings for both children and adults. Syllabification and clapping out the
sounds of syllables assists spelling acquisition:
one syllable: cat
two syllables:

Per/u

three syllables:

al/ pac/a

four syllables:

Aus/tra/li/a

6. Visual knowledge
Researchers have found that multisensory strategies can assist early language
learners (Wheatley, 2005; Gentry, 2006) and similar strategies (suitable for their
level of understanding) can help adult learners. A ‗sight‘ vocabulary can be
encouraged by techniques such as Look—Cover—Write and games with
flashcards. For example, words such as find, kind, mind, and wind have ind in
common.
Improve sight knowledge of words by visualising the shape and pattern of these
words by highlighting particular letters (e.g. all the vowels) or by drawing a box
around a selected letter or letters (e.g. segmentation of words). Use acrostics or
crosswords to aid visual recognition, either invented by the teacher/student or on
the internet. A simple exercise is to base the acrostic on the student‘s own name.
The more the student can be involved, the more engagement there will be with
learning. Imagery can help in the memorisation of spelling. Encourage students
to visualise a word with a memory trigger or mnemonic e.g. accommodation has
two c‘s and two m‘s – think of two beds; practice (the noun) has the word ice in
it.
Imagery can be used to memorise expressions (and spellings) of idioms. Some
Australian idioms are: fair dinkum is an exclamation, often expressing
exasperation or admiration and as an assertion of truth and honesty; flash as a
rat with a gold tooth suggests someone is dressed ostentatiously but is still a
‗rat‘ (despicable person) underneath. Kovecses & Szabco (1996) note that there
is a lack of predictability in understanding the meaning of idioms but they also
find that there is systematic conceptual motivation for analyzing the meaning of
many idioms. The experimental study of Erman & Warren (2009) motivated
students to see that thinking/cognitive skills and semantic knowledge could
facilitate the learning of idioms. Australian idiomatic expressions such as ‗up a
gumtree‘ or ‗true blue‘ could be understood by analyzing the word combinations.
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7. Morphemic knowledge
The morphology of words refers to their form or structure, and the meaningful
units of which they consist, such as word bases, prefixes, and suffixes. For
example, the word spelling consists of two morphemes: spell and ing. Here, the
morpheme spell can stand alone but the morpheme (or unit) ing is bound to the
word spell. Morphemes are minimum meaningful units of language e.g. childish
= 2 morphemes child, ish.
Good spellers understand the use of prefixes and suffixes, contractions,
compound words, derivatives, and silent letter sequences. They have a spelling
‗conscience‘ and regularly use the dictionary to check their spellings. The English
language contains many suffixes or additions to words e.g. –able, –ery, –ese, –
ing, –ish, –ism, –ite, –let, –like, –ling, –ness, –ship, and –tion. Prefixes are
letters put before a word that add to or qualify its meaning. Thus un before a
word affects its meaning, implying the opposite condition. For example, un-, as
in: unhappy means not happy. Recognising prefixes and their meanings, e.g.
super–, trans–, circum–, and suffixes –er, –ing, –ish, –ly, can help students to
spell better if practice is given. A common rule for adding the suffixes is that y
changes to i before –ed (a suffix beginning with a vowel) so that satisfy becomes
satisfied (Dickinson, Freiberg & Barnes in Neuman & Dickinson, 2011).
Context is very important and this is why it is important to teach and learn words
within sentences and as they are related to authentic situations. In this way,
their, there, they‘re can be learnt. Lists and charts of word families can improve
spelling practices. Recognition of base words will help students identify how a
word can be extended, e.g. swim can be extended into the swimmer and
swimming. A word can be expanded by grammatical inflections or word endings
such as the –ed past tense ending, and the s or es of plurals.

8. Etymological knowledge
Etymology, the study of the origin and history of individual words, helps students
understand how meanings and the formation of words have changed over time.
The word sandwich allegedly comes from the Earl of Sandwich (1718-92) who
did not want to be taken away from his gaming table by the interruption of a
meal but wanted one that could be eaten at the table, i.e. a sandwich of slices of
meat between bread.
English has borrowed words from many languages. For example, geo- (from the
Greek), means earth and we can see this in words such as geography and
geology.
Word base

Origin Meaning

Examples

bi

Latin/Greek two

bicycle, bigamy

sex

Latin

six

sextet, sextuplet

bio

Greek

life

biography, biology

ology

Greek

the science of

biology, palaeontology

Charts can be made to reinforce etymological knowledge, encouraging an
interest in language.
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9. Spelling strategies
Systematic instruction in spelling is needed but also at the point of need.
Diagnostic testing helps the teacher find out the ‗why‘ of good and bad spelling
and what strategies will best solve problems. It is important to know why
students misspell so that an appropriate strategy can be introduced. Are errors
caused by lack of visual, semantic, phonological knowledge or simply a lack of
editing? In the sentence My mum cumplained about the noise, the student is
actually pronouncing the word correctly but is not aware of the schwa sound and
has probably not seen the word written very often. Teachers can check whether
students sound out words, look up words in a dictionary, know how words are
segmented, proofread their writing and if they are motivated to spell a word
correctly. Students who read widely will invariably be better spellers.
‗Have a go‘ books are divided into four columns: Student‘s 1st attempt; 2nd
attempt; Spelling check; and Personal dictionary. They encourage students to try
to spell words rather than avoiding spelling difficult words. Both the student and
the teacher can thus monitor progress.
Students may find their own memory triggers, perhaps with a mnemonic:
Words

Strategy to remember

accommodation

double c and double m and three o‘s

separate

separate a rat

tripod

tri means three-footed

breakfast

two words break and fast form a compound
word that means breaking one‘s fast

10. A spelling conscience and a sense of ownership
Try to impress on students that accurate spelling matters, not just as a courtesy
to readers, but because it will communicate a message without distraction. Poor
spelling may be a superficial indicator of literacy because it is easy to identify
and often noticed. Nevertheless, the work force may be much less tolerant of
errors than the classroom environment. Encourage students to have a sense of
ownership by keeping their own dictionaries where they can record words,
phrases, or sentences that they need or want to know. Words in context give
students clues to meaning and spelling. Self-editing is important and the teacher
can stress that a final draft, intended for 'published' writing, should be error-free.
The computer spell checker cannot always identify spelling errors although most
will be found. Students can find out to their cost that some spelling errors remain
because they are homophones e.g. there/their, it‘s/its or words such as local
place names and names of people which do not appear in the computer‘s
thesaurus.

11. Spelling lists
Rote learning of spelling lists can be problematic because they lack contextual
clues and are therefore difficult to remember. Meaningful spelling lists
(sometimes in phrases or illustrative sentences) can be compiled from commonly
needed words or phrases, especially those related to classroom work and the
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curricula. Introducing ‗spelling buddies‘ can make a weekly test a more
cooperative exercise. Encouraging the participation of others can often motivate
the student e.g. parents/friends can ‗test‘ the list of words learnt.

12. Spelling ‗rules‘
The 'rules' or generalisations indicate that there are many systematic aspects of
English spelling, despite its irregularities. Placed in a meaningful context, these
'rules' may help in teaching plural endings:
1. Add s to singular nouns: cat—cats.
2. Words that end in fe or lf are made plural by changing them to a v and adding
es: knife—knives, calf—calves.
3. If a word ends in s x z ch sh or zz, an es is added: bus—buses, witch—
witches.
4. If the last two letters of a word are a vowel followed by a y, add an s: toy—
toys.
5. If the last two letters of a word are a consonant followed by y, change the y to
an i and add es: fairy—fairies, ferry—ferries.
6. Those words which do not add an s can be taught separately: fish, sheep,
deer.
7. Others are still more irregular and change their vowel: tooth—teeth, mouse–
mice, or add –en: ox—oxen, child—children (Ljungdahl in Winch et al., 2010,
274).

13. ‗Look, say, cover, write, say, check‘
This strategy works well for most students if they are given explicit instructions.
They can later modify it to their needs, omitting steps.
1. Look at a word carefully and observe its visual pattern.
2. Say the word aloud—this practice helps to reinforce the memory of the
structure of the word, especially if the word is pronounced in its syllables.
3. Cover—this gives time to ruminate on what the word looked like in print.
4. Write—this further reinforcement mirrors the original word and reinforces the
spelling pattern.
5. Say—by saying the word again, students may pick up whether it is accurately
spelt.
6. Check—confirms accuracy of spelling. (Ljungdahl in Winch et al., 2010, 348).

14. Implications
The improvement of literacy standards of the Bachelor of Education students
over the four year period helped them gain knowledge of strategies which they
could apply as future educators. Information from the focus groups revealed that
students were well aware of possible changes to English spelling because of the
influence of the Internet and text messaging (Kress, 2000).
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George Bernard Shaw (1856-1950) advocated that bomb (from the French
bombe) should be spelt bom in the interest of clarity and economics yet bomb is
still spelt with a silent b. An established standard of spelling, accessible in
dictionaries, will still be needed to aid effective communication. New words and
new usage is introduced as more people use English as a lingua franca. Spelling
reform may be introduced through the technology of the internet,
multiculturalism, and globalisation. Gunther Kress predicts that in the future:
―writing will, in the very near future, be speech displayed on a screen. The whole
vast machinery of spelling regulation will very likely be unmade or remade by
this move‖ (2000: 9). However, a decade later, this has not transformed English
spelling although inroads are certainly being made through the contractions of
text messaging. Perhaps these new spellings will become standard: CU (see you)
LOL (laughing out loud) 2NITE (tonight).

Conclusion
The Bachelor of Education students had the opportunity to think about and
analyse their language behavior in relation to spelling because they were
involved in questionnaires, surveys and mastery tests. According to information
from the focus groups, the students were motivated to become more efficient
language users and to utilise strategies which worked for them. Both teachers
and students practised strategies using word webs, ‗have a go‘ books, spelling
lists, ‗look, say, cover, write, say, check‘, the dictionary, thesaurus and work
banks. Even though the observations and experiences of the students were not
new, they confirmed research findings on language literacy (Neuman &
Dickinson, 2011). Particular attention was paid to an understanding of evidencebased strategies since the students involved would become future educators
themselves. Over the four year period, the different strategies associated with
phonological, visual, morphemic and etymological knowledge contributed to their
spelling accuracy. New research questions could investigate the influence of
multimedia on spelling proficiency and the classroom experiences of these future
educators as they try out different strategies they have learnt.
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Abstract
Current practices to solve conflicts have had uneven success. A systemic process that
includes choice, active listening, conflict practices and the recent research in
neuroscience appears to offer enhanced opportunities and processes that may be more
successful at solving problems collectively for the common good.
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Introduction
Conflicts exist in a wide variety of forms from a simple dispute between a parent
and a child to conflicts between nations. Many diplomats try their best to engage
the ―other‖ in a process to reach solutions, but as we see in the world today,
many of these attempts are less than successful. International protests and
conflicts are evidence of a lack of mutual understanding and a failed commitment
to the emancipation of every individual.
There are significant studies that describe ways to resolve conflict but much of
that analysis and literature focuses on resolving specific substantive issues,
changing behaviors and improving resolution processes. There has been less
focus on improving conflict attitudes, perceptions and relationships which
appears to be an area that holds promise for resolutions.
Communication understood as an instrument will produce results that will be
interpreted as satisfactory or not by the citizens involved. In contrast,
communication understood as a relational process will have consequences in
terms of interpersonal relationships and hence with regard to the communicative
dynamics that will characterize the development of the community (Escobar
,2009).
Finding effective ways for citizens to participate with each other to join across
political or ethnic divides in order to make thoughtful and reliable decisions is an
ongoing quest. This process is essential to civic health and to the sustainability of
democracies. However, fundamental to an understanding of relational
communication other processes and systems must be introduced. These include
choice theory, created by William Glasser, MD and the perspective of a personal

428

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

responsibility model; neuroscience research that positions communication as a
response to the executive functions of the brain and non combative interchange
as taught by Thomas Gordon (Gordon, 1975).

1. A Systems Approach
Choice Theory (Glasser, 1999) is a model of psychological therapy that stands in
sharp contrast to a behavioristic model where blaming the other and looking to
outside approval or punishment are the key elements. Choice Theory, on the
other hand, teaches the individual to take responsibility for their beliefs and
actions and provides support while learning to undo the propaganda of a system
that creates a clear sense of the ―other.‖ If a person blames the other for any
wrong doing or negative experience, then it is clear that finding common ground
will be most difficult if not impossible. One way to recognize this deeply
imbedded behavioristic process is to listen to the number of times any person
gives over their power to another by saying, ― She made me so mad, ― or He
made me lose my temper.‖ So inculcated in our world view of behaviorism that is
it not surprising that individuals or groups with differing ideas cannot find
common ground as long as they are interested in blaming the other. Choice
theory can be learned by anyone but must be practiced in order to move to a
new paradigm or non combative dialogue.

2. Neuroscience Research
The ongoing research in neuroscience is providing the world with thoughtful and
powerful insights into how the brain functions and, although we still don‘t know
much about how the brain works (Medina, 2009), we have learned a great deal
about what the prefrontal cortex, the youngest part of the brain, is happiest
doing. The prefrontal cortex is best described by the analogy of the conductor of
the orchestra who, in that position, manages the varying aspects of the process.
As the decision maker, the cortex likes to take risks and is playful. At the same
time, it likes organization and plans carefully, always ready to shift to a new idea
if necessary. However boring repetitive action is not acceptable nor is multitasking. The prefrontal cortex concentrates on what is before it, consistently selfmonitoring at the same time controlling any impulse and the emotional context
of any situation. It is monitoring the amygdala in an effort to control the flight or
fight response so deeply programmed into human response. After reading this
suite of behaviors, or Executive Functions (EFs), that are best suited for a fully
successful brain response it is clear that there are strategies that are brain
compatible that can be initiated to support clear and effective communication
particularly with the ―other.‖ Understanding that each brain functions
idiosyncratically compared to every other brain, while preferring processes that
are brain compatible, it is imperative that conflict resolution processes take this
research into consideration (Goldberg, 2009)

3. Non-Combative Problem Solving
The valuable research of Thomas Gordon has, in its own way, made clear what
the prefrontal cortex finds difficult particularly as it comes to communication.
Like Glasser, Gordon‘s research has found that individuals need to get along and
need to find ways to share power. Many things stand in the way, including the
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acceptance of a behavioristic world view. Gordon, however, believes that active
listening can remediate the intense and often combative emotions that stand in
the way of solutions. The Roadblocks to Communication demonstrate in powerful
ways the failure to communicate that is typical in daily interactions. Connecting
the EF‘s to each of the Roadblocks brings into sharp focus the problems that are
caused when powerful research is ignored.
There are twelve kinds or categories of roadblocks (Gordon, 1975) and and to
illustrate the point a conflict can demonstrate a possible response. Husband to
wife, ―I am going to quit my job.I can‘t stand my boss and the pay is terrible.‖
Roadblock 1. Ordering, commanding, directing. ―You can‘t quit and I don‘t want
to hear about this again. Just put up with it‖
Roadblock 2. Threatening, warning. ―If you quit this job I will never talk to you
again. I‘ll divorce you!‖
Roadblock 3. Moralizing, preaching. ―Really good husbands take care of their
family. Smart people don‘t quit before they have another job to go to‖
Roadblock 4. Advising, giving solutions. ―The thing to do is think about
something else. Then you‘ll feel better. Just talk to your boss and tell him how
you feel.‖Roadblock 5. Lecturing, teaching, giving facts. ―It‘s only eight hours a
day and you do get paid each week and really how bad can it be?‖
Roadblock 6. Judging, blaming, criticizing.‖I can‘t believe that you are so dumb
to think about doing this.‖
Roadblock 7. Praising, buttering up. ―You‘re so smart I am sure you can figure
out something so you can keep this job!‖
Roadblock 8. Name-calling, ridiculing. ‖You‘re being a big baby. You think you
have it rough but let me tell you about my boss‖
Roadblock 9. Interpreting, diagnosing, analyzing. ―You‘re just trying to get
sympathy. Everyone is struggling‖
Roadblock 10. Reassuring, sympathizing. ―Poor baby. I‘m so sorry things are so
bad. You're going to be just fine.‖
Roadblock 11. Probing, questioning, interrogating. ―Why are you acting this
way?‖
Roadblock 12. Withdrawing, sarcasm, distracting. ―Sure, just quit your job like it
doesn‘t matter. Oh and did you take the car to get it washed?‖
As unsuccessful as we are at solving major conflicts, it is necessary to see other
processes as potentially helpful in finding common ground. The work of Glasser,
Gordon and the neuroscience community create a theoretical, research-based set
of beliefs that when combined can in fact move dialogue to a more successful
level. But how does the process begin? What practices can be used to begin to
bring conflicting points of view together to explore ways to utilize these praxis
processes?
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4. Dialogue and Deliberation
Currently the Dialogue and Deliberation movement is creating extensive and
well-practiced methods for the kinds of methods that are key to supporting civic
engagement. The key elements of the movement are designed to find interactive
methods for creating a common good and providing strategies to enable groups
to discover and solve problems. Within the theoretical model there are Four
Streams of concern (http://www.thataway.org/exchange/files/docs/ddStreams108.pdf). The following segment is borrowed from the Dialogue and Deliberation
website and acknowledged here and augmented by the author.
Stream One: Exploration is the category designed to encourage people and
groups to learn more about themselves, their community or an issue and
possibly discover innovative solutions. Suspending assumptions, creating a space
that encourages a different kind of conversation, using ritual and symbolism to
encourage openness, emphasis on listening The EFs of Risk taking and
playfulness are most appropriate in this area
Stream Two: Conflict transformation is the area designed to resolve conflicts,
foster personal healing and growth and improve relationships among groups.
Creating a safe space, hearing from everyone, building trust, sharing personal
stories and views.The EFS best associated with this concept are impulse control,
the ability to shift to new ideas and empathy.
Stream Three: Decision making is the arena designed to influence policy
decisions and to improve public knowledge. Naming and framing, weighing all
options, considering different positions (deliberation), revealing public values and
brainstorming solutions Of course the Prefrontal cortex is a decision making
center but as well focuses on planning and making new ideas connect to previous
ones.
Stream Four: Collaborative Action is designed to empower people and groups to
solve complicated problems and take responsibility for the solutions.
D&Dstrategies are used to generate ideas for community action, developing and
implementing action plans. Here the emotional control and self-monitoring he
EFs is most applicable as well as all processes related to Choice theory and
Gordon‘s work as well.
Appreciative Inquiry is about the co-evolutionary search for the best in people,
their organizations, and the relevant world around them. In its broadest focus, it
involves systematic discovery of what gives ―life‖ to a living system when it is
most alive, most effective, and most constructively capable in economic,
ecological, and human terms. Appreciative Inquiry is characterized by its 1)
abandonment of ―problem talk,‖ 2) focus on narrative exploration, 3) emphasis
on positive explorations of the past, 4) the collaborative construction of
alternative futures, and 5) the reconstruction of identities and relationships.
Bohm Dialogue or Bohmian Dialogue. Physicist David Bohm observed that both
quantum mechanics and mystical traditions suggest that our beliefs shape our
realities. He further postulated that thought is largely a collective phenomenon,
made possible only through culture and communication. Human conversations
arise out of and influence an ocean of cultural and transpersonal meanings in
which we live our lives, and this process he called dialogue. Most conversations,
of course, lack the fluid, deeply connected quality suggested by this oceanic
metaphor. They are more like ping-pong games, with participants hitting their
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very solid ideas and well-defended positions back and forth. Such conversations
are properly called discussions. Dialogue, in contrast, involves joining our
thinking and feeling into a shared pool of meaning which continually flows and
evolves, carrying us all into new, deeper levels of understanding none of us could
have foreseen. Through dialogue ―a new kind of mind begins to come into being,‖
observed Bohm, ―based on the development of common meaning… People are no
longer primarily in opposition, nor can they be said to be interacting, rather they
are participating in this pool of common meaning, which is capable of constant
development and change.‖
Civic Dialogue; This is a form of dialogue in which people participate in public
discussion about civic issues, policies, or decisions of consequence to their lives,
communities, and society. Meaningful dialogue is intentional and purposeful.
Dialogue organizers have a sense of what difference they hope to make through
civic dialogue and participants are informed about why the dialogue is taking
place and what may result. The focus of civic dialogue is not about the process of
dialogue itself. Nor is its intent solely therapeutic or to nurture personal growth.
Rather, civic dialogue addresses a matter of civic importance to the dialogue
participants. Civic dialogue works toward common understanding in an openended discussion. It engages multiple perspectives on an issue, including
potentially conflicting and unpopular ones, rather than promoting a single point
of view.
Civic Engagement; There are many ways in which people participate in civic,
community and political life and, by doing so, express their engaged citizenship.
From volunteering to voting, from community organizing to political advocacy,
the defining characteristic of active civic engagement is the commitment to
participate and contribute to the improvement of one‘s community, neighborhood
and nation.
Choice Theory: The model therapy process created by William Glasser that
successfully teaches that each individual chooses their behavior based on four
psychological needs and encourages the individual to learn to take personal
responsibility for their thoughts and actions.
Deliberation; The ancient Greeks called deliberation the talk we use to teach
ourselves before we act. Deliberation is the kind of reasoning and talking we do
when a difficult decision has to be made, a great deal is at stake, and there are
competing options or approaches we might take. At the heart of deliberation is
weighing possible actions and decisions carefully by examining their costs and
consequences in light of what is most valuable to us. Deliberation can take place
in any kind of conversation―including dialogue, debate and discussion.
Fishbowl Method; In a fishbowl, a few participants or session leaders begin
seated in a small inward-facing circle, while the others sit in a larger circle
observing their discussion. After everyone in the circle has a chance to talk, the
people in the inner circle are usually replaced by participants that were seated in
the outer circle who would like to talk about the issue at hand.
Foxfire: A teaching approach that utilizes cultural journalism techniques to aid
students in gaining access to their culture and to report their community stories
in a public fashion. This process both encourages community respect and
engagement but allows members of every community group to participate in the
sharing of who they are and what they honor.
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Nonviolent Communication (NVC); NVC is a specific approach to communicating
– thinking, speaking and listening – which guides us in transforming old, habitual
patterns of relating into new, compassionate ways of acting, expressing
ourselves and hearing others. It is founded on language and communication
skills which step outside of judgment, criticism, fear, guilt, and blame, and
enable people to connect with the needs in themselves and others in ways that
inspire a compassionate response. Through the NVC model of communication,
relationships, be they intimate or international in scope, become a dance
between honest and clear expression and respectful empathic attention.
Story Circles; Story Circles draw upon traditional story telling methods to achieve
their goals. It is a way to move from the personal to the political, and offers a
pedagogical alternative to negotiate intra-group conflicts and tensions.
Study Circle; A Study Circle is a group of 8-12 people from different backgrounds
and viewpoints who meet several times to talk about an issue. In a study circle,
everyone has an equal voice, and people try to understand each other‘s views.
They do not have to agree with each other. The idea is to share concerns and
look for ways to make things better. A facilitator helps the group focus on
different views and makes sure the discussion goes well. In a large-scale (or
community-wide) study circle program, people all over a neighborhood, city,
county, school district, or region meet in diverse study circles over the same
period of time. All of the study circles work on the same issue and seek solutions
for the whole community. At the end of the round of study circles, people from
all the study circles come together in a large community meeting to work
together on the action ideas that came out the study circles.
Talking Circles; In many Native American Nations, a ‗talking circle‘ is formed
when a community wants to discuss an issue, or a number of issues, at a public
gathering. The participants form a circle, usually in the centre of a room, or
around a fire. Each person in the talking circle shares their perspective on an
issue, while the others listen respectfully. An object is often used as a ‗talking
stick,‘ which signifies whose turn it is to talk (and whose turn it is to listen).
Win Win Conflict Resolution: An active listening process designed by Thomas
Gordon that prevents competition in the resolution of problems and encourages
each member to be listened to respectfully.
Wisdom Council; The Wisdom Council is a structural approach to transforming a
large system of people to become a ―true democracy.‖ It has twelve components.
The process uses a group of randomly selected people to generate a wholesystem dialogue.
World Café; Both a vision and a method of dialogue, The World Café evolved out
of conversations and experimentation one evening at the home of consultants
Juanita Brown and David Isaacs. World Café conversations are an intentional way
to create a living network of conversation around questions that matter. A Café
conversation is a creative process for leading collaborative dialogue, sharing
knowledge and creating possibilities for action in groups of all sizes. In a World
Café, participants sit four to a table and have a series of conversational rounds
lasting from 20 to 45 minutes about a question which is personally meaningful to
them. At the end of the round, one person remains as the host and each of the
other three travel to separate tables. The host of the table welcomes the
travelers and shares the essence of the previous conversation. The travelers also
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relate any conversational threads which they are carrying and the conversation
deepens as the round progresses. At the end of this round, participants may
return to their original table or go to another table depending on the design of
the Café. Likewise, they may engage a new question or go deeper with the
original one. After several rounds, each table reports out their themes, insights
and learnings to the whole group, where it is captured on flipcharts or other
means for making it visible, allowing everyone to reflect on what is emerging in
the room. At this point, the Café may end or it may begin another round of
conversational exploration and inquiry.

Conclusion
While there are many and varied kinds of interactive conversation processes, and
each has its strengths and weaknesses, together this field of inquiry is opening
up possibilities for understanding the ―other‖ in ways that more traditional
methods have failed to do. Along with the Dialog and Deliberation methods, the
underlying psychological goals need to be clear and move beyond the more
traditional external rewards models to help participants become the active
problem solvers of their issues. Such opportunity now exists with the
combination of the research of neuroscience and cognitive psychology. With
these methods, the world may find ways to create a civil society.
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Abstract
Recreational Therapy (RT) is a profession that involves the provision of adapted
recreational opportunities designed to improve physical, cognitive, social, and emotional
functioning of people with disabilities, illnesses or limitations, as well as prevent
secondary health conditions, and enhance independent living. In schools, Recreational
Therapists (RTs) plan and implement interventions designed to improve academic skills,
identify and amplify strengths, minimize weaknesses, or cope with inter-personal or
family-based problems. Often, RTs are asked to provide services to students in the least
restrictive environment. Classified as recreation in school and community agencies, this
service is often provided as a consultative service to teachers, parents, and community
recreation providers. The basis for providing RT in schools is delineated in the Individuals
with Disabilities Education Act (IDEA), a law specific to the USA. Within IDEA, RT is
considered a ―related service,‖ and the need is recorded in the child‘s Individual
Education Program. The purpose of this paper is to present an argument for how RTs
have the potential to make large-scale contributions in school-based programs in the
USA and internationally. Two examples of programs that have been conducted in the USA
are presented, as well as current research specific to RT in schools.

Keywords
Recreational Therapy – Schools – Disability

Introduction
―Brad is an energetic and inquisitive 9 year-old. His shaggy blonde hair usually
covers his bright eyes and his nose is always running. He loves to run and ―play
tag‖ with his classmates, look at picture books, play computer games, and rollerskate. However, during free time and recess, Brad often sits in the corner by
himself, self-stimulating on the wheels of a toy fire truck or a Pokemon figure.
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Brad has autism. His peers do not ask him to join in their games or social groups
and they often make fun of him because, according to them, ―he hits us and
makes funny noises, and he doesn‘t follow the rules‖. Brad doesn‘t have any
friends and his social skills are worsening as his isolation and self-stimulation
increases‖ (McKenney & Ashton-Shaeffer, 2002: 25).
Brad is the type of child or adolescent who would benefit from receiving
recreational therapy (RT) services as student (McKenney & Ashton-Shaeffer,
2001). RT services could be designed to help him develop the social skills
necessary for engaging appropriately in recreation activities, ―…thus facilitating
more normative development that will allow him to accomplish his educational
goals‖ (McKenney & Ashton-Shaeffer, 2001: 25).
Within the United States (U.S.), the field of RT, also known as therapeutic
recreation (TR), is a growing discipline comprised of approximately 23,000
recreation therapists working in a variety of setting, ranging from hospitals and
residential care facilities to schools and nursing homes (Bureau of Labor
Statistics, 2011). Employment is projected to increase 15% from 2008-2018,
which is considered faster than average for employment growth within the U.S.
Outside of the U.S., RT can be found primarily in Canada, Australia, New
Zealand, Finland, Japan, and South Korea (Yang & Malkin, 2009). An example of
a related discipline is psychomotricity, which is practiced primarily in Great
Britain, France, and Germany (The European Forum for Psychomotricity, n.d.).
The purpose of this paper is to present an argument for how RT has the potential
to make large-scale contributions in school-based programs in the U.S. and
internationally. Two examples of programs that have been conducted in school
systems located in the U.S. are presented, as well as an argument for expanding
services globally based on research specific to outcomes experienced by
recipients of RT services.

1. Literature Review
According to the American Therapeutic Recreation Association (ATRA),
recreational therapists use ―…a wide range of activity and community based
interventions and techniques to improve the physical, cognitive, emotional,
social, and leisure needs of their clients‖ (ATRA, n.d., p. 1). Furthermore,
recreational therapists help clients to develop life skills needed for successfully
participating fully in the community. Specific activity interests and resources are
incorporated into RT to help clients improve or achieve functional outcomes that
assist them when confronted with real life situations.
Although many recreational therapists work in hospital, nursing, and
rehabilitation settings, the number providing RT services in education-based
settings in which special education services are provided is increasing steadily
(McKenney & Ashton-Shaeffer, 2001). The basis for providing RT in educational
settings is found in Public Law 108-446, the Individuals with Disabilities
Education Act (IDEA). The IDEA requires that all U.S. states and territories
provide a free and appropriate public school education in the least restrictive
environment to all children ages 3 to 21, regardless of abilities.
The IDEA identifies mandated (e.g., special education, physical education) and
related services available to students with disabilities. Related services are those
services a child with a disability requires in order to benefit from special
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education services (Wrightslaw, n.d.). Such services are those deemed
developmental, corrective, or other supportive, and are needed to aide students
with a disabilities in: (a) advancing appropriately toward attaining Individual
Education Plan (IEP) goals; (b) progressing in general education curricula; (c)
participating in extracurricular and other non-academic activities, and (d)
participating with children with and with out disabilities in general and
extracurricular activities (Turnbull, Turnbull, Stowe, & Wilcox, 2000). Examples
of services include: speech language pathology, psychology, physical therapy,
occupational therapy, school health, and recreation, including RT.
In IDEA, recreation is a term that encompasses four services: (a) assessment of
leisure functioning, (b) leisure education, (c) RT services, and (d) recreation
programs in schools and communities (34 Code of Federal Regulations (CFR) sec.
300.24(b)(10)). Any or all of these services may be provided to students
receiving special education services; however, the intent and outcome of the
service must be directed at helping students achieve their educational goals.
Lawson et al. (2001) argued that students are better prepared to engage in
educational activities as a result of receiving recreation as a related service.
Therefore, recreation is provided when a student‘s Individualized Education Plan
(IEP) team (usually the director of special education, other related service
providers, and the student‘s primary teacher and parent(s)), determines that IEP
goals can be met through the provision of recreation-related services, such as
RT. Nevertheless, although recreation has been identified as a related service
since 1975, it remains an under-utilized related service (Lawson & Coyle, in
press).
According to the IDEA, ―qualified personnel,‖ are permitted to provide recreation
as a related service. More specifically, qualified personnel include those
individuals ―…who have met SEA [State Education Agency] approved or SEA
recognized certification, licensing, registration and other comparable
requirements that apply to the area in which individuals are providing special
education or related services‖ (34 CFR) sec. 300.23). Certified Therapeutic
Recreation Specialists (CTRS) are professionals prepared for, and qualified to,
provide recreation as a related service, as well as RT in other settings, such as
hospitals and rehabilitation facilities. The title of CTRS is granted by the
National Council for Therapeutic Recreation Certification (NCTRC), the national
organization that sets and maintains standards for certification and recertification of RT professionals (NCTRC, 2011). To become a CTRS, a person
must earn a minimum of a bachelor‘s degree in RT, or recreation/leisure studies
with an emphasis in RT. Course work includes specific course completion in RT
and areas, such as psychology and biological sciences, the completion of a 480
hour internship supervised by a CTRS, and passing of the national certification
exam.
According to McKenney and Ashton-Shaeffer (2001), ―When recreation is
provided as a related service, it can help students develop functional, recreation,
and academic skills necessary for development in the cognitive, physical,
behavioral, social, and affective domains‖ (p. 25), as well as help with
transitioning to the community. For example, recreation, when provided with a
goal-oriented focus, can help reinforce academic skills, and decision-making
skills, and problems-solving abilities. Recreation can, furthermore, help students
develop appropriate social and communication skills (Lawson, Coyle, & AshtonShaeffer, 2002).
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2. Recreational Therapy in School-Based settings
In 2000, Ashton-Shaeffer, Johnson, and Bullock surveyed 60 recreational
therapists in 26 states and who worked with students who were either diagnosed
as having emotional and behavioral disorders, developmental disabilities and/or
multiple disabilities. Respondents reported that ―recreation‖ was specified as a
related service on students‘ IEPs, and recreational therapists were identified as
the professionals qualified to provide services. Furthermore, they reported that
they spent 67.3% of their time providing direct services to students with
disabilities. These direct services are generally provided within the following four
service delivery areas: (a) assessment, (b) planning, (c) direct service
interventions, and (d) evaluation (Lawson, et al., 2001).
2.1. Assessment
Assessment is a process that involves ―…gathering and analyzing selected
information about an individual client and using the results for placement into
program(s) (Stumbo & Peterson, 2009, p. 251). Information gathered during an
assessment is used to lessen or eliminate a client‘s leisure deficits, thus
enhancing that client‘s ability to function independently. In school-based
settings, assessments are administered to gather information related to a
student‘s level of education and recreation participation (Lawson, et al., 2001).
Recreational therapists are trained to use standardized assessment tools
designed to evaluate behavioral, physical, and affective functioning, as well as
recreation participation patterns. Assessment typically includes: (a) reviewing of
the student‘s educational records, (b) interviewing the student and his or her
parent(s) or legal guardians, teachers, or community RT service providers, (c)
observing the student in a variety of settings (e.g., the classroom or
playground), and (d) administering relevant standardized assessment tools
(McKenney & Ashton-Shaeffer, 2001). A summary of findings and
recommendations are then presented to IEP team and to the student‘s parent(s)
or legal guardian(s). The IEP team then plans recreation for recreation to be
provided as a related service so that an individualized recreation intervention can
be planned and implemented for the student.
2.2. Direct Service Interventions
Based on the IDEA, direct service interventions include RT, leisure education, and
school and community recreation participation. RT services involve the
implementation of goal-oriented activities designed to improve students‘ social,
cognitive, behavioral, and physical functioning. RT services that target students‘
specific functional abilities are planned based on educational goals set as part of
each student‘s IEP.
Leisure education activities focus on helping students increase leisure awareness,
improve social skills and communication skills, develop leisure activity skills,
explore leisure resources, and ultimately, develop healthy lifestyles (McKenney &
Ashton-Shaeffer, 2001). Leisure education, furthermore, involves teaching
students how to use free time in active and healthy ways. By learning to use free
time in a healthy manner, students experience a reduction in stress, ―…and
become better at planning, decision-making, and resolving conflicts‖ (McKenney
& Ashton-Shaeffer, 2001, p. 27).
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Learning through RT does not stop with leisure education. Recreational therapists
can facilitate recreation services in least restrictive environments; as they are
positioned to serve as consultants to teachers, parents, and community RT
providers. Based on the IDEA, this is referred to as the provision of recreation
services in school and community agencies. Recreational therapists are
responsible for identifying school and community recreation resources, assessing
participants‘ strengths and needs, recommending accommodations, and
providing students‘ with direct support in a manner that is gradually reduced with
the goal of facilitating independent functioning (Dattilo, 1994). Independent
functioning is essential in the transition to adult life. RT services also include
transition planning that includes activities designed to help students move into
post-school activities, such as postsecondary education, vocational training,
employment, independent living, and community participation (20 USC Chapter
33(A) 1401(30)).
2.3. Evaluation
The evaluation process involves documenting outcomes specific to students‘ IEP
goals related to recreation throughout and immediately following RT service
provision. Evaluation involves " . . . the systematic and logical process of
gathering and analyzing selected information in order to make decisions about
the quality, effectiveness, and/or outcomes of a program, function, or service"
(Stumbo & Peterson, 2009, p. 352). If improvement is not evident, the
recreational therapist then determines what necessary changes should be made
to RT programming and presents these changes to the IEP team.

3. Current Status of Recreational Therapy in the Schools
The most recent data on recreational therapists working in school-based settings
was found in for the 2000-2001 school - year, during which 330 CTRSs and 34
non-certified recreational therapists were employed (USDE, 2003). Although that
number represents a small percentage of employed CTRSs, interest in this area
of service is evident. According to the U.S. Bureau of Labor Statistics (2011),
―Employment growth in schools will result from the expansion of the school-age
population and the federally funded extension of services for disabled students.‖
Over the past two decades, university RT curricula have been developed to
prepare students to provide services that meet the educational and recreational
needs of students with disabilities in school-based settings (McKenney & AshtonShaeffer, 2001). Examples of such universities include: Florida International
University, the University of Florida, the University of Georgia, the University of
Tennessee, the University of North Carolina Chapel Hill, the University of North
Carolina Greensboro, the University of Illinois, the University of Minnesota, Penn
State University, and Temple University. Assisting these universities in
developing necessary curricula, personnel preparation grants from the U.S.
Department of Special Education and Rehabilitation Services have been awarded
and subsequent training programs developed. Training generally having students
take courses that cover issues specific to RT in school-based settings and field
experiences that involve the provision of RT services to students receiving special
education services (Lawson, et al., 2001). Two examples of such programs have
been provided through Florida International University and the University of
Florida.
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3.1. Florida International University, Miami, Florida
In the mid 1990s, 53,353 students with disabilities received exceptional
education services within the Miami-Dade County, Florida public school system.
To better meet a need for recreation services as outlined in IDEA, faculty from
the Departments of Parks and Recreation and Special Education at Florida
International University (FIU) developed the Holistic Education for the
Advancement of Recreation Therapy in the Schools (HEARTS) project which was
then funded by U.S. Office of Special Education Programs. FIU was uniquely
positioned to conduct this project because its student composition closely
mirrored that of the Miami-Dade County Public Schools, 80% of whose student
body was comprised of students from culturally and linguistically diverse
backgrounds.
HEARTS was designed to respond to the unique needs of students with
disabilities receiving exceptional education student services within Miami-Dade
County, FL, as well increase the number of professionally prepared recreational
therapists from culturally and linguistically diverse backgrounds (McKenney, et
al., 2000). Upon completion of the five years of the project, notable progress has
been made. Relationships with eight schools were established and 30 students
have provided RT services to students with emotional and behavioral disorders,
developmental disabilities, and physical disabilities within those schools. To
educate teachers on the benefits of RT, FIU faculty and RT students offered inservices were provided to outline the need for RT in schools, as corroborated by
the IDEA. As a follow-up to the HEARTS project, the remaining funding was used
to develop a transition from school to recreation program. To do this, three
entities (Florida International University, Miami-Dade County Disability Services,
and Miami-Dade County Public Schools) worked collaboratively on a recreation
and sports access program that was designed to provide students with
disabilities from Miami-Dade County Public Schools with a series of recreation
and sports activities offered at various Miami-Dade County Disability Services,
thus providing students with opportunities to work with recreational therapists in
different settings within the community (McKenney, Dustin, Binhack, & CamperHaas, 2011)
3.2. The University of Florida, Gainesville, Florida
Similar to FIU, the University of Florida (UF) embarked on a project designed to
respond to an increase in enrollment of adolescent-aged students diagnosed with
emotional and behavioral disorders receiving educational services through
Florida‘s public schools. To address a need for special education teachers and
recreational therapists to be effective in meeting the educational needs the
targeted student population, the Departments of Recreation, Parks and Tourism
and Special Education at the University of Florida partnered to develop and
provide a training program for graduate students in RT and special education. To
do this, the two entities also received funding (from 1998-2002) from OSEP.
The collaborative university curricula required special education students to take
two RT classes and RT students to take two special education classes. In
addition, UF students complete 100 hours of practicum work in a class with
students with disabilities, and to work together in groups on a project that
consisted of developing, implementing, or evaluating a recreation based
curriculum for students with behavioral or emotional disorders that resulted in
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the creation of 20 implemented and tested curricula. The curricula focused on
teaching the adolescents decision making skills, stress reduction and relaxation
skills, anger management, social skills, and recreation skills —skills necessary for
succeeding in school—through the use of leisure activities. Over the four years, a
total of 50 special education teachers and 20 recreational therapists were
trained.

Conclusion
The World Health Organization (WHO) indicated that 600 million of the world‘s
population have some form of disability, and that number is increasing (WHO,
n.d.). A resolution was adopted by the Fifty-Eighth World Health Assembly that
focused on seeking ways to improve the daily lives of people with disabilities
(WHO, n.d.). Specifically, the resolution called for early identification of disability,
as well as intervention with a focus on children. In addition, the resolution called
development and access to appropriate assistive devices in a manner that allows
for people with disabilities full inclusion and participation in their communities.
The literature is replete with examples of how individuals with disabilities
continue to be excluded and segregated from recreation activities in the U.S. and
internationally (Nixon, 2007). Nixon argued that recreation activities can improve
a person‘s functional and learning abilities while contributing to skill attainment,
social learning. Full participation in a community means including every
individual in every aspect of life, including recreation and education together and
separately. A model for how to combine efforts is the IDEA; as the IDEA provides
an example of how collaborative efforts can help move communities toward a
fully inclusive model.
McKenney and Ashton-Shaeffer (2001) noted that, ―As far back as 1916,
recreation was identified as an important aspect of public education‖ (p. 29).
Today, recreation is still regarded as essential to a person‘s physical, emotional,
social, and cognitive growth and development. Recreational therapists use
treatment, leisure education, and adapted recreational activities as vehicles of
change. According the ATRA (n.d.), current research reveals that RT outcomes
specific to improving physical and cognitive status, psychological well-being, and
participation levels in life, recreation and community activities are numerous.
Although RT remains one of the most underutilized of all related services,
programs such as those outlined in this article, provide examples of how
recreation and educational outcomes can be attained through recreation as a
related service and, furthermore, provide a foundation for further researching the
benefits of RT services in school-based settings, as well as expanding such
services to schools throughout the United States and internationally.
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Abstract
Multisensory therapy (MST) and Progressive Relaxation (PR) are designed to improve
behaviors, such as time on task. Although research has been conducted using both
independently, no research comparing effects on individuals with behavior disorders exists.
This study examined whether a 5-week program would improve time on task of (5) female
and (3) male youth (ages 7-14 years) in a recreational therapy program created to increase
time on task during out of school learning activities. Grounded in sensory integration theory,
a single-subject alternating-treatments design was used to observe time on task with control
sessions serving as a baseline. Participants rotated between 20-minute MST, PR and control
sessions, followed by time on task assessment performance and behavioral observation.
Overall average of the time on task scores for MST was 72.270 seconds, and 58.242
seconds for PR sessions. Time on task scores for MST indicated that the intervention was
more effective in increasing time on task than the PR and control group sessions. Although
results may have been mixed, examination of overt behavior is warranted. The argument
that MST and PR can improve attention to task has been made; however, further research
specific to overt attention behaviors is needed.

Keywords
Multisensory – Therapy – Relaxation

Introduction
Multisensory therapy (MST) and Progressive Relaxation (PR) are modalities
designed to improve psychosocial and cognitive responses among participants. MST
is a treatment intervention that involves simultaneously stimulating several of the
five human senses in individuals with disabilities. Modes of stimulation typically used
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are visual, tactile, auditory, and olfactory (Leng et al., 2003). MST, furthermore,
involves the use of equipment, such as a bubble tube, a visual display projector, a
mirror ball, tactile objects, colored lights, and a radio/CD, player with tranquil music
to activate or stimulate the senses and enhance emotions (Hope, 1998; Matson,
Bamburg & Smalls, 2004; & Slevin & McClelland, 1999).
Participants who have interacted with this equipment in appropriate multisensory
environments have demonstrated improvement in adaptive functioning (Spaull &
Leach, 1998), reduced intensity of pain (Schofield & Davis, 2000), and increased
positive emotions/mood (Chan, Yuen Fung, Wait Tong & Tompson, 2005). MST has
also been shown to significantly improve concentration and responsiveness (Ashby,
Lindsay, Pitcaithly, Broxholme, & Geelen, 1995), mood and behavior (Baker,
Dowling, Wareing, Dawson, & Assey, 1997; Pinkney, 1997; Leng et al., 2003; & van
Weert et al., 2005), level of relaxation (Chan et al., 2005), and communication
(Lindsay et al., 2001) among individuals with a variety of disabling conditions. MST
has, furthermore, been shown to benefit individuals with dementia (van Weert, van
Dulmen, Spreeuwenberg, Ribbe, & Bensing, 2005), autism, intellectual disabilities
(Slevin & McClelland, 1999), and developmental disabilities (Chan et al., 2005).
Although MST research has mainly focused primarily on improving symptoms of
dementia that include acting out and other problem behaviors (Hope, 1998), in a
study that involved patients with moderate to severe dementia (18-months; N=
125; control=60; experimental=60, dropouts=5), van Weert et al. (2005) found
that MST, furthermore, resulted in decreased apathetic behavior, boredom, inactive
behavior, and depression, and increased enjoyment, responsiveness, talking with
normal-length sentences, and improved mood. Finally, MST researchers have used a
variety of equipment to improve participants‘ happiness (Pinkney, 1997),
affect/mood (Baker et al., 1997), relaxation (Chan et al., 2005), interaction with the
environment, and communication (Hope, 1998).
Progressive Relaxation (PR) is a technique that involves leading participants through
a series of tensing and releasing the muscle groups (Bernstein &Borkovec, 1973)
used to reduce stress-related problems such as anxiety and muscle tension
(Carlson, Ventrella, & Sturgis, 1987; Jacobson, 1977). When administered, the
therapist using PR leads participants through a series of tensing and releasing of a
variety of muscle groups (Bernstein & Borkovec, 1973). When performed correctly,
this type of therapy, research has shown that it has positive effects on individuals
with muscle tension (Jacobson, 1925/1987), low self-esteem (Bensink, Godbey,
Marshall, & Yarandi, 1992), stress (Foley, Bedell, LaRocca, Scheinberg, & Reznikoff,
1987), anxiety (Rasid & Parish, 1998; Scogin, Rickard, Keith, Wilson, & McElreath,
1992), and relaxation problems (Lucic, Steffen, Harrigan, & Stuebing, 1991).
Research has indicated that PR therapy has been effective with individuals with
epilepsy (Puskarich, Whitman, Dell, Hughes, Rosen, & Hermann, 1992), autism, and
mental retardation (Mullins & Christian, 2001), and has resulted in participants
feeling less depressed, anxious, and distressed.
Although research has been conducted using both MST and PR independently with a
variety of populations, there is a dearth of research that examines and/or compares
effects of these therapies on individuals with emotional and behavior disorders
(EBDs). According to Angus (1989), youth with behavior disorders might experience
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an increase in relaxation and a decrease in anxiety as a result of participating in
these therapies. Therefore, the purpose of this study was to examine whether a 5week program would improve time on task of (5) female and (3) male participants
(ages 7-14 years), who were diagnosed EBDs, or identified as frequently exhibiting
behavior problems. Participants received treatment as part of a recreational therapy
program created to increase time on task during out of school learning activities.

1. Theoretical Framework
Sensory integration theory was developed to explain the relationship between
―deficits in interpreting sensory information from the body and the environment and
deficits in academic or neuromotor learning‖ (Fisher, Murray, & Bundy, 1991, p. 4).
Sensory integration is the neurological process that organizes sensation from a
person‘s body and the environment and makes it possible for that person to use his
or her body effectively in that environment (Ayres, 1984). Using sensory integration
theory, MST and PR is used to control sensory input to activate brain mechanisms.
Individuals with EBDs tend to have problems succeeding in academic environments
because they experience difficulty focusing and maintaining attention on one
particular task, thus, causing problems with integrating concepts (sensory
integration) necessary for learning (DSM-IV-TR, 2000). Consequently, if these
stimuli are controlled, as occurs in a MST or PR environment, it is possible that
these individuals would experience improvements in their ability to stay on task. In
addition, learning may improve because sensory impulses bring about biochemical
changes in the brain that are considered critical for individuals engaged in a learning
process (Ayres, 1972), thus increasing skills needed to learn to control their
attention and remain on task.

2. Method
2.1. Research Design
A single-subject alternating-treatments design was used to determine the
effectiveness of MST and PR on observed time on task. Control sessions were used
to offset the need for a baseline measure. Trend directions were compared for all
sessions. Social validity questionnaires were administered to examine social
significance, social appropriateness, and social importance (pre/post) of the
intervention
2.2. Experimental Procedures
For 5 weeks, participants rotated between 20-minute MST, PR and control sessions
(3 sessions in total per week). A 10-minute familiarization session was first held
with potential participants and their parents/guardians. For the MST session,
participants were allowed to play with equipment (e.g., squishy balls, colored clay,
Slinkys) using a protocol adapted from Leng, et al. (2003) to stimulate their
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senses while all other items were used for non-tactile sensory stimulation
(e.g.,music-playing device,lava lamps) (Table 1).
Table 1
Multi-Sensory Protocol
A. Primary Investigator sets up for Multisensory Therapy session (10 minutes prior
to participant arrival).
1. Turn lights on.
2. Plug in lava lamps.
3. Display all tactile equipment.
4. Play music.
5. Set up aromatherapy device.
6. Cover equipment (desks, chairs, etc.) not used during session with a pink or
white table cloth.
B. Primary Investigator conducts Multisensory Therapy session.
1. Seat participants.
2. Orient participants to all Multisensory equipment.
3. Start stop-watch timer.
4. Encourage participants to touch, hear, smell, and see all of the different objects.
5. Keep extraneous interaction with participants to a minimum.
6. Keep participants away from equipment such as the lava lamp and the
aromatherapy apparatus to keep him/her from getting injured.
7. Keep track of time spent in session.
8. Discontinue Multisensory Therapy session after 20 minutes.
9. Quickly turn off all Multisensory equipment.
C. Primary Investigator transitions from the Multisensory Therapy session to the
Timed Task Assessment.
1. Inform participants that the Multisensory Therapy session is complete and that
they will now do a follow-up activity.
2. Lead participants into room where timed task assessment will be performed.
At the end of the session, participants were led into a room where the time on task
assessment was performed. For the PR session, participants were taken through a
series of tensing and relaxing of muscle groups (Table 2). Participants were then
allowed 2 to 3 minutes to feel the sensations of relaxation throughout their whole
body, while keeping their eyes closed. For control sessions, participants were
allowed free time to interact with each other.
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Table 2
Progressive Relaxation Protocol
A. Primary Investigator sets up for Progressive Relaxation session (10 minutes prior
to participant arrival).
1. Turn lights on.
2. Set up mats for participants to lie down on.
B. Primary Investigator conducts Progressive Relaxation session.
1. Upon participant arrival, sit participants down on mat.
2. Instruct participants to lie down on their backs with their hands at their sides and
their feet uncrossed and shoulder-width apart.
3. Begin reading the Progressive Relaxation instructions to participants:
a. You are about to experience a process that requires you to tighten and relax
many different muscles. When I tell you which muscle to tighten, and how to
tighten it, I want you to tighten and hold it for 5 seconds. Be careful not to
tighten your muscles too hard, because you can cause them to cramp up. You
will then be given 15 seconds to relax your body before tightening another
muscle group. You should start to feel yourself relax a little more each time
you tighten and release another muscle.
4. Start the stop-watch timer
5. Guide participants through Progressive Relaxation steps using a calm and
soothing voice and by demonstrating the sequence:
a. Right hand and forearm
Make a fist, then release.
b. Right upper arm
Bend the arm and ―show off your muscles‖, then release.
c. Left hand and forearm
Make a fist, then release.
d. Left upper arm
Bend the arm and tighten the muscles (―show them off‖), then release.
e. Forehead
Raise your eyebrows, then release.
f. Eyes and cheeks
Squeeze the eyes, then relax.
g. Mouth and jaw
Clench your teeth and pull the corners of the mouth back, then relax.
h. Shoulder and neck
Lock your hands behind your neck and push back your head against this
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resistance OR pull up your shoulders and press your head back against their
resistance, then let your shoulders hang and relax.
i. Chest and back
Breathe in deeply and hold your breath, pressing your shoulders together at
the back at the same time, let your shoulders hang, breathe normally and
relax.
j. Stomach
Tighten your abdominal muscles (or draw in the belly), then release.
k. Right thigh
Lift your foot and leg slightly off the ground. Feel your thigh tighten, then
relax.
l. Right calf
Pull your foot toward your knee (Try to touch your toes to your knee), then
relax.
m. Right foot
Curl your toes (Like you‘re trying to pick up a pencil with them – be careful
not to cramp), then release.
n. Left thigh
Lift your foot and leg slightly off the ground. Feel your thigh tighten, then
relax.
o. Left calf
Pull your foot toward your knee (Try to touch your toes to your knee), then
relax.
p. Left foot
Curl your toes (Like you‘re trying to pick up a pencil with them – be careful
not to cramp), then release.
6. Keep track of length of session; should not exceed 20 minutes.
C. Primary Investigator transitions from Progressive Relaxation session to Timed
Task Assessment.
1. Inform participants that the Progressive Relaxation session is complete and that
they will now do a follow-up activity.
2. Get participants to stand up.
3. Lead them to the room where the timed task assessment will be performed
Data collection sessions
Immediately after each session, a simple matching task was given to the
participants to obtain the minutes-on-task measurement. Each participant was
given directions for the matching task. Three different sets of color-coded cards,
including a nutrition set (red), a hygiene set (green), and a community safety set
(blue), in random order, were used. Each set contained one large card of all of the
little pictures in each set and 20small cards (in a small box) with one picture on
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each card. Each participant received a total of three large cards and 60small cards
to match for the time on task activity. Participants were required to dump out the
little cards from the box, match two together at a time, and then match those two
cards to the same picture on the big card. Upon finishing one set, participants would
continue on to the second set, then the third set. While timing the participants, the
researcher observed them for behaviors representative of distraction or loss of
concentration on the activity (e.g., participant puts down his/her matching pieces,
looks at other things in the room, moves away from the activity, starts talking, or
stands up). When a distraction was observed, it was noted and recorded.

3. Results
Results are presented specific to time on task observations and information
gathered from the social validity questionnaires. The overall average of the time on
task scores for MST was 72.270 seconds (Figure 1). The highest average times were
observed in the first and third sessions (178.714 and 75.750 seconds, respectively),
with the second highest average observed in the fourth session (240250 seconds).
An overall deceleration of time spent on task by the participants was observed, as
well. Although a slight acceleration of time on task was observed for the PR
treatment toward the end of data collection (i.e., the 5th session), a visual analysis
of demonstrates a deceleration of time spent on task, followed by a slight
acceleration towards the end of the fifth session. Time on task scores were 114.571,
72.286, and 62.571 seconds, respectively for the first, second, and last sessions,
and last in effectiveness in keeping participants on task the longest for the third and
fourth sessions (13.833 and 15.500 seconds, respectively). The overall average was
70.344 seconds for the control sessions (only 1.926 seconds below the MST session
average of 72.270). The second, fourth, and fifth sessions averages were 74.200,
50.143, and 79.625 seconds, respectively in comparison to the averages of the
corresponding MST and PR of sessions. A slight deceleration of time spent on task,
and then a slight acceleration during the very last, were observed. In summary,
time on task scores for MST indicated that the intervention was more effective in
increasing time on task than the PR and control group sessions. Overall average
time on task score (58.242) for PR sessions demonstrated that it was the least
effective of the three sessions. Control sessions were close to the MST sessions,
with the second highest overall average mean of each of the three groups. Findings
from the social validity questionnaires indicated that participants and family
members perceived that the interventions had a positive effect on the participants.
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Figure 1. MST, PR and Control Mean Averages.
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Conclusion
Results did not indicate changes in time on task across participants or treatments
and control sessions. Furthermore, although results may have been mixed, this
examination of overt behavior has implications. While the argument that PR and
sensory stimulation can improve attention to task has been made, most research
has involved the use of questionnaires to obtain perceptions about the effect of a
sensory stimulation or PR intervention rather than examining effects on overt
attention behaviors. Furthermore, an attempt to develop ways to assess and
facilitate behavioral changes in attention to task through relaxation strategies is
warranted.
While this design and selection process of participants controlled for some
threats to internal validity, since the study included only 8 participants,
generalizations are limited without replication. Other factors that might have
affected the validity of results include having all participants in the same area
during their treatment and control sessions, potentially causing them to have
been distracted by each other therefore causing a ―testing‖ effect (Tawney&Gast,
1984). This behavior was more apparent during the control when did not have
any specific task or activity to perform. In addition, during the PR sessions
(which were outdoors a majority of the time), the participants might have been
distracted by the outside stimulus. In addition, the time on task assessment took
place in a room with partitions where participants were able to hear others who
were not involved in the study. Finally, the participants had a tendency to treat
the time on task assessment as a competition with the other participants, with
the goal of finishing the matching task before the person(s) sitting next to them.
This resulted in additional verbal interactions during the task resulting in
distractions. Once participants started talking, they were considered ―distracted‖
from the activity and their official time on task measurement (at the time) was
recorded, regardless of whether or not they had finished the task.
Based on the results of this investigation, the following changes are
recommended for future studies. First, to decrease distractions, future
examinations should be performed with one-on-one treatment/control sessions
and time on task assessments and/or in a quiet environment. Second, to
potentially increase participant motivation to complete tasks and directions,
researchers should consider developing a rapport with participants prior to the
study. Third, an alternative system of measuring the amount of time the
participants spend on task, perhaps through the use of digitized video, is
recommended. Finally, items in the MST room could be increased in number and
variety, and rotated frequently to help maintain interest among participants
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Abstract
Going on science safaris, purposeful expeditions can help children develop essential
knowledge. We have developed a guide to city cultural and natural resources that
teachers and parents can use to scaffold inquiry science learning for children using
graphic organizers and the 5E model of instruction. The guide helps children observe,
compare and contrast a variety of objects, organisms and ecosystems at parks, zoos
museums and gardens to support science curriculum learning objectives. To enhance
student engagement, we propose that instruction allow guided-choice of natural objects
to explore in these informal environments.

Keywords
Science Education – Field Trips – Graphic Organizers

Introduction
New York City is home to world-class museums, zoos and botanical gardens and
several of the world‘s most beautiful urban parks. It is also home to the National
Parks of New York Harbor, with nearly 27,000 acres of natural coastal habitat.
How can we use these cultural and natural resources to help us to teach children
science?
Going on ―science safaris‖ -- carefully planned and purposeful expeditions -- can
help children develop essential knowledge. For example, key concepts such as
interdependence of living organisms can be understood by exploring any
ecosystem such as local temperate forests or coastal wetlands. Engaging children
with nature where they live makes science learning motivating and relevant to
their lives.
We have developed a guide to city cultural and natural resources that teachers
and parents can use to scaffold science learning (Miele & Adams, 2010). The
guide uses graphic organizers and the 5E model of instruction to help children
observe, compare and contrast a variety of objects, organisms and ecosystems
using informal educational resources to support science curriculum objectives. To
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enhance student engagement and motivation the guide scaffolds the guidedchoice of natural objects to explore in these informal environments.

1. Theoretical Framework
In the vision presented by the National Science Education Standards (1996),
inquiry goes a step beyond ''science as a process," in which students learn skills,
such as observation, inference, and experimentation. Students learn most
effectively when they are actively engaged in the discovery process. Experiences
should provide students with opportunities to interact with the natural world to
help them construct their own explanations about their world. This capitalizes on
children‘s natural curiosity and helps them to develop positive attitudes toward
science.
According to Learning Science in Informal Environments: People, Places, and
Pursuits (2009), much science learning takes place in out-of-school settings,
including in designed spaces such as museums, zoos, or science centers. These
are places where people pursue their interest in science in personally meaningful
ways. John Falk (2001), a leading researcher in learning in informal
environments, describes these experiences as free-choice learning, where the
locus of control resides completely with the individual learner. This is in contrast
to the traditional classroom where the locus of control resides with the teacher.
Students who feel that they have some control over their classroom learning
activities have been shown to have higher engagement and achievement
(Brookover et al., 1979). We describe our approach as guided-choice rather than
free-choice learning, since it is intended to meet specific formal curricular
objectives in informal settings, while affording students‘ choice in pursuing what
they find interesting in a given setting. Guided-choice allows the locus of control
to shift from the teacher toward students.
Culturally relevant teaching draws on the backgrounds, knowledge, and
experiences of the students to inform instructional planning and has been
demonstrated to enhance the achievement of minority students (Ladson-Billings,
1994). Connecting science to students‘ worlds is vital to engaging them in
science, especially those from marginalized groups since students‘
understandings of the natural and built world are connected to the places they
occupy (Chinn, 2006).
Gruenewald (2003) emphasizes that considering place is important to develop
pedagogies that are meaningful to the ―lives of learners and communities from
which they come‖ (p 4). The value of place-based education has become
increasingly recognized in science teaching and learning (Adams, 2010; Miele &
Powell, 2010). Using the local environment, including city parks, as a focus for
science inquiry can provide children with experiences that allow them to identify
with the information they encounter. Immigrant learners can contribute their
recollections or research about the land, plants and animals of their homeland. In
this model of instruction the cultural capital of students—their prior experiences
and knowledge—contributes meaningfully to meeting learning objectives.
We propose using local cultural and natural resources to support guided-choice
science instruction that capitalizes on informal learning environments as a
resource for meeting specific formal science curriculum objectives.
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1.1. The 5E instructional model
The 5E model organizes science instruction sequentially through learning
experiences of increasing sophistication (Bybee 2006). We use the 5E model to
help children learn science concepts through field explorations. The cycle of
instruction begins with engagement; identifying what children already know.
Children expand their experience through guided-choice explorations. They
explain their new understanding based on these explorations and direct
instruction or reading. Then they elaborate on their explanations by applying
what they have learned to new or more complex situations. Finally, they consider
the meaning of their learning through a process of evaluation. Activities are
organized to move sequentially through the 5E cycle.
The emphasis on engagement and evaluation are especially important when
formally exploring at museums and parks, which are traditionally free-choice
environments. Engagement may begin with the simple question, ―What would
you like most to explore?‖ Evaluation may proceed with the question, ―What was
the most interesting thing you observed or learned on this safari? Why is it
important to you?‖
1.2 Graphic organizers
Graphic organizers are tools for organizing information that have been shown to
make learning easier. They are especially valuable for students with special
needs and English language learners. Graphic organizers include charts, tables,
concept maps, semantic webs, T-charts, KWL charts and others (Jonasson and
Grabowski 1993). They help students organize and reflect on their learning and
have become a standard tool to support science instruction in the classroom.
Graphic organizers can facilitate planning cycles of instruction using the 5E
model. Strategically developed graphic organizers may be the most important
tool for carrying out a successful science learning safari.
Some open-ended guiding questions for graphic organizers using the 5-Es might
be...


Engage: What I know about.... What I want to see at the.... Why I want to
see it....



Explore: Many parks, zoos, botanical gardens, and museums have unusual
rocks, plants or animals. Choose two to observe and draw.



Explain: In what ways are they the same? How are they different? Explain
how the living things have adapted to their environment?



Elaborate: Choose two ecosystems to draw. How are the plants and
animals in this environment interdependent?



Evaluate: How have humans impacted this environment?

1.3. Talking about science
Lauren Resnick suggests that reasoning skills may be developed through
accountable talk, a form of discussion where students defend and justify their
observations and conclusions through the use of evidence and logic (Michaels et
al. 2008). Accountable talk nurtures scientific thinking in children. To help
children learn scientific habits of mind, classroom science conversations should
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follow the conventions of scientific discussions, providing practice in describing
objective observations and using evidence and logic. Graphic organizers can help
children organize their own evidence from field explorations to support
accountable science talk upon return to the classroom. Guided-choice means
each student may have observed different, but related things, providing the class
with a wider range of observations to draw upon in class discussion.

2. Guidelines for Conducting Inquiry in Field Environments
To enhance science learning, teachers should incorporate visits to informal sites
strategically into teaching plans by focusing on key learning objectives. They
should research the field trip site in person or online ahead of time and preview
the different exhibits or places that might support curriculum learning objectives.
Educators should plan to visit only one or two exhibits, a hall, or a specific place
that meets these objectives. Keeping in mind that zoos and museums may be
crowded with other school groups, it is important to decide how and where to
assemble students. Because these sites may be noisy, students should
understand what is expected of them before they enter the main exhibit area.
Graphic organizers are designed to provide most of the guidance students will
need to complete their field assignment. Framing trips as scientific expeditions
with guided-choice to observe natural habitats could promote a spirit of science
learning for personal enjoyment.
Informal education sites allow for the social interactions that are integral in the
learning process. Students should be encouraged to work in groups and it is
important to form these groups before the field trip. Students in the working
groups could engage in pre- and post-visit activities. This will allow for a
seamless transition between the field learning experiences and the classroom.
Field trips can be distracting because of the novelty of the experience, thus
students should have opportunities to practice inquiry, observing, and recording
skills before their trip into the field. Opportunities to practice following class rules
for field trips on short expeditions in or around the school would also be useful.
Post-trip activities are important to maintain the learning continuum from the
field trip into the classroom. Follow-up activities could include additional student
research through reading in texts or online, discussions of observations,
presentations by students, and developing questions for further inquiry. Students
should be encouraged to continue their inquiry by visiting different parks,
museums, zoos or gardens with their families.

3. Suggestions for Selecting Field Sites
Zoos, aquariums, botanical gardens and nature centers typically maintain live
collections whereas museums and science centers are more likely to exhibit
nonliving and preserved collections of scientific artifacts (e.g., mineral
specimens, fossils). All will provide the opportunity to interact with real objects in
designed spaces intended for informal learning. Parents and teachers can support
student learning by deliberate choice of sites for field investigations that support
the learning objectives of the science curriculum. What follows is a brief
discussion of the different kinds of sites with examples of institutions in New York
City and suggested activities that can be used to meet specific science learning
objectives.
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3.1. Museums
Museums are public cultural institutions with a common core mission; to provide
the public with access to exhibits that both educate and entertain. Natural history
museums in cities throughout the world vary in size and specifics of their
collections, but all will provide children with access to unusual natural objects
that support learning core science concepts that most of us would never
encounter in our everyday lives.
Natural history museums or museums specializing in geology, paleontology or
mining, may provide youngsters with the opportunity to observe a variety of
mineral specimens of a size and quality beyond the reach of most schools.
Educators can use graphic organizers to help children record observations of
their favorite sedimentary, metamorphic, and igneous rocks in a museum
collection. They can then use graphic organizers to scaffold comparing their
favorite rocks to rocks they may discover in local parks or those found in local
building stones.
The historic dioramas of the American Museum of Natural History have been a
model for other museums and nature centers. Children can examine dioramas of
a wide variety of different idealized ecosystems. In dioramas, the real objects will
remain still. To expand on this experience, have children compare a diorama at a
museum to a living exhibit at an aquarium or zoo or to an even less controlled
ecosystem at a local park.
Many museums have fossil collections. Fossils tell us everything we know about
the plants and climate in which many extinct mammals and reptiles lived.
Graphic organizers can be used to help children make inferences about extinct
animals based on their own observations of living animals.
3.2. Science Centers
Science centers use current understandings of how people learn science to
design their exhibits. For example, the New York Hall of Science uses concrete
experiences to teach advanced concepts in life science. Microscopes with large
top lenses allow several children to view living and moving microbes at once.
Hands-on experiences and computer interactives demonstrate how molecules
direct a variety of life functions. Using a spectroscope, children can compare
different sources of light and learn about the role that atoms play in producing
heat and light. A series of interactive exhibits allow children to learn about how
the human eye works.
The Brooklyn Children's Museum is an interactive museum designed with the
needs of toddlers and young children in mind. Exhibits are sized for young bodies
and safe for young explorers. Interactive museums offer parents and teachers
active learning opportunities that will support multiple stages of the 5E model of
instruction and often allow students to actively participate in investigations that
would be difficult or impossible to carry out at home or school. Most will have
exhibits that support science learning objectives for every grade level.
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3.3. Zoological parks and aquariums
The Benchmarks for Science Literacy (1993) suggests that all urban children
should have the opportunity to observe a variety of animals at the zoo. Any zoo
will provide opportunities to observe animals in reproductions of their native
environments. Trips to the zoo or aquarium can help youngsters learn many of
the core understandings in life science that are recommended for elementary
school age children.
Young children should learn that living things are found almost everywhere in the
world. Zoological parks allow young people to observe living creatures from other
parts of the world to observe both their physical forms and their behaviors. Bring
children to two different exhibits to allow them to compare and contrast
adaptations to different environments.
Children should be familiar with both the boney skeletons of vertebrate animals
including mammals, fish, birds, and reptiles and the thin exoskeletons of insects
and crustaceans made of chitin. Protective shells may be made of calcium
carbonate as in snail shells, or of bone and skin as in turtle shells. Some animals,
like sea jellies, are soft-bodied and have no skeleton at all.
Aquariums are especially rich sites for comparing and contrasting the physical
features of vertebrate and invertebrate animals. For instance, a graphic
organizer for the aquarium might ask students to select one invertebrate animal
to draw and one vertebrate animal to draw to compare and contrast the physical
features of each.
Older elementary school children should learn that the features of animals can be
used to sort them into categories. There are many different ways to group
animals, such as by behaviors, habitats, or physical features. They should also
understand that organisms interact with one another in various ways, such as by
providing food and shelter or competing for resources.
Employing strategically selected exhibits and graphic organizers that provide an
element of choice will engage students in observations of animals that are
motivated by personal interest.
3.4. Botanical Gardens
According to the Benchmarks for Science Literacy (1993), urban children should
have the opportunity to observe a variety of plants in their neighborhood and
gardens. Primary grade students should know that:


Plants are found almost everywhere in the world.



Plants are often different in different places.



Some plants are similar but others are very different from one another.



Some plants have similar needs for water, sun, and soil and others differ.

Adaptations help plants to survive in different environments. Plants of the
temperate forest differ from plants of the prairie. Ecosystems around the world
vary in rainfall and soil type. They vary in average annual temperatures as well
as seasonal variations and extremes.
Botanical gardens provide many opportunities to engage students in comparing
and contrasting different plants and different ecosystems using strategically

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

461

selected exhibits. Outdoor collections may include ornamental plants from
around the world that can thrive in the local climate. Native plant collections
allow students to observe wild plants that may have become rare due to the
impact of human development. Botanical gardens often group plants by local
habitat, and plant family in outdoor collections. A guided-choice graphic
organizer might ask students to compare the leaves and flowers of a plant in the
monocot family to those of a member of the dichot family.
Indoor conservatories allow students to observe and compare plant adaptations
to different climates and from different ecosystems around the world. Especially
interesting may be plants adapted to extreme habitats such as rainforest or
desert. A guided-choice graphic organizer for a conservatory might ask students
to select one plant from each of these extreme environments to observe, draw
and compare and contrast.
An aquatic plant collection may allow children to observe physical adaptations
that plants have made to live in, on, and near water.
3.5. Parks
City parks are a natural laboratory for field exploration that is free and open to
the public. Designed spaces intended for recreation and access to fresh air, they
also support science learning. They are natural places to go to observe geological
features such as landforms, rocks and soils, ponds, lakes and streams. For
instance, all New York City parks contain geological features the result from a
glacier that covered most of the area fifty thousand years ago. Parks are often
created from geologically interesting areas that are difficult to develop for
buildings or farms. Educators should become familiar with the local geology
revealed in local parks.
Although landscaped and managed, many parks include natural botanical
features, including stands of native trees and understory plants as well as
introduced exotic plants, both wild and cultivated. For example, oak and other
native trees such as black cherry, sweetgum, tulip, maple and white pine still
dominate forested areas in most New York City parks. Educators should allow
students to choose a tree to adopt and use graphic organizers to organize
observations throughout the seasons. Younger children can explore the forest by
collecting fallen leaves and seeds to explore the biodiversity of the forest. Older
children can try their hand at identifying trees using a field guide. Use a graphic
organizer to compare and contrast the leaves and seeds of the trees found in the
park.
Most visitors will be surprised at the wide variety of wild creatures that make
their homes in parks. The forest‘s understory of shrubs, flowers, and herbaceous
plants provides food and shelter for many small animals and supports a complex
food web. New York City parks are home to mammals such as the Eastern
chipmunk, white-footed mouse, cottontail rabbit, raccoon and little brown bat
and to North America‘s only marsupial, the possum. Birds feed on a host of
insects, such as ants and caterpillars, as well as other invertebrates such as
worms, pillbugs and millipedes. They also feed on the herbs and seeds of the
meadows and forests. Graphic organizers can help students record their
observations, to tally the diversity of life they encounter and to compare and
contrast local ecosystems.
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Lakes and ponds
As students visit city parks, zoos, and botanical gardens, they will come across
different bodies of water ranging from small kettle ponds to lakes. Some were
naturally formed by an underwater spring or rainwater collecting in a natural
depression. Others are human-made. Both attract birds, insects, fish,
amphibians, and mammals. Lakes and ponds allow students to observe animal
and plant diversity, adaptations and food chains and webs. Plants are important
to lakes and ponds because they provide food, shelter, and oxygen for other
living things. Around the banks students may find cattails or reeds. Lakes and
ponds are good places to observe insects and other invertebrates. Park waters
may be home to reptiles such as red-eared sliders and painted turtles and to
amphibians such as frogs and toads. Students could discuss which species are
native and which are introduced. Crustaceans such as crayfish may be found in
the ponds, lakes and streams. Fish species may include bluegills, sunfish, and
large-mouth bass.
The ducks, swans and geese that are year-round residents of many city lakes
and ponds are the easiest of birds for young children to observe because they
are large, slow moving and unafraid of people. Graphic organizers can be used to
help students record their observations of adaptations to life in the water such as
long legs, webbed feet and large, flattened bills for straining food from the water,
or to compare and contrast an aquatic environment to another environment.
3.6. Beaches
When we think of a beach we think of sun and sand and water. These are abiotic
factors that impact on all living things at the beach. In addition to these obvious
factors, beaches are exposed to constant onshore winds and wide ranges in
temperature. The living things at the beach have special adaptations to help
them survive in this challenging environment.
Plants that survive in the dunes have water-conserving adaptations. They may
have thick leaves that hold water like the native prickly pear cactus or silvery
leaves to reflect sunlight. Graphic organizers can be used to record and describe
some of the adaptations to life at the seashore or to compare the leaves of plants
at the beach to leaves of plants from an upland park or botanical garden.
The remains of many invertebrate marine organisms can be found on the
seashore. Students may find evidence of a variety of crustaceans or mollusks.
Graphic organizers can be used to categorize the living things found on the
seashore.

Conclusion
Parks, gardens, zoos, museums and beaches are rich resources for inquiry-based
science learning. Educators everywhere should become familiar with the local
informal resources that can support the formal science curriculum. Graphic
organizers and use of the 5E instructional model can help educators and parents
focus children‘s experiences and observations to facilitate science learning in
these rich environments. According to one seventh-grade science teacher who
organized a trip with 130 students to a museum, using graphic organizers with
guided-choice provided students with enough freedom to explore on their own
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but also enough guidance to help them take away important lessons that
resulted in well-informed discussions on return to the classroom.
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Abstract
The recent publication of the Browne Report with reference to the funding of higher
education in the English sector in the UK has raised the stakes as regards the financial
contribution that students will need to make. It has led to the argument that there will
perhaps be a rapid divergence in subject choice with students selecting courses on the
basis of cost-benefit analysis of their financial return. However, in Scotland the position is
different and, although free at present, funding cutbacks and realpolitik pragmatism has
led for calls for there to be a ‗graduate contribution‘. It is therefore timely to consider not
only what financial contribution graduates ought to make but also what their contribution
is in terms of their employability and their civic engagement. These issues are discussed
with respect to the Graduates for the 21st Century project that is currently underway in
Scotland. Different stands of this work have led to a re-evaluation of how we can develop
particular graduate attributes that are beneficial, not only to the graduate, but to wider
society. This paper argues that Scotland‘s tradition of a generalist higher education
provision can maintain this outlook notwithstanding attempts to place a cost on subjects.

Keywords
Graduate – Attributes – Contribution

Introduction
The publication of the Browne Report in October 201020 on higher education
funding in England in the United Kingdom has led to much debate and political
activism over recent months. Its broad acceptance by the U.K.
Conservative/Liberal Democrat Coalition Government, coupled with a period of
substantial spending cuts in terms of block teaching grants, has effectively ended
state support for higher education, except for some limited funding for Science,
Technology Engineering and Mathematical (STEM) subjects. However, the report
points out that only the top 40% of earners will pay back all charges paid out by
the Government upfront; that the 20% lowest earners will pay less than the
current system; and that the return for graduates will be on average 400%.
Therefore, in cost-benefit terms, it would appear that in the words of the report
study will be a ―risk-free activity‖.

20
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The Government has legislated to allow higher education institutions (HEIs) in
England to raise their tuition fees from the current maximum level of £3290 to a
potential £9000 in order to offset the reduction in teaching grants. The majority
have accordingly set their fees for next session at, or close to, this maximum
level. In this context, there is a concern that some less overtly vocational
subjects may be more vulnerable to a market-like situation where employability
and earning potential are the drivers of subject choice.
In Scotland, by contrast, higher education is currently free and there is a crossparty consensus amongst politicians that direct fees will not be introduced.
Instead, it has been argued that a ―Scottish solution‖ should be found to address
the funding crisis in Scottish HEIs brought about the reduction in the overall
block grant from the Westminster Government. Although Scotland does have its
own parliament and some limited tax powers, it is widely accepted that it will
face its share of budget cuts in the national priority to reduce the United
Kingdom‘s deficit. The minority Scottish National Party Government‘s Green
Paper released in December 201021 is a consultation document that lays out
some funding options for consideration. However, given cross-party election
commitments to free higher education, then rationalisation and regional
collaboration would appear to be the only way forward. Moreover, it is also the
case that the potential problem of English ―fee refugees‖ applying to Scottish
HEIs in large numbers, may require a higher fee levy for English students
studying at Scottish universities.
Throughout all of this discussion about the future of higher education, there is
one question that has dominated the agenda: What contribution do graduates
make to national competitiveness and more broadly to a globalised knowledgebased economy and society? This has become acute in the face of the current
economic recession and resulting need for competitive advantage. Graduates are
required to be adaptable, multi-skilled and entrepreneurial, and able to meet the
needs of a rapidly changing world. However, there has been a tension between
the focus on the economic costs and benefits of higher education versus the
notion of social capital investment in relation to the knowledge society.
A critical evaluation of this issue is advanced in the following sections of the
paper through considering the nature of Scottish higher education in the current
global context. Section 1 considers that context in terms of a brief overview of
notions the knowledge society and knowledge economy which are treated as
complementary rather than identical or mutually exclusive. Section 2 addresses
the current ‗Graduates for the 21st Century Theme‘ in terms of the need to
engender attributes that enable graduates to operate within a rapidly developing
knowledge society and economy. Section 3 situates the process of developing
graduate attributes within the context of capitalism and the project of selfrealisation. Section 4 offers an alternative way of conceptualising the current
theme through reconnecting with the tradition of the democratic intellect in
Scottish higher education. Finally, the paper concludes by calling for a vision of
higher education that builds upon that tradition rather following the current
unidimensional focus on competitiveness with respect to employability.
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1. The Knowledge Society and the Knowledge Economy
There has been something of a debate around the differentiation of the terms
‗knowledge society‘ and ‗knowledge economy‘ and the relevance of this for higher
education (Sörlin and Vessuri, 2007). The two terms tend to be used
interchangeably; but it is evident that although they are inter-related, there are
differences between them. The term knowledge society arose from the earlier
term of ‗information society‘ in order to move beyond the notion of technological
change and to include of social, cultural, economic, political and institutional
transformation. Some writers, notably Castells (2001), refer to the informational
society, making the comparison between industry and industrial. In this regard,
Castells draws attention to the ways in which his use of the term informational is
indicative of a form of social organisation in which information is fundamentally
linked to productivity and power. Castells goes on to consider how
informationalism reinforces control over the labour process and extends
capitalism through a ‗networked‘ modus operandi around the world.
However whilst his position has much to say about the reach of informationalism
within the knowledge society in which knowledge is aligned with production, he
has less to say about knowledge as a potentially negotiable, conflicting and
perhaps liberatory aspect of human activities and social relations. In other
words, there is a conflation between the knowledge society and the knowledge
economy that reduces the latter to the former. However, the knowledge society
may also be viewed as distinct from the knowledge economy in the sense that it
is more than a commodity or something to be managed. It can also be regarded
as something that is a participative and interactive process in which benefits the
public good.
For the purpose of this paper, my position is not to become ensnared in debating
the appropriateness of one term or another, but rather to consider how higher
education can support both a transformative role as well as delivering graduates
who are able to operate within the knowledge economy and drive it forward. My
focus is therefore on how students develop both in relation to the knowledge
society and also with respect to their potential employment as part of the
knowledge economy. As Probst, Raub & Romhardt (2000) point out, knowledge is
based on information, but is always bound to persons and constructed by them.

2. Graduate Attributes: Graduates for the 21st Century
This twin focus on the knowledge society and the knowledge economy is a
feature of the ‗Graduates for the 21st Century Enhancement Theme‘ within
Scottish higher education. A major focus of this work is the development of
graduate attributes (GAs) in terms of the qualities that students acquire during
the course of their learning. These qualities are therefore concerned with the
ability to adapt to changing circumstances, to work across knowledge
boundaries, and to become active and engaged citizens.
Scotland has looked to the Australian system of higher education for inspiration
and, in particular, Simon Barrie's work has had a significant impact on thinking
about the nature of generic GAs (Barrie, 2004, 2006, 2007). It is clear from this
work that participation and engagement are considered as being crucial to the
development of GAs. This has gained expression through curricular reforms that
encourage active learning and personal development planning. Therefore, the
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challenge is to ensure that these activities manifestly demonstrate the
development of GAs.
This challenge is not unique to Scotland, but the strong sector-wide focus on GAs
arguably throws it into greater relief. Take the increased diversity of student
population that enters the first year, which is a result of the widening of
participation. How can we ensure that this diverse population acquires those
graduate attributes that we say are crucial to the purpose of higher education?
And how do the varying personal, cultural and economic circumstances of
students impact upon the development of these attributes? How do students
identify with their place in higher education as students, rather than as, for
example, consumers in the light of increased fee payments or contributions? In
this regard, there are parallels to be drawn with the critiques of the consumerist
culture in schooling (see for example, Sandlin and McLaren, 2009).
The widening of participation and the concomitant increased diversity of student
background that has forced us to rethink how we encourage the development of
GAs across such a diverse body of students. There are therefore questions about
the sociological impact on higher education and in what ways the focus on the
development of certain attributes can be squared with such diversity. In a wideranging review, David (2007) notes:
―In the early twenty-first century, there are clearly rich and diverse studies about
and on higher education within a sociological methodological framework. While
many of the studies point to the malign effects of globalization and neoliberalism on the processes of managerialism and bureaucracy, masquerading as
quality assurance, within higher education they also celebrate the ways in which
the new forms of 'academic capitalism' allow for a diverse and potentially
inclusive form of higher education....It remains an open question about what the
future of higher education may hold for subsequent generations into the twentyfirst century: equity or diversity or both?‖ (David, 2007:687)
Given the impact of the current global economic situation and the imperative that
has been placed on higher education to 'deliver' on employability, then David's
point above becomes all the more acute in terms of the drive to develop the
social capital required for the knowledge economy and society.

3. Graduate Attributes, Social Capital and Self-realisation
If GAs are considered as a means of developing the social capital, then a
question that follows is how are related to notions of self-development. It is at
this point that I wish to draw upon the contemporary writing of Petersen (2011)
who draws attention to the way in which authentic self-realisation has become
the guiding normative demand in modern society. His focus is very different from
mine in that he is concerned with how this is related to the pathology of
depression when people fail to maintain a sense of self-development. However, I
want to focus on the flip side of this in terms of the drive to develop graduate
attributes as a form of self-realisation. Therefore although I do not share his
focus on the sociological roots of pathology, I am nonetheless interested in the
manifestation of authentic self-realisation through the vehicle of GAs.
Petersen begins by aligning himself with Boltanski and Chiapello‘s (2005) insight
in The New Spirit of Capitalism, with regard to the emergence of a new
ideological commitment to capitalism based on self-realisation. They argue that
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this commitment is premised on a different normative foundation than previously
adhered to; one based on people‘s engagement with the capitalist system in
terms of the project of self-realisation. Boltanski and Chiapello argue that
capitalism has thrived on critique in order to mutate and adapt to changing
socio-historical circumstances. That critique of capitalism has taken two broad
forms: social and artistic. The social critique has involved exposing the
exploitative nature of capitalism in terms of such as aspects as poverty, social
injustice, and rampant individualism. The artistic critique has focused on the
ways in which capitalism reduces people to being cogs in an economic machinery
and thereby delivering a technocratic and dehumanized society. In other words,
they point out that the artistic critique is concerned with the oppression of
individual creativity, autonomy, spontaneity, and authenticity through the
relentless pursuit of standardisation (Boltanski and Chiapello, 2005: 37).
However, this latter form of critique has taken hold to such an extent that
capitalism has had to move with the times and has in large measure absorbed it
into its own ideological basis by stressing the need for individuals to seek selfrealisation through the various inter-connecting spheres of an individual‘s life (in
work, through education, at home, etc.).
This new form of ideology requires that the individual considers him or herself as
an on-going ‗project‘ of authentic self-realisation. This is attained through
activities that allow this aspect of self to be developed in the workplace, private
life, and leisure. Given this logic, and the rapidly changing world of the
knowledge economy and society, individuals must learn to develop and deploy a
range of attributes that allow them to be flexible, mobile, enterprising, creative,
adaptable, and malleable. As Petersen notes in direct reference to the work of
Chiapello and Fairclough:
―What is relevant is to be always pursuing some sort of activity, never to be
without a project, without ideas, to be always looking forward to, and preparing
for, something along with other persons, who are brought together by the same
drive for activity.‖ (Chiapello and Fairclough, 2002: 192)
It is but a short step from this characterisation of modern subjectivity to consider
the common stock of GAs, such as ―flexible collaborators‖, ―active enquirers‖ and
―creative handlers of complexity‖ as nothing less than an attempt to specify the
normative content of self-realisation. And yet, there is a clear tension here for
some between what they regard as the academic nature of personal
development leading to personal growth and the concomitant contribution to an
educated citizenry, and the underlying national imperative that requires
knowledge linked to economic wealth creation. However, in an era of mass
higher education, it is often the latter that is a priority for governments, and no
more so than in the current economic climate. The graduate contribution to
society is considered in terms of both individual and wider societal wealth
creation. This is considered as the return on the financial and personal
investment in higher education.
It is therefore the case that with the concept of GAs, the purpose and meaning of
higher education qualifications now extends to that of individual behaviour. An
individual‘s personal and social patterns of behaviour have become normalized as
part of his or her portfolio of graduate attributes related to ‗employability skills‘.
This new rhetoric represents fundamental change in how higher education is
legitimated; one in which it is less in terms of subject-specific qualifications and
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more towards the possession of attributes that equip graduates to respond to the
changing nature of the labour market. In this sense, the personal is made public
and in effect codifies desired individual behaviour resulting from the educational
process. The whole notion of GAs is one that is bound up with an ideology of selfrealisation in relation to changing circumstances. This discourse taps into
zeitgeist of the times; an age of insecurity and risk (Beck, 1992), of individualism
set in relation to appeals to market-like structures and globalisation where these
are considered as a normative ethic for guiding action (Sennett, 1998), of
constant self-reinvention capable of producing greater freedom but also anxiety
(Elliot & Lemert, 2006). The requirement for graduates to be adaptable and
entrepreneurial has therefore never been greater set within a world of instability
and uncertainty. Indeed this is still further compounded by the shift in
transferring the funding of higher education from state to student and the
assumption that they will select courses on the basis of perceived employability
advantages.

4. Another Perspective: Graduate Attributes and the Democratic
Intellect
It would be fair to say that higher education is in a state of transformation across
the world as it responds to the growth of the knowledge economy. There has also
been a realization that the process of globalisation requires undergraduates to be
exposed to an education that will develop self-realisation that is aligned to
citizenship. The 2009 synthesis report from the Global University Network for
Innovation (GUNI) entitled Higher Education at a time of Transformation: New
Dynamics for Social Responsibility draws attention to the many challenges
confronting the sector that stem from those of wider society: beyond the 'ivory
tower' or 'market-oriented university' towards one that innovatively adds value
to the process of social transformation. The report argues that the creation and
distribution of socially relevant knowledge is something that needs to be at the
core of university activity, thereby strengthening their social responsibility. As
the GUNI report puts so well, this calls for us to rethink the purpose of higher
education; a purpose that is one of transformation rather than transmission:
―The central educative purpose of HEIs ought to be the explicit facilitation of
progressive, reflexive, critical, transformative learning that leads to much
improved understanding of the need for, and expression of, responsible
paradigms for living and for 'being' and 'becoming', both as individuals alone and
collectively as communities.‖ (GUNI, 2009: 7)
This notion of higher education as educating citizens with a sense of civic
awareness chimes with another Scottish higher education tradition: that of the
democratic intellect (Davie, 1961). However, a note of caution needs to be
sounded in that it is set within the context of ever increasing costs for those
entering higher education and a legitimating rhetoric of ‗employability‘. There is
little room here for notion of citizenship and the democratisation of knowledge
that involves, not simply the development of expertise, but also the importance
of bringing in ‗knowledge from below‘ in terms of forging a real connection with
lived experience. To do otherwise might risk opening up new spaces for critical
debate and alternative ideas and practices. As Lyotard (1984: 4) put it in The
Postmodern Condition, we are left with an ―exteriorization of knowledge with
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respect to the ‗knower,‘ at whatever point he or she may occupy in the
knowledge process.‖
These questions go to the very heart of what graduate attributes are being
developed for and the nature of university education. It has long been recognised
that learner autonomy is a crucial aspect of these attributes in terms of such
aspects as self-regulation of learning and time management, the ability to
generate one‘s own sense of enquiry, and the development of academic skills in
making connections between conceptual knowledge and practice. However, given
the points made above about the rapidly changing nature of knowledge society
and economy, the learner autonomy also involves the ability to adapt to change
and to be able to evaluate different kinds of knowledge. In addressing this
aspect, it is worth considering the words of Ron Barnett (2011) who writes:
In a world of liquid knowledge, where knowledge has become knowledges
jostling and even competing with each another, there are knowledge spaces:
universities can approach knowledge – and are doing so – in radically different
ways. Barnett, 2011: 32)
It is therefore arguable that HEIs need to consider GAs related to the notion of
self-realisation as something that needs to be developed for and beyond the
knowledge society in an effort to preserve the standing of higher education as an
institutional public good within what is otherwise a focus on the corporate ends
of the knowledge economy and, at times, the excessive mantra of preparing the
‗knowledge workers‘ of the future. HEIs have contributed more than their share
in preparing graduates for the economy, but they have perhaps been less
successful in developing the attributes of citizens who are able to advance the
general democratic quality of their society and workplace.

Conclusion
The development of graduate attributes, and the contribution they make to the
individual and to society, positions the experience of higher education within the
context of a rapidly developing knowledge economy and society. The nature of
that society is something that is of course contested itself and how one acts on
the basis of knowledge. Whether the knowledge economy and society is regarded
as a projection for future development, a here-and-now reality, or even as some
would have it, a possible blight on our lives, requires higher education to address
the educational and social issues that it raises. Whatever attributes are
developed, and whatever economic or social investment is made in higher
education, it would be desirable to obtain some balance between a concern with
knowledge not only as a form of work, but as, something that is connected with
a desire understand and learn from others; not principally as a means of
individual competitiveness in the knowledge economy, but as something that is
considered as relevant to the widening participation agenda and to the
development of educational opportunities; and not simply as a way of operating
in the knowledge society, but as a responsibility to develop a broader, more
cosmopolitan understanding of different forms of knowledge and how these can
lead to a more democratic sense of community. A tall order, yes, but one that
moves higher education in a direction that takes forward the framework of
graduate attributes in a more holistic and inter-connected manner.
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Résumé
L‘activité professionnelle des enseignants n‘est pas concevable sans le travail en équipe.
Au stade de la formation elle est organisée en cycles. Les enseignants doivent travailler
en étroite collaboration pour mener à bien leur objectif et poursuivre le travail commencé
par des collègues. Tous ces faits obligent les étudiants en Licence à maîtriser le travail en
équipe et à se former dans ce sens. Cette compétence générique devient aussi
importante en raison de sa relation avec d'autres compétences, comme la pensée
analytique, la pensée synthétique, la réflexion critique et partagée, la gestion du temps
de travail, la participation à la prise de décision, etc. L‘objectif de cette communication
est de permettre l‘évaluation du niveau d‘acquisition de cette compétence par les élèves
de première année en Licence qui se destinent au métier de professeurs des écoles à
l‘Université de Jaén en Espagne. Nous avons conçu une échelle de Likert, nous avons
fourni les informations nécessaires pour élaborer une étude exploratoire et descriptive,
qui a donné des résultats en fonction des niveaux de compétence des élèves et de leur
points de vue exprimés.

Mots clés
Compétence travail en équipe, formation des futurs enseignants, analyse descriptive

Introduction
La formation basée sur l‘approche par compétences nous renvoie à un discours
de caractère transnational, si l‘on tient compte de son incidence dans beaucoup
de pays ainsi que des appuis des organismes internationaux.
Nous pouvons ajouter, comme l‘affirme Bolívar en (2008), que «ce discours
s'inscrit (...) dans le contexte de la transition de nos sociétés industrielles basées
sur le travail propres à la première modernité à d‘autres fondées sur la
connaissance et où le travail, la formation et l'éducation sont orientés vers
l'acquisition de compétences plus que vers les qualifications spécifiques pour des
tâches prescrites» (p. 35). La compétence, comme l‘a indiqué Pérez (2011), «est
la capacité à mobiliser des ressources pour pouvoir-faire pouvoir-faire sans être
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une simple application ou une reconstruction, mais un savoir-faire avec comme
valeur ajoutée la singularité de chacun» (p. 78). Nous voudrions indiquer que
notre conception de la compétence n'est ni le savoir ni le savoir-faire.
La justification du travail en équipe des étudiants découle des réflexions
antérieures, et, selon Pérez et Quijano (2006): «est caractérisée par
l'interdépendance positive générée entre les membres du groupe. Elle stimule
aussi chez les étudiants le sens de la responsabilité partagée avec les autres
membres du groupe afin d'atteindre leurs objectifs. Elle permet de plus le
développement de capacités interpersonnelle, telle que la complémentarité du
travail, le consensus et l'acceptation d'autres conceptions différentes des nôtres»
(p. 41). Travailler en équipe suppose favoriser un apprentissage actif, mettre sur
pied des groupes de travail, définir des lignes de recherche à travers un dialogue
critique entre tous les membres du groupe, proposer des sujets de discussion,
travailler dans des dynamiques de groupe, etc.

1. La compétence générique «travail en équipe» dans la formation
des étudiants en Licence de professeurs des écoles en Espagne
Il y a une idée que nous ne devons pas oublier lors de la planification de
l'éducation à l'université, idée centrale des observations suivantes :
«L'évolution vers une société de la connaissance comprend principalement que
chaque personne assume que l'intégrité et l'intégralité de l'être humain est
façonné dans une dimension incomparablement supérieure aux possibilités
matérielles et à toute possibilité de transformation. Cette dimension est tout à
fait essentielle pour distinguer un modèle social qui suppose que le groupe est
une unité d'apprentissage, qui différencie, examine et apprécie le caractère
unique de chaque membre de l‘institution scolaire et sa contribution au groupe
comme une organisation apprenante» (Perez et Quijano, 2006, p. 27).
En plus de tous les aspects cités qui considèrent le travail collaboratif favorable à
la formation de l'individu, nous ne voudrions pas ignorer l'importance que ce
concept a du point de vue ontologique et des sociétés d'apprentissage. La prise
en considération de l'identité de «l‘autre» dans les sociétés qui apprennent ne se
résume pas seulement à la question spécifique à «l'autre», mais aussi avec une
réponse de «l'autre», c‘est l‘idée derrière la nécessité pour le travail collaboratif.
Comme l'ont affirmée Villa et Poblete (2008): «La tendance à s'associer avec
d'autres personnes (...) afin d'atteindre les objectifs au-delà de ce qui peut être
individuel est quelque chose vers lequel que nous avons tendance à aller dès
l‘enfance» (p. 241).
En parlant de la compétence générique «travail collaboratif», nous devons
prendre en considération certaines questions transversales, qui essaient de
définir quels sont les aspects visés de la vie sociale et professionnelle de
l‘homme. Ainsi, nous considèrerons le nombre de personnes au sein d'un groupe,
les tâches proposées, le rôle de ses membres, les règles de fonctionnement
mises en place, la prise de décisions, les processus de communication ou la
résolution des conflits de communication, entre autres. Ces aspects et d'autres
débouchent sur la détermination de leurs taux d‘efficacité et en viennent à
s'identifier avec leurs unités de compétence. Mais d'autres aspects longitudinaux
doivent être considérés, nous faisons référence aux niveaux de réussite dans le
domaine de la compétence: un premier niveau concerne l'engagement éthique
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des élèves dans l‘acceptation et l'exécution des tâches, le respect des délais
convenus ou la reconnaissance des objectifs communs comme prioritaires; un
deuxième niveau de réalisation des compétences implique la prise en charge des
aspects décrits, ainsi que l'engagement pour le fonctionnement du groupe, en
prenant le consensus comme un moyen de parvenir à des accords et la
considération des contributions de «l'autre» comme un enrichissement; et enfin,
un troisième niveau qui propose un développement du leadership partagé, qui a
besoin de la créativité, de l‘initiative, de la capacité d'initier et de maintenir
l‘enthousiasme dans le temps, ainsi que de faciliter la mise en place de projets et
d‘objectifs.
Cette compétence est considérée comme centrale, car elle suppose une réflexion
synthétique et analytique, critique et réfléchie. La capacité est liée à la gestion
du temps et du travail, à la participation à la prise de décisions et à la gestion
des objectifs de gestion. Elle a également des répercussions sur l'amélioration de
la communication interpersonnelle, la gestion des conflits et l'exercice du
leadership participatif.
La signification de la compétence «travail en équipe» dans la formation
des futurs professeurs des écoles.
Nous allons citer divers aspects qui renforcent la formation des étudiants à
travers leur aptitude à exercer cette compétence. L'élève a besoin d'établir des
relations avec les enseignants, avec d'autres collègues, des rapports qui
concernent l'étude, le travail de groupe, l'évaluation par les égaux, les activités
sportives, l‘aide à l'orientation, etc. Mais quand il commencera sa vie
professionnelle, le futur enseignant aura aussi besoin de travailler en
collaboration avec les enseignants de même niveau ou d‘un autre, avec des
groupes d'innovation, etc.
La maîtrise de cette compétence exige des compétences de socialisation et des
intérêts interpersonnels, des valeurs sociales très marquées qui facilitent la
croyance en l'intégrité, l'honnêteté et l'efficacité des « autres »;mais aussi des
techniques de communication interpersonnelle; de la maturité pour accepter les
différences d'opinion et, s‘il y a lieu, assumer les positions des «autres»; la
conviction de l'efficacité du travail en commun, lorsqu'il est bien fait ; la
solidarité et la croyance en un enrichissement mutuel qui fournit l'échange
d'idées. Nous pouvons dire aussi, comme Alonso-Martin et d'autres (2011), que
la compétence « travail en équipe » est l'une des plus prisées par les étudiants.
Nous avons justifié l'importance et la signification de cette compétence.
Maintenant, nous voulons savoir comment les étudiants de première année en
Licence de professeurs des écoles en Espagne la maîtrisent et quelle est leur
disposition à la mettre en pratique.

2. Objectifs de la recherche
Nous proposons les objectifs suivants :
1. Connaître le point de vue des étudiants de première année en Licence de
professeurs des écoles en Espagne quant à la structure et à la signification pour
leurs études de la compétence travail en équipe ou collaboratif.
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2. Évaluer le comportement du point de vue des étudiants (niveau de dispersion)
autour de quatre options de réponse proposées.
3. Vérifier si les points de vue des étudiants, selon le sexe, sont sensiblement
différents, par rapport aux diverses dimensions proposées dans l'échelle de
Likert.

3. Méthodologie de la recherche
3.1. Le contexte et les participants
L‘échantillon correspond à cent dix élèves inscrits en première année de Licence
de Professeurs des écoles en Espagne (72 femmes, 65,46%, et 38 hommes,
34,54%). Nous avons considéré le sexe comme une variable démographique, car
cette approche comparative à l'étude des élèves a été étudiée par d'autres
chercheurs comme «une caractéristique qui peut avoir une influence sur les
résultats d'un groupe en général (une réaffirmation) et où la proportion de
femmes a tendance à faire augmenter le rendement du groupe correspondant»
(Collado et Utrero, 2009, p. 3).
3.2. Instrument de collecte de données, la fiabilité et la validité de
l'échelle
Nous avons utilisé une échelle de Likert comprenant 49 énoncés, répartis en cinq
dimensions: le travail collaboratif, la participation des étudiants en travail de
groupe, l‘organisation de l'activité, la cohésion des membres du groupe et
l'évaluation sociale de l'activité du groupe. L‘analyse de la fiabilité du coefficient
Alpha de Cronbach nous a donné une corrélation de 0,77, un niveau de
cohérence suffisant pour considérer que chaque élément mesure réellement ce
que l‘on apprécie à tout moment.
3.3. Le type d’analyse effectué
Nous avons effectué une étude descriptive pour recueillir l'avis des étudiants sur
le niveau de compétence qu'ils ont pour l'exercice du travail collaboratif dans
leurs activités scolaires et leur volonté de travailler en collaboration. Nous avons
introduit la variable descriptive «genre» afin de savoir si le fait d‘être un homme
ou une femme a une influence sur la perception que les étudiants ont par rapport
à la pratique du travail collaboratif, et pour cela nous avons utilisé la
comparaison statistique des moyens à travers une analyse de variance à un
facteur.
3.4. L'analyse statistique appliquée
3.4.1. L‘analyse descriptive
Nous avons effectué l‘analyse de chacune des cinq dimensions indiquées de telle
sorte que pour la dimension «le travail collaboratif des étudiants», l‘échelle
montre qu‘ils sont «plutôt d'accord» avec: «travailler en groupe» (fréquence de
56, 50,9 %, intervalle de 3,24 ± 0,663 = 3,90 / 2,58); «promouvoir un sens de
l'engagement dans le groupe» (fréquence de 56, 50,9%, intervalle de 3,33 ±
0,665 = 3,92 / 2,62); « générer des idées originales au sein du groupe »
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(fréquence 56, 50,9%, intervalle de 3,27 ± 0,648 = 3,91 / 2,62); « rechercher
un consensus avant la prise de décisions » (fréquence de 56, 50,9% , intervalle
de 3,31 ± 0,632 = 3,91 / 2,62); « le respect des engagements du groupe, même
si cela signifie une certaine impopularité » (fréquence de 52, 47,3%, intervalle
de 3,04 ± 0,94 = 3,98 / 2,10), « les membres du groupe doivent fournir leurs
opinions » (fréquence de 60, 54,5%, intervalle de 3,13 ± 0,665 = 3,79 / 2,46).
Toutes les questions ont un mode 3, ce qui signifie que la réponse la plus choisie
est: « être tout à fait d'accord ». De même, il semble que l'intervalle, tenant
compte de la dispersion d'un sigma, soit 68% des étudiants interrogés, soit 75
étudiants, ont exprimé une opinion sur les questions posées, y compris « plutôt
d'accord » et « tout à fait d'accord ».
Dans d'autres aspects, ils sont «tout à fait d'accord» pour « utiliser l'humour
pour adoucir les tensions dans le groupe » (fréquences de 54, 49,1%, intervalle
de 3,42± 0,626 = 4,04 / 2,79). Cela dit, nous pouvons déduire que les élèves
montrent « être tout à fait d'accord » pour travailler en équipes, si le niveau de
sigma spécifié entre le fait d'être « plutôt d'accord » et être « tout à fait
d'accord » est d‘un. Les élèves ont la même opinion quant à l‘acceptation par le
groupe du « le sens de l'engagement » et « donner leur avis ». En ce qui
concerne leur avis quant au fait d' « être d‘accord », 92,7% des étudiants
considèrent qu'il est important de « utiliser l'humour pour adoucir les tensions
dans le groupe ».
Tableau 1: Statistiques descriptives de la dimension « le travail collaboratif des
étudiants »

En ce qui concerne la dimension « la participation à des activités de groupe »
pour les étudiants, les données de l‘échantillon sont principalement regroupées
autour de la réponse « plutôt d'accord » en ce que « l'implication des différents
membres du groupe change en intensité en fonction de leur engagement »
(fréquence de 62, 47,3%, intervalle de 2,82 ± 0,744 = 3,56 / 2,07), dans « le
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besoin des efforts de chaque membre du groupe afin que la participation génère
la motivation chez les autres composants » (fréquence de 48, 43,3%, intervalle
de 3,29 ± 0,734 = 4,02 / 2,55) ; situation qui côtoie la situation générale d'être
« tout à fait d'accord », que « les gens qui sont dispersés dans leurs
interventions diminuent l'efficacité du groupe » (fréquence de 48, 43,3%,
intervalle de 2,89 ± 0,782 = 3,67 / 2,10) ; qu‘il est important d‘« exprimer
ouvertement mon point de vue sur une question » (fréquence de 62, 56,4%,
intervalle de 3,07 ± 0,660 = 3,73 / 2,42); les répondants ont exprimé qu' « ils
sont chaotiques dans l'exposition de sa pensée » (fréquence de 60,54,5%,
intervalle de 2,91 ± 0,671 = 3,58 / 2,24), et qu‘ils ont aussi tendance à
« chercher l'approbation de leur groupe dans leurs interventions (fréquence de
70, 63,3%, intervalle de 2,91 ± 0,724 = 3,63 / 2,18); les répondants se
montrent « ouverts à la collaboration avec les autres » (fréquence de 68, 61,8%,
intervalle de 3,13 ± 0,692 = 3,82 / 2,44); et ils sont capable de « je m'attends à
des situations à affronter les difficultés et à méditer sur les solutions possibles
avant de prendre une décision » (fréquence de 46, 41,8%, intervalle de 3,76 /
1,88). Ils rapportent être « tout à fait d'accord » avec ceux qui considèrent que
« nous devons écouter attentivement les opinions des autres membres du
groupe (fréquence de 54, 49,1%, intervalle de 3,31 ± 0,739 = 4,04 / 2,76).
Il est à noter aussi que, dans l‘intervalle d'un sigma, 68% des personnes
interrogées, nous trouvons les opinions « plutôt d'accord » à propos de « il faut
exprimer une opinion propre sur une situation », et que dans le cas du plus
grand nombre d'adhésions à ce choix de réponse, l‘intervalle est de 3,73 à 2,42.
Les étudiants considèrent être « plutôt d'accord » par rapport à « nous devons
écouter attentivement les points de vue des membres du groupe », le 82,7% des
répondants se concentrent à l'égard de l'opinion « plutôt d'accord » et « tout à
fait d'accord », mais l‘option la plus choisie est « tout à fait d'accord » (4) et l‘
intervalle de 4,04-2,76.
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Tableau 2: Statistiques descriptive de la dimension « la participation à des
activités de groupe »

Les opinions exprimées par les données de l‘échantillon sur la dimension
« l'organisation de l'activité », se présentent comme suit. Les répondants sont
« tout à fait d'accord » sur le fait que « la dynamique de groupe encourage la
collaboration » (fréquence de 36, 32,7%, intervalle de 2,78 ± 1,09 = 3,87 /
1,69), ce qui représente une grande dispersion de l'avis des répondants, de
« plutôt d'accord » à « en désaccord », tandis que le choix le plus fréquent est
« tout à fait d'accord »(4). En ce sens, les opinions sur le fait que « lorsqu‘on
doit prendre une décision de groupe, il faut réfléchir sur la question proposée »
(fréquence de 44,40%, intervalle de 3,22 ± 0,783 = 3,95 / 2,41).
Les étudiants sondés sont « plutôt d'accord », sur les thèmes suivants:
« l'engagement des étudiants avec le groupe n'est pas déterminée par son
fonctionnement » (fréquence de 56, 50,9%, intervalle de 2,78 ± 0,783 = 3,56 /
1,99), « les membres du groupe savent clairement quel est leur rôle »
(fréquence de 58, 52,7%, intervalle de 2,84 ± 0,852 = 3,69 / 1,99), « il faut
être une personne active et dynamique dans le groupe » (fréquence de 68,
61,8%, intervalle de 3,02 ± 0,729 = 3,75 / 2,29); « il faut tenter de dynamiser
le groupe afin que les actions de ses membres soient pertinentes, claires,
concises et concrètes » (fréquence de 54, 49,1%, intervalle de 2,73 ± 0,485 =
3,54 / 1,88) ; « présenter des situations qui motivent la tâche lorsque l‘on
hésite » (fréquence de 72, 65,5%, intervalle de 3,05 ± 0,588 = 3,64 / 2,46);
« même si tous les points de vue sont intéressants, je n‘hésite pas au moment
de prendre une décision » (fréquence de 52, 47,3%, intervalle de 2,98 ± 0,729
= 3,70 / 2,25).
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En ce qui concerne « la cohésion du groupe », les personnes interrogées ont
exprimé les points de vue suivants, qui consistent à être « plutôt d'accord » avec
« on doit déposer la confiance dans les personnes qui intègrent le groupe de
travail auquel on appartient » (fréquence de 52, 47,4%, intervalle de 3,25 ±
0,722 = 4,02 / 2,53); « éviter les conflits » (fréquence de 64, 58,2%, intervalle
de 2,89 ± 0,758 = 3,65 / 2,13); « j‘appuie les membres du groupe quand ils ont
quelque chose à apporter » (fréquence de 50, 45,5%, intervalle de 3,31 ± 0,810
= 4,12 / 2,50). Sur cette question, les élèves se prononcent à 45,5% « plutôt
d'accord » et à 45,5% à « tout à fait d'accord »; « on doit développer les idées
des autres et essayer de les améliorer » (fréquence de 54, 49,1%, intervalle de
3,36 ± 0,617 = 3,98 / 2,74); quant à « la cordialité est essentielle pour
maintenir la cohésion du groupe » (fréquence de 48, 43,6%, intervalle de 3,25 ±
0,747 = 4,02 / 2,48); « j'aime servir de pont pour promouvoir l'harmonie entre
les membres du groupe » (fréquence de 48, 43,6%, intervalle de 3,31 ± 0,687 =
3,99 / 2,62). Sur ce point-là, les fréquences et les pourcentages sont distribués
de façon égale entre « plutôt d'accord » à « tout à fait d‘accord »; et finalement,
« je m'adapte à travailler avec différents personnes » (fréquence de 76, 69,1%,
intervalle de 3,05 ± 0,556 = 3,60 / 2,49).
Finalement, une réflexion sur le comportement des points de vue présentés par
les étudiants sur « l‘évaluation sociale de l'activité du groupe »: Les répondants
considèrent les avantages procurés par le travail collaboratif de façon modérée,
de sorte qu‘ ils se regroupent dans l‘option « plutôt d'accord » et qu‘ ils
déclarent que « les procédés acquis dans la vie d‘étudiant seront très utiles pour
développer leur rôle de l'enseignement » (fréquences de 54, 49,1%, intervalle de
3,36 ± 0,617 = 3,98 / 2,74); « le travail de groupe peut détecter plus facilement
les raisonnements erronés » (fréquence de 62, 56,4%, intervalle de 3,33 ±0,665
= 3,99 / 2,66) ; que « je suis prudent dans l'évaluation du travail des autres
membres du groupe » (fréquence de 62, 56,4%, intervalle de 2,76 ± 0,663 =
3,42 / 2,09) ; que « les personnes qui ne prennent pas au sérieux les travaux du
groupe engendrent des troubles parmi les autres membres » (fréquence de
66,60%, intervalle de 3,04 ± 0,634 = 3,67 / 2,40). D‘après l'intervalle, nous
pouvons dire que les étudiants apprécient grandement les procédures acquises
dans leur formation initiale, qu‘elles sont très utiles pour jouer plus tard leur rôle
d‘enseignant. Ces opinions sont concentrées entre les « tout à fait d'accord » et
« plutôt d'accord ». Cette fois-ci, l'avis des personnes interrogées se répartit
également entre « plutôt d'accord » et « plutôt pas d'accord » sur l'évaluation du
travail des autres membres du groupe, avec un intervalle compris entre 3,42 /
2,09, ce qui représente le point de vue partagé par « plutôt d'accord », 56,4%,
et « plutôt pas d'accord », 30,9%.
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Tableau 3: Statistiques descriptives pour la dimension « l'organisation de
l'activité »
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Tableau 4: Statistiques descriptives pour la dimension « la cohésion du groupe »

Tableau 5: Statistiques descriptives pour la dimension « l'évaluation sociale de
l'activité du groupe »

4.4.2. Comparaison des moyennes: analyse de la variance à un facteur
Nous avons effectué une analyse de variance (ANOVA à un facteur) pour voir s'il
y avait des différences significatives entre le fait que les étudiants soient de sexe
masculin ou féminin et leurs vues sur les différentes unités de compétence de la
compétence générique « travail en équipe ou collaboratif ». Il a été constaté que
les valeurs se situaient entre 0,070 et 0,974, et qu‘aucun item ne présentait de
différence significative niveau de signification inférieur à notr niveau de référence
(de 0,05).

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

483

Conclusion
Les élèves considèrent positive l'incidence du travail collaboratif dans leurs
études et insistent sur la reconnaissance de l'engagement des membres du
groupe dans les contributions des idées originales. Pour eux, les points forts du
travail collaboratif se situent dans la participation, l'engagement commun et
l‘apport d‘idées.
Tout le processus ci-dessus se matérialise à travers la participation aux activités
de groupe, tout en introduisant les nuances suivantes: cette participation est
déterminée par le degré d'engagement des élèves et par leur enthousiasme, et
leur désir de s'intégrer dans l'organisation. Il n'est pas moins vrai que
l'approbation des autres renforce et améliore l'estime de soi chez les élèves, ce
qui se traduit par l'équilibre du groupe. Les élèves soulignent leurs vues sur
l'importance de la participation, ce qui indique combien il est essentiel d‘exprimer
des opinions personnelles, ils font de même remarquer les difficultés produites
par les membres du groupe qui ne précisent pas la synthèse de leurs
interventions. Cette réflexion provient peut-être du fait qu‘ils considèrent
chaotique l'expression de leur pensée et qu‘ils cherchent avant tout à obtenir
l'approbation du groupe ; mais cela ne les empêche pas d‘être ouverts à la
collaboration avec d'autres ni de pouvoir anticiper les situations pour y trouver
des solutions raisonnables. Voilà pourquoi ils considèrent essentiel de rencontrer
d'autres personnes qui expriment des opinions, de les partager et de les
améliorer.
En ce qui concerne l'organisation de l'activité, ils trouvent que la dynamique de
travail renforce la cohésion du groupe grâce à l‘aide de la réflexion en commun.
La pensée va générer une nouvelle dynamique à travers des interventions
pertinentes, claires, concises et saura porter des situations qui motiveront la
tâche et faciliteront la prise de décision.
Finalement, nous considérons que la reconnaissance sociale qu'ils perçoivent du
travail en collaboration dans leurs études, se reflète dans leur profession future,
afin de détecter d'éventuelles erreurs et faire preuve de prudence lors de
l'évaluation des travaux des autres. Toutefois, comme Oiyun (2010) nous a
indiqué: « on a besoin de certaines stratégies pour coordonner les efforts
individuels (...) de sorte que la collaboration efficace puisse avoir lieu » (p.1273).
On peut considérer aussi, en général, que les opinions des étudiants sont
regroupées autour de deux options de réponse, en particulier autour de « plutôt
d'accord » et « tout à fait d‘accord », tandis que la valeur de sigma (α) des
différents items est comprise entre 0,589 et 0,938.
Enfin, l'analyse de variance a confirmé que la variable démographique, le sexe,
n‘a généré aucune différence significative dans les opinions des étudiants selon le
sexe.
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Abstract
The education of First Nations children living on on-reserves (i.e., First Nation) in Canada
is the constitutional responsibility of the federal government of Canada. However, this
responsibility is difficult to find in the literture. Usually, education is referred to as the
exclusive responsibility of the provinces and territories. The lack of awareness has
resulted in the development of two very separate and very unequal systems of special
education in Canada. The provincial and territorial systems have developed special
education laws and comprehensive systems of special education (e.g., programs,
policies, personnel, etc.) for their students with special needs. In comparison, the federal
government of Canada has done neither. The absence of a comprehensive system of
education has many consequences for First Nations students with special needs. These
students and their families are often faced with the decision to leave their home
community to attend a provincial school that has access to special education personnel
and services or to remain in a First Nations school without.
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Introduction
The education of First Nations children living on on-reserves (i.e., First Nations)
in Canada is the constitutional responsibility of the federal government of
Canada. However, this responsibility is difficult to find. Reports on education in
Canada usually state that education is the exclusive responsibility of the
provinces and territories.
The Council of Ministers of Education, Canada (CMEC) clearly believes that
education is the constitutional responsibility of the provinces and territories.
Numerous CMEC reports on education in Canada emphasize that education is the
responsibility of the provinces and territories. For example, ― Within its federal
system of shared powers, Canada‘s Constitution Act, 1867, provides that ―[I]n
and for each Province, the Legislature may exclusively make Laws in relation to
education …‖ (CMEC, 2004, p. 11).
Not surprisingly, special education in Canada is also viewed as the responsibility
of the provinces and territories. Dworet & Bennett (2002) ―Special education in
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Canada – unlike that in the United States – is solely controlled by each of the 10
provinces and three provinces‖ (p. 22). A textbook on special education
(Edmunds & Edmunds, 2008) noted ―In Canada, education is the jurisdictional
responsibility of the thirteen individual provinces and territories‖ (p. 15). Two
separate pan-Canadian examinations of special education programs and services
offered in schools throughout Canada ignored those offered by the federal
government in First Nations schools (Timmons, 2001; Timmons & Lupart, 2003).

1. Federal Government Responsibility - Constitutional
The statements of provincial exclusivity in education are incorrect. When the
constitution was repatriated in 1982, the Constitution Act, 1982 added Part II Rights of Aboriginal Peoples of Canada. What is missing from the CMEC‘s
statements and the others is Section 35 (1) proclaims ―The existing aboriginal
and treaty rights of aboriginal peoples of Canada are hereby recognized and
affirmed‖ (Department of Justice, Canada, 2008).
Treaty rights included education. Each of the numbered treaties (1-11) had an
education clause. For example, Treaty 1 stated ―And further, Her majesty agrees
to maintain a school on each reserve hereby made whenever the Indians of the
reserve should desire it‖ (INAC 2009a, p.2). Treaty 9 (INAC, 2009b) included this
education clause ―Further, His Majesty agrees to pay such salaries of teachers to
instruct the children of said Indians, and also provide such school building and
educational equipment as may seem advisable to His Majesty‘s government of
Canada‖ (p. 2).
The Auditor General of Canada (1986) noted that the federal government and
the Minister of Indian Affairs are responsible for the education of First Nations
children living on reserves. The report stated ―The Indian Act empowers the
Minister of Indian Affairs to provide specific educational services to Indian
children between the ages of 6 and 17 who ordinarily reside on a reserve …‖
(p.14).
Later, in 2000 the Auditor General released another report (Auditor General of
Canada, 2000) on the education of Indians or First Nations. The report noted
that there was no ―formal articulation of the Department‘s role or responsibilities
in education‖ (p. 4).
The report was highly critical of the department in the area of special education.
It found that ―there was no process of mechanism to ensure that students were
being appropriately identified and assisted‖ (p. 7). The report was concerned
about the ―lack of diagnostic expertise‖ (p. 7) at the First Nations school level.
Concerns were also raised about special education funding. INAC did not know if
funding was being used properly. Despite special education funding per special
needs student ranging from $2,047 to $65,650 there was ―no process or
mechanism to ensure that special needs were being served‖ (p.7).
Four years later, the Auditor General of Canada (2004) released another report
on the department of Indian and Northern Affairs Canada. This report again was
concerned about not being to find any articulation that ―clearly defined the
Department‘s roles and responsibilities‖ (p. 8). Regarding funding, the report
noted that ―the Department does not know whether funding to First Nations is
sufficient to meet the educational standards it has set…‖ (p.3).
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Finally, a Minister of Indian and Northern Affairs Canada, Hon. Jim Prentice,
emphasized the absence of education legislation and the lack of an education
system for First Nations students attending schools on reserve. His department
was responsible for the education of these students. His description of the
current system was:
There is, in fact no education system for First Nations …
there are no national norms, no determined courses, no
teaching certificate required. All the other children in
the country benefit from the legal protection in the field
of education. The only children deprived of this security
are First Nations children on reserves.
(First Nations Education Council, 2009, p. 29)
The absence of a comprehensive system of education, including special education
programs and services, has many consequences for First Nations students with
special needs. These students and their families are often faced with the decision
to leave their home community to attend a provincial school that has access to
special education personnel and services or to remain in a First Nations school
without (Assembly of First Nations [AFN], 2005).

2. Special Education in First Nations Schools
Special education services and programs in First Nations schools have been
ignored for many years. In 1986, the Minister of Indian and Northern Affairs
Canada recognized that students attending schools on First Nations ―did not have
available to them the kind of special education services which may be available
to students in a provincial school‖ (INAC, 1986, p.2). He then stated that it was
his department‘s goal ―to provide for a level of education which is comparable to
that provided by neighbouring school jurisdictions‖ (p. 2).
The goal was commendable. However, First Nations students with special
education needs continued to be removed from their home communities to
receive assistance in provincial schools due to the absence of special education
support (Assembly of First Nations, 1988).
First Nation groups across Canada were trying to develop systems and policies
for special education. The Cree School Board in northern Quebec developed a
policy framework for special education. The framework included policies and
procedures for screening, identification and individualization, as well as personnel
such as resource/special education teachers and regional consultants (Nicholls &
Bobbish, 1992; Cree School Board, 1994). The First Nations Education Council
(2000a) in Quebec published a special education policy in 1992. In Nova Scotia,
First Nations developed a special education policy manual. This manual (Den
Heyer, 2004) was adopted from the provincial special education policy. It
included sections on school building access, funding, and policies on
administrative responsibilities, procedures, individual education plans, transition
planning, parental involvement, assessment, etc.
In 1998, the Assembly of First Nations (AFN, 1998) passed a resolution regarding
the disparity of funding for special education in First Nations schools. The lack of
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adequate funding caused many students with special needs to attend schools in
provincial schools. INAC (2002) found that students with special needs were
―forced to attend provincial schools to receive services because special education
services were not funded in First Nations schools‖ (p. 22). More (2004) reported
that some students with special needs were not in First Nations schools because
―All of them had either moved off reserve to attend a provincial school, were
living in foster homes off the reserve, or the parents had placed them in the
provincial school because the community school was not able to provide the
support services they require‖ (p. 12).
Martin (2009) in a newspaper article on First Nations education throughout
Manitoba asked the question ―Should a special needs child attending a First
Nations school in Manitoba expect regular access to school psychologists, social
workers, speech and language pathologists, reading clinicians and other
specialists‖ (p. H3). The article then described the realities of teaching and being
a student in a First Nations school in Manitoba. Rebecca Ross, a director of
education from Cross Lake lamented the sad state First Nations schools as she
spoke ―All the things southern students take for granted, our children cannot
enjoy those. The truth has to come out, that our education is not comparable to
the public schools‖ (p. H3).
Recently, the Government of Canada examined issues concerning First Nations
education (Standing Senate Committee on Aboriginal Peoples, 2010). Invited
speakers spoke to the committee on their experiences in First Nations education.
One speaker, Ms. Claudine Van Every-Albert, a councilor from the Six Nations of
the Grand River, spoke of special education. Obtaining adequate funding for
assessment and programming support was a concern as she spoke:
We need to catch up and have all of the children tested who need testing. We
need special education rooms where we can work with the student as needed.
For children who are hearing impaired or speech impaired or vision impaired, we
need enough money to send them to relevant programs or to develop our own
programs. Sometimes we might use up a significant part of our special education
budget on one child. That has happened in the past. (p. 9)
The absence of specialist support is a common complaint of First Nations schools
throughout Canada. Provincial schools are able to access specialists and
consultants from regional or school boards/divisions. Policies and procedures are
in place to ensure that the educational needs of students with special needs are
met. The same cannot be said for First Nations schools. There is no guarantee
that special education specialists, consultants, policies and procedures are
available for First Nations students with special needs in the First Nations school.
However, the federal government will provide special education funds for First
Nations students with special needs if they leave their local First Nations school
to attend a provincial school.

3. Special Education Statistics
The percentage and numbers of students with special needs in First Nations
schools across Canada are difficult to determine for two reasons. First, INAC
expects First Nations schools to follow provincial special education terminology
and criteria. This criteria and terminology differs across Canada. The second
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reason is that many students with special needs have left the First Nation to
attend a provincial school off-reserve.
In Quebec, the First Nations Education Council (2000b) estimated that 52% of
their students were special needs. In Nova Scotia, Den Heyer& Wein, (2001)
found the incidence to be 31%. In Alberta, one school estimated that 20% of
their students had mild to moderate disabilities (Fortin, 2004). In Ontario, Fulton
(2007) found that 18% of the student population was being served in the special
education program. In British Columbia, figures ranged from 21.2% (Kavanagh,
1999), 30.6% (More, 2003), 29.8% (Auerbach, 2007), and 30.13% (First
Nations Education Steering Committee/First Nations Schools Association, 2009).
Hurton (2002) noted a special education project in a First Nations school in New
Brunswick that had identified 25% of the students needing special education
services. INAC has reported that the percentage of students with special needs
attending schools on First Nations ranged from 2.3% to 22.5% with a national
average of 10.2% (INAC, 2007).
The Ontario Public School Board (2005) reported on a presentation given to
them by a Toronto Star reporter and a psychologist who had completed a study
of special education needs in First Nations schools in northwestern Ontario. The
results were astounding. The longer students stayed in school, the further behind
they were. For example, in Grade 3, 58% of the students were two or more
behind. By Gr. 8, the figures rose to 95%. Students were assessed using the
Canadian Tests of Basic Skills. Subtests in vocabulary, word analysis, reading
comprehension, and math computation subtests. The report found that 75% of
the students met the provincial criteria for exceptionality.
These figures compare unfavourably with the provincial special education
percentages. The Ontario Ministry of Education in 2005-2006 has estimated that
the ―percentage of students receiving special education programs and services
sits at 13.72% of which 9.06% have been formally identified through an
Identification Placement and Review Committee‖ (Bennett, Dworet, & Weber,
2008, p. 34)

4. Funding & Assessment Disparities
Matthew (2000) estimated that provincial funding for students with special needs
was ―4.88 times greater‖ (p. 31) than INAC‘s. A year later, Matthew (2001)
noted ―significant discrepancies are apparent in the area of special needs‖ (p.
52). He commented ―if First Nations are expected to provide school programs at
a standard at least equal to the provincial system, then adequate funding must
be made available for the purpose‖ (p. 52).
In a study (Hurton, 2002) of special education policies and funding described
many of the difficulties encountered by First Nations in providing for their
students with special needs. The study found that First Nations schools in
Ontario, British Columbia New Brunswick, and Quebec received no funding for
second level special education support services. This type of support would
include specialists such as psychologists, speech and language pathologists. In
Saskatchewan, funding was available for some second level services for First
Nations schools. However, the additional funding was not directed to special
education. Two years later, Hurton (2004) identified a funding gap of $6,709 in
the Alberta region of INAC. A provincial school would receive $11,709 per
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identified Special Education Behaviour Disordered student. A First Nations school
would receive $5000 (p. 4).
A special education report of the Ogemawahj Tribal Council (Bigwin, n.d.) noted
the ―absence of a regional Special Education policy guideline and formal funding
protocol‖ (p. 6). Again, there was no special education funding for second level
services. Assessments and special educational programming assistance from
specialists (e.g., psychologists, speech and language pathologists, psychiatrists,
professional counseling, occupational therapists, etc.) were provided on a
contract or a fee for service basis. The current system lacked consistency. The
report recommended that a special education policy be developed. The report
also recommended funding second level special education services at the tribal
council or regional level.
Recent studies in northwestern Ontario First Nations indicate that many problems
remain with special education programs and services. Mamow Sha-way-gi-kaywin (2010) found difficulties with identifying students with special needs. The
report noted that while educational assessments had been completed, ―no
psychometric testing or specialized testing‖ (p. 9) had been completed. Similar
concerns over assessment were found in other First Nations communities.
Mamow Sha-way-gi-kay-win (2009) noted that students in Kitchenuhmaykoosib
Inninuwug were ―not being properly assessed for learning disabilities‖ and that
―consistent testing is not available …‖ (p. 9). If students were identified there
was ―limited resources‖ (p. 9) for them.
Another report on Webequie First Nation (Mamow Sha-way-gi-win, 2007)
provides an example of difficulties encountered by education staff to provide for
their students with special needs. Additional requests for funding were required
throughout the special education process, e.g., assessments, resource materials,
training. These requests took time. The result was that:
Children often lose a whole school year while the school (special education
resource teacher) tries to get funding. As a result, students are either held back
a grade or advanced into the next grade before they are ready. Students often
become frustrated with the process, this leads to an escalation of problematic
behaviour and increased difficulty in diagnosing and addressing special needs.
(p. 17)
Not surprisingly, the academic achievement levels of student at this school were
estimated to be three to four years behind those students in provincial schools. A
general feeling throughout many of these school and community reports is
frustration with the educational system. Students who require assistance are not
getting the educational help they need.

5. Summary
The federal government of Canada has the constitutional responsibility for the
education, including special education, of First Nations students attending
schools on reserve (i.e., First Nations) throughout Canada. Despite this
constitutional responsibility, the federal government has been reluctant to
provide for First Nations students with special needs. Historically, First Nations
schools have had difficulty obtaining additional special education funding and
services.
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There is evidence that there are two very separate and unequal systems of
providing special education services and programs to First Nations schools in
Canada. First Nations schools do not receive adequate funding for students with
special needs. Parents of these students have to make a difficult choice. Either,
have their child remain in the First Nations school with limited special education
supports (e.g., assessment, program, etc.) or send their children to a provincial
school with a comprehensive system of special education programs and services.
While the federal government has consistently used the provincial government‘s
special education systems as templates for First Nations to aspire to, it has never
provided the provincial level of financial support to develop comparable special
education services and programs. The result is that First Nations schools and
students with special needs are often bewildered and uncertain. First Nations
schools are supposed to provide the provincial levels of special education, yet,
these services and programs are not available at the school or tribal council
levels due to inadequate funding.
Ms. Deborah Jeffrey, from the First Nations Education Steering Committee from
British Columbia summarized the frustration of many First Nations educators with
the following comment and questions. She spoke to the Standing Senate
Committee on Aboriginal Affairs (2010). Her comment was ―There is a significant
discrepancy between levels of support available to First Nations schools in
comparison to provincial schools and my question to you is: Why are our children
valued less than other Canadians? Why are we not afforded the same
opportunity in terms of educational programming needs? (p.16)

Conclusion
The federal government can not state that their reluctance to adequately fund
special education services and programs in First Nations schools is a recent
phenomenon or that more study is required. Special education in First Nations
schools has been an issue since the early 1990s. First Nations and their
educational organizations have developed many special education proposals for
the development of a comprehensive system of special education programs and
services. However, the federal government has not acted upon these many First
Nations‘ proposals and recommendations.
What is difficult to understand is the federal government‘s refusal to adequately
fund the First Nations schools for special education. While additional funding may
not available for a student with special needs in the First Nations school, the
funding is there if and when the student leaves to attend a provincial school.
Such actions make it very difficult for First Nations schools to develop a
comprehensive system of special education programs and services.
There can be no doubt that students with special needs are attending the First
Nations schools on reserves throughout Canada. These students and their
parents have often been forced to choose between attending their local school
without special education supports (i.e., specialists, programs) or to leaving their
home, language, and community to receive assistance in a provincial school. It is
time that these students and their parents are not forced to make this choice.
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Recommendations include:


The federal government of Canada must acknowledge their constitutional
responsibility for the education of students attending schools on
reserves/First Nations throughout Canada.



The federal government must collaborate with First Nations to develop an
education law, including special education.



The Minister of INAC must become a member of the Council of Ministers of
Education, Canada (CMEC).



INAC officials must collaborate with First Nations to establish a
comprehensive special education system of programs and services
throughout Canada.



Adequate funding must be available for First Nations to develop such a
special education system.
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Résumé
Question de recherche: L‘enseignement de l‘histoire des sociétés et des cultures à travers
les livres de voyage. Nous étudions trois textes européens publiés en Espagne et en
France au XVIe siècle: le « Libro de viajes » de Benjamin de Tudela, le « Voyage en
Egypte » de Pierre Belon du Mans et le « Viaje de Turquía » de Fernández de Oviedo
(auteur probable de ce texte anonyme), trois livres à composante ethnographique. Notre
objectif est de proposer un enseignement des assises de la société et de la culture fondé
sur l‘intérêt de certains textes classiques qui ont été délaissés en faveur de textes
purement littéraires. Nous suivons une méthodologie comparatiste de ces textes et des
informations que les manuels scolaires nous offrent sur les mêmes sujets. En fonction
des besoins et des objectifs de l‘apprentissage, nous soutenons que ces textes devraient
faire partie des livres scolaires de littérature et d´histoire. La littérature de voyages à
forte composante ethnographique nous fournit des contenus éducatifs importants pour
l‘enseignement de la culture et de l‘histoire des societés.

Mots clés
Histoire– Ethnographie–Education

Introduction
Nous étudions trois textes écrits ou publiés en Europe autour de 1550 et qui ont
en commun le thème du voyage de l‘Occident à l‘Orient de la Méditérranée: le
« Libro de Viajes », le « Voyage en Egypte » et le « Viaje de Turquía », sont des
textes importants du point de vue de l‘ethnographie et plus ou moins
intéressants du point de vue de la littérature. L‘enjeu critique de leur étude est
en rapport avec les nouveaux besoins d‘apprentissage pour les étudiants
européens, qui doivent pouvoir trouver dans les documents historiques et
littéraires les traces d‘une ‗culture du voyage‘ dans le cadre géographique de la
Méditérranée.
Un livre de voyages de la littérature médiévale espagnole: le Libro de Viajes de
Benjamin de Tudèle.- Selon une idée assez répandue dans les milieux
universitaires les livres de voyages ne font pas partie de la tradition littéraire du
monde hispanique, mais en réalité ceci n‘est qu‘une vérité partielle. Il n‘y a pas,
en Espagne, de tradition culturelle pour ce type de littérature du point de vue de
la continuité du genre, ce qui n‘a rien d‘étonnant, compte tenu de l‘importance
du sous-genre des chroniques du Nouveau Monde dans la littérature espagnole
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du XVIè siècle. Les livres de voyages, dans le sens classique du terme,
correspondent à des discours sur les variations du Monde Connu, tandis que les
chroniques du Nouveau Monde sont des discours descriptifs sur un Monde
Inconnu. Mais le premier livre de voyages de la tradition européenne, le livre
fondateur du genre littéraire en Europe est le Libro de viajes du juif espagnol
Rabbi Benjamin de Tudèle, écrit en alphabet hébraïque dans la langue juive
parlée dans le nord de l‘Espagne au XIIè siècle. L‘auteur du livre était un savant
juif de la ville de Tudela, dans l‘ancien Royaume de Navarre qui commença,
entre 1159 et 1167, un pèlerinage par le monde, depuis la Navarre jusqu‘en
Inde, en passant par Byzance et l‘Iraq. Les informations qu‘il donne des
communautés juives dans tous ces pays et de la vie en Jérusalem,
Constantinople et Damas sont des documents historiques importants, comme le
souligne ce paragraphe moderne: « Benjamin de Tudèle (XII siècle è.c.) cite le
mur occidental, mais aucun autre voyageur médiéval ni aucun savant résidant à
Jérusalem ne sý réfère. Ce n‘est qu‘après la conquête de la Palestine par les
Ottomans (1517) que le mur occidental commence à être cité comme lieu
saint. »22. Le Libro de viajes a été clairement sous-estimé par les professeurs et
enseignants surtout parce qu‘il nétait pas écrit ni en latin ni dans en aucune des
langues parlées dans la péninsule ibérique. Nous pouvons ajouter une autre
raison pour ce manque d‘intérêt: ce n‘est pas un livre intéressant du point de vue
littéraire: il n‘offre pas de métaphores élaborées, de descriptions remarquables ni
de caractères intéressants pour l‘analyse littéraire. Le style littéraire y est simple,
sobre et scientifique, visant à montrer et à décrire la réalité d‘une façon objective
et non à produire un effet esthétique. Il cherche surtout à présenter l‘information
et l‘inventaire des données d‘intérêt et, sans aucun doute, il y a réussit:
« Pendant la seconde moitié du XIIè siècle, le voyageur espagnol Benjamin de
Tudèle décrivit les quatre tribus de Dan, Ascher, Zabulon et Naphtali, installées,
selon lui, près du fleuve Gozan. Il parle aussi des tribus de Ruben, Gad et de la
moitié de la tribu de Manassé, qui habiterait à Khaibar, au Yemen »23. C‘est
justement ce trait de style qui fait sa modernité, proche en cela des livres des
explorateurs du XVIIIè, Bougainville, Cook ou Malaspina, qui font des voyages
autour du monde en vue d‘acquérir des connaissances scientifiques pour les
décrire aux lecteurs. On a dit que le Libro de viajes n‘avait eu aucune influence
dans la littérature espagnole, ce qui est sans doute vrai ; pourtant son influence
a été importante dans la culture européenne, comme le prouvent les éditions
suivantes: en hébreu: Constantinople, Soncino, 1543 ; Brisgau, Siphroni, 1583 ;
Leyden, Elzevir, 1633 ; Amsterdam, Caspar Sten, 1698 ; Altdorf, Johann Adam
Hessel, 1762 ; Sulzbach, 1782, Warsaw, 1838. Hébreu et Latin: Leyden, Elzevir,
1633. Latin: Antwerp, Plantin, 1575 ; Leyden, Elzevir, 1633 ; Halmstadt, Mueller,
1636 ; Lepizig, Teuner, 1764 ; en anglais: London, Puchas, 1625 ; London,
1784 ; London, 1808 ; en français: Amsterdam, 1734 ; The Hague, 1735 ; Paris,
1830 ; en néérlandais: Amsterdam, Jonas Rex, 1666 ; en allemand et hébreu:
Amsterdam, 1691 ; Frankfort on Main, 1711.
L‘importance de ce livre vient de son intérêt pour les aspects anthropologiques et
historiques. Les communautés juives de l‘époque de Benjamin de Tudèle
pourraient être considérées comme des environnements fermés avec leurs lois et
coutumes propres et même avec des formes propres de gouvernement. Il faut
souligner que la tradition scolaire et universitaire , pour ce qui concerne les livres
22
23

Dictionnaire Encyclopédique de Judaïsme, p. 704.
Ibidem, p. 1031.
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d‘enseignement de l‘histoire, a imposé un modèle privilégiant les livres
spécifiquement historiques, comme les chroniques et les abrégés, en laissant de
côté les livres de voyages. Nous proposons une approche différente et plus large,
qui considère les différents genres littéraires, notamment les livres de voyages,
comme des documents pouvant apporter des informations valables, voire
essentielles, pour reconstruire la culture matérielle et spirituelle d‘une société,
d‘un pays et d‘une période de l‘histoire. Dans le cas de Benjamin de Tudèle nous
pouvons avons une idée assez claire de la façon de vivre des juifs du Moyen Age,
de la tolérance ou du manque de tolérance des autres peuples ou de leurs
gouvernements envers cette minorité, et de la façon de gérer les affaires de la
communauté, comme c‘est, par exemple, le cas de la communauté juive de
Salonique:
Il s‘agit d‘une très large ville, avec 500 juifs, à peu près, y compris le chef rabbi
Samuel et ses fils, qui sont des savants. Le roi le reconnaît comme le chef des
juifs. Il y a aussi R. Sabbataï, son gendre, R. Elijah et R. Michel. Les juifs y sont
sous l‘oppression, vivant du commerce de la soie.
Dans un paragraphe de trois lignes Benjamin de Tudèle nous fournit un abrégé
précis et bien informé de la situations des juif de Salonique. Nous pouvons en
déduire ceci: le nombre des juifs n‘était pas important, probablement à cause
des pogroms. Leur chef était surveillé par le roi, qui veillait à maintenir au moins
une minorité de juifs en fonction de son propre intérêt et de ses besoins
(d‘argent, sans doute). Et finalement l‘activité principale dans le commerce de la
soier, une denrée de luxe, ce qui nous dit qu‘il s‘agissait d‘une communauté
prospère. Un autre paragraphe d‘intérêt est consacré aux Assassins, une secte
de l‘Islam vivant dans une montagne presque inaccessible, qui semait la terreur
dans tout l‘Orient par saon hardiesse et sa façon d‘agir contre ses ennemis. Les
actions gestes les plus importantes de la secte furent l‘assassinat de Nizam-alMulk et deux attentats contre le sultan Saladin. L‘information de Benjamin de
Tudèle est assez remarquable:
Il y a deux jours de voyage jusqu‘à Gebal ou Baal-Gad au pied du Liban. Aux
alentours il y a des gens qu‘on appelle Al-Hashishim. Ils ne croient pas dans la
religion de l‘Islam, mais ils suivent et obéissent un homme de leur propre foi,
qu‘ils vénèrent comme un prophète et tout ce qu‘il leur dit ils le font, pour la vie
et pour la mort. Ils l‘appellent Sheik-al-Hashishim, et il est connu et nommé
comme Le Vieux de la Montagne (…) ils sont fidèles entre eux-mêmes mais ils
sont aussi une source de terreur pour leurs voisins, car ils arrivent même à tuer
leurs rois, même si cela leur coûte la vie.
Ainsi donc, nous pouvons extraire des informations d‘intérêt à partir d‘un couple
de paragraphes assez courts et cela pour de domaines différents:
anthropologiques, politiques, statistiques, histoireriques et géographiques.
Puisque nous disposons d‘un texte tellement très intéressant, pourquoi ne pas en
profiter? Parce qu‘il s‘agit ‗seulement‘ de littérature de voyages ? Ce n‘est pas un
texte purement historique, ni purement littéraire. C‘est pourquoi ce type de
textes est son exclus en même temps et de l‘enseignement de l‘histoire et de
l‘enseignement de la littérature. Mais c‘est justement parce qu‘ils appartiennent
aux deux catégories qu‘ils sont valables et probablement plus utiles pour
l‘enseignement. Les livres de voyages devraient être considérés en tant que
matériel pédagogique commun aux deux disciplines d‘un point de vue plus large,
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qui tientne compte en même temps des projets éducatifs des autorités du
Ministère et des besoins d‘apprentissage des élèves.
Le « Voyage en Egypte », de Pierre Belon du Mans, publié en 1553, mais écrit à
partir de 1547, est une source inépuisable de renseignements sur l‘Orient. Son
éditeur moderne Serge Sauneron souligne «sa curiosité, son sens de
l‘observation, la précision scientifique de ses descriptions». En effet, Belon du
Mans, lecteur attentif de Pline et Dioscoride, fournit un ensemble d‘informations
dans la lignée de ce que son contemporain, l‘espagnol Gonzalo Fernández de
Oviedo, venait de raconter sur les Indes d‘Amérique dans son « Historia general
y natural de las Indias »24, dont le premier volume avait été publié en 1535 et le
deuxième en 1552. Pour ce qui concerne la seconde moitié du XVIème siècle le
livre de Belon a connu un remarquable succès en langue française: six éditions à
Paris, peut-être une à Lyon 1558, et trois autres à Anvers. Il a connu deux
éditions en Angleterre au XVIIe et deux autres en Allemagne au XVIIIe. La
qualité de la description que Belon nous offre à propos du village de Pharagou,
dans le Chapitre LXI de son œuvre, est fort remarquable et, en tout cas, un
véritable exemple de travail d‘ethnographie:
Nous trouvasmes un grand village à l‘entrée de ceste bouche, habité d‘Arabes,
nommé Pharagou, ou il n‘y avoit que trois ou quatre maisons basties: car les
villages de ces pays lá ne consistent pas en maisons elevées, mais au nombre
d‘hommes qui habitent dessous les Palmiers au descouvert, ou dessous les
rochers: car ils cavent leurs habitations en terre, comme lon voit advenir en
Touraine, & Lodunois, & en plusieurs autres lieux le long des rivieres de nostre
France. Un Genissaire y tua une corneille avec sa harquebouse, laquelle il
presenta à monsieur de Fumet. Le village de Pharagou nous sembla plaisant,
au regard des pays que nous avions cheminé: car il y ha bel ombrage de
Grenadiers, Palmiers, Oliviers, Figuiers, Poiriers, & autres arbres fruictiers.
C‘est le premier village que nous ayons trouvé depuis le Caire, excepté le
Sues. Après que fusmes refraischiz de l‘eau douce, & en eusmes beu nostre
saoul, & renouvellé la provision, & remply noz oudres, & recouvert de la chair
fraische, comme poulailles, chevres, moutons, & aussi des fruicts, sçavoir est,
pommes, poires, grenades, & raisins frais, & que chacun se fut reposé,
pensasmes à recharger bagage, & continuer nostre chemin. Les hommes de ce
pays sont contents d‘habiter dessous les palmiers au descouvert, qui est la
cause qu‘ils sont de couleur d‘ Olive. Et pource qu‘il ne pleut gueres sur eux, il
leur suffit avoir leurs maisons faites de rameaux de Palmiers, appuyées
encontre les troncs, pour les defendre quelque peu de la vehemence du Soleil.
Les asnes, chevaux, chameaux, moutons, chevreaux, bœufs, vaches, chevres,
poulles, & autres animants de ce pays, sont beaucoup plus petits, & de
moindre corsage, que ceux d‘Egypte. (Belon du Mans 1970: 126a).
Outre la particularité de retrouver l‘orthographe du temps de Rabelais, ce qui
nous permet de poser quelques questions sur l‘évolution de la langue et sur les
‗us et coutumes‘ des imprimeurs, le texte est sans doute important parce que
c‘est le produit d‘un regard attentif sur la réalité des hommes et de leur
environnement. Il s‘agit d‘un texte à forte composante didactique: le contenu du
texte, sa matière scientifique, est sans doute intéressant ; mais la typologie
textuelle a aussi quelque chose à nous dire: c‘est un texte descriptif. Il ne se
24

La traduction du livre XLII a été publiée en 2002 par l‘Université de Marne-la-Vallée,
sous le titre Singularités du Nicaragua dans une édition de Louise Bénat-Tachot.
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passe presque rien du point de vue de la narration, mais le sujet de l‘énonciation
est au pluriel ; c‘est un Nous, ce qui nous donne déjà une perspective de lecture.
En plus, la façon de raconter les choses ou de montrer ce que l‘œil voit, cherche
surtout l‘objectivité. C‘est sans doute l‘héritage de Pline, maintes fois mentionné
dans le texte.
Nous avons parlé de Gonzalo Fernández de Oviedo et de son « Histoire générale
et naturelle des Indes », le premier livre moderne de la Renaissance européenne.
Proche d‘Erasme de Rotterdam, disciple intellectuel de Pline, Oviedo, qui a connu
personnellement Léonardo da Vinci, César Borgia, Machiavel et a côtoyé la
plupart des humanistes européens, il a été le premier écrivain qui nous a raconté
le Nouveau Monde d‘un point de vue scientifique. Soucieux surtout de rendre
d‘une façon objective les documents, il introduit des dialogues lorsqu‘il n‘est pas,
lui-même, la source directe de l‘événement:
On interrogea un autre cacique nommé Misesboy: il répondit qu‘il était chrétien,
et qu‘on lui avait versé de l‘eau sur la tête ; mais qu‘il ne se rappelait plus le
nom qu‘on lui avait donné. F.-Savez-vous qui a créé le ciel et la Terre ? I.Quand j‘étais enfant, mon père et ma mère m‘ont dit, que c‘était Tamagostat et
Cipattonal. F.- Qui étaient-ils ? des hommes, des cerfs, ou des poissons ? I.- Je
ne sais, mes parents ne les ont jamais vus ; ils en ont seulement entendu parler:
je ne sais s‘ils sont dans l‘air ou ailleurs.» (Fernández de Oviedo 2002:85).
Cette façon d‘intégrer le dialogue dans un texte narratif permet de traiter le
contenu scientifique de l‘œuvre dans une perspective littéraire caractérisée par
l‘emploi alternatif et complémentaire de la narration, la description, le dialogue
et les formules typiques du fonctionnaire qui établit le procès-verbal d‘un fait
commun ou le document administratif du cadastre. Tantôt il se rapproche du
dialogue de théâtre, tantôt il insère des chiffres détaillés dans son récit. Le
dialogue sert à approfondir les personnages et les chiffres servent à créer l‘effet
de réalité que l‘historien et l‘ethnographe se doit d‘imposer à son récit. Ce sont
des éléments de création littéraire que Fernández de Oviedo connaissait de
longue date, car il avait écrit et publié en 1519 le « Claribalte » un roman de
chevalerie suivant la mode littéraire de l‘ « Amadis de Gaule ». Dans les années
1550-1555 il approfondit l‘idée de présenter les caractères personnages à travers
les dialogues pour écrire les « Quincuagenas », des portraits de personnages
historiques. C‘est la même technique de composition que l‘on trouve dans le
« Viaje de Turquía », le chef d‘oeuvre du sous-genre littéraire des livres de
voyage et, selon l‘avis de Marcel Bataillon, le livre érasmien25 le plus important
écrit en Espagne au XVIème siècle. Le « Viaje de Turquía », vraisemblablement
œuvre de Fernández de Oviedo26, va plus loin que ne l‘avait fait Belon du Mans ;
ce n‘est plus un ‗Nous‘, au pluriel, qui raconte ce qu‘il voit, mais trois
25

Il s‘agit d‘un texte manuscrit, daté de février de 1557 qui nous a été transmis par cinq
copies du XVIe et XVIIe siècles. Dans les frontières de l‘hétérodoxie il fait l‘éloge
d‘Erasme, mais aussi de Melanchton. Ce même Melanchton auquel Francisco de Enzinas,
professeur à Louvain, mort en 1552, avait dédié ses Mémorables. Le Viaje de Turquía a
dû attendre la date de 1905 pour être publié. D‘après Laura Alcoba ―Si l‘auteur du
dialogue est sans aucun doute un fervent érasmien, c‘est a priori sur d‘autres questions
qu‘il manifeste cette filiation intellectuelle et idéologique‖ (Alcoba 2001: 463).
26
Marcel Bataillon croyait que l‘auteur du livre était le médecin espagnol Andrés Laguna,
traducteur du traité de Dioscoride, ‗ou quelqu‘un qui lui ressemblait comme un frère‘
(Bataillon 1956: 121). L‘analyse lexicale du texte, et surtout du Prologue, prouvent,
statistiques à l‘appui, que l‘auteur de ce chef-d‘œvre est Fernández de Oviedo.
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personnages, Pedro de Urdemalas, Juan de Voto a Dios et Matalascallando, qui
nous montrent à travers leurs dialogues le voyage de Pedro de Urdemalas,
prisonnier à Constantinople jadis et prompt dorénavant à satisfaire les questions
de ses amis à propos de sa vie sous la Sublime Porte. Le « Viaje de Turquía »
s‘inscrit dans une tradition scientifique et littéraire européenne, comme le
souligne Laura Alcoba27, mais ce livre représente un tournant essentiel par la
profondeur des analyses ethnographiques, mais aussi par la qualité de son style
littéraire. Le récit excelle surtout lorsqu‘ il nous rend le portrait de la Sultane de
Constantinople, femme exceptionnelle du point de vue personnel et du point de
vue politique. On voit bien que le texte soulève un sujet important pour la
sociologie, et plus précisément, pour la sociologie de l‘image de la femme sous
l‘Islam. Le « Viaje » s‘éloigne des images d‘Epinal transmises par la littérature de
fiction, avec ses femmes sensuelles et plantureuses, pour tracer le portrait d‘une
femme énergique dans ses décisions politiques et ferme dans ses actes de loi. La
forme littéraire du dialogue renforce l‘effet de réalité en opposant le récit des
expériences de Pedro de Urdemalas, captif du Turc, aux points de vue de ses
compagnons, Juan de Voto a Dios et Matalascallando, éberlués devant ces
nouveautés de l‘Orient. Le sous-genre ‗Livre de voyages‘ est dépassé de loin
pour rentrer dans le domaine de ce que nous connaissons aujourd‘hui comme
‗documentaire‘. En ce sens le texte permet de poser des questions d‘actualité au
XXIème siècle, ce qui n‘est sans doute le moindre de ses mérites. C‘est le cas
aussi pour ce qui concerne l‘analyse de la religion et des pratiques de culte en
Turquie et aussi en Grèce, quitte à nous montrer aussi les superstitions des
pratiques dans le monde chrétien, sous un angle clairement érasmien.

Conclusion
Les manuels scolaires d‘histoire choisissent toujours des textes historiques pour
enseigner des concepts d‘histoire, tandis que les manuels scolaires de littérature
choisissent toujours des textes en fonction de leur niveau esthétique en vue de
proposer l‘étude des valeurs ‗littéraires‘. Le sous-genre ‗livres de voyages‘ se
trouve dans une sorte de ‗no man‘s land‘ pédagogique, et pourtant ils répondent
aux besoins d‘apprentissage beaucoup mieux que ne le font les textes purement
historiques ou purement littéraires. Des sujets parfaitement clairs du point de
vue des contenus historiques, comme c‘est le cas des données économiques, le
commerce de la soie, les finances, la diversité culturelle, les formes de la vie
religieuse ou l‘importance de la femme dans la société sont mieux développés
dans les livres de voyages (dont la qualité littéraire varie énormément) que dans
les textes de la tradition historique ou littéraire. Du point de vue des besoins
d‘apprentissage des étudiants il serait bon de les intégrer dans les ‗lectures
choisies‘ pour tenter de mettre d‘accord la pratique pédagogique réelle et la
théorie administrative du Ministère de l‘Enseignement.

27

―Lecteur assidu de Menavino, Georgevits, Bassano, Belon du Mans et d‘autres encore,
l‘auteur n‘ignore pas les lois du genre, mais il les tourne volontiers. L‘exploitation des
sources (…) se trouve paradoxalement mise au service d‘une représentation renouvelée
et enjolivée du monde turc.‖ (Alcoba 2001: 463).
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Abstract
Question de recherche: Déterminer les connaissances des élèves en matière de langues
étrangères (anglais et français) pour ce qui concerne la formation des futurs maîtres pour
les niveaux maternelle, primaire et secondaire dans une communauté avec deux langues
propres (espagnol et galicien). Objectifs: Analyser les différents niveaux et domaines
d‘application scolaire et les décalages entre ce que les futures maîtres connaissent, ce
qu‘ils croient connaître et ce qu‘ils doivent connaître pour mener à bien leurs fonctions
dans l‘enseignement. Méthodologie: Nous essayons d‘établir d‘abord le niveau des
connaissances des étudiants au moyen d‘un test sur leurs connaissances lexicales (35
mots, distribués entre noms d‘objets, d‘animaux, de végétaux et de métiers) et d‘un
autre test complémentaire sur la syntaxe. Ces noms proviennent d‘une oeuvre pour les
enfants écrite par le poète tchèque Vítězs Nezval. Pour ce qui concerne les enfants de
l‘école maternelle nous proposons un modèle intégré par a) un texte du poète Ivo Štuka
avec des illustrations pour les enfants, b) un travail pratique fondé sur l‘emploi du
théâtre pour renforcer les acquisitions lexicales, et c) un jeu communicatif associant les
unités lexicales à des métaphores formelles ou fonctionnelles.

Mots clés
Langues – Métaphore –Théâtre

Introduction
1. La didactologie28 des langues a contribué à préciser des notions théoriques sur
les éléments utilisés dans la pratique de l‘enseignement des langues et sur le
28

Le terme ‗didactologie‘ a été proposé par Robert Galisson. Ce terme introduit une
nuance importante du point de vue épistémologique par rapport au terme ‗didactique‘: La
didactologie c‘est un ‗méta-discours sur la didactique‘, et plus précisément sur la
didactique des langues-cultures.
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cadre théorique (voire épistémologique) dans lequel doit se dérouler la
recherche. Notre étude a pour but de déterminer les assises épistémologiques
permettant de construire un modèle en même temps théorique et pratique,
capable d‘intégrer plusieurs champs d‘étude que la pratique pédagogique
courante présente comme éloignés. C‘est le cas de l‘étude de la créativité
lexicale, les stratégies d‘intervention à travers le théâtre, les analyses sur le
rapport entre la métaphore et la réalité, le traitement des données lexicales en
vue d‘une application pratique dans la classe et la construction de modèles
analytiques pouvant établir le lien entre le ‗choix pédagogique‘, la voie de
recherche sur ce ‗choix‘ et les hypothèses théoriques qui en découlent. Pour ce
faire on a besoin d‘une délimitation claire des éléments sur lesquels on travaille,
une analyse des rapports que la recherche établit entre ces éléments, et un
appareil conceptuel pouvant trier et éclairer la signification des données
obtenues. Certains points théoriques en matière de ‗mode d‘emploi‘ du lexique
dans la pratique pédagogique ont été avancés par Robert Galisson (1992);
l‘étude de la métaphore a été entrepris par George Lakoff et Mark Turner (1989)
d‘un point de vue cognitif; Lou Furman (2000) s‘est occupée de proposer des
principes d‘application du jeu théâtral dans la classe maternelle. Le modèle
intégré que nous avons développé pour cette étude tient compte de tous ces
domaines de recherche orientés vers la pratique et propose, en fonction de cette
pratique, un cadre théorique fondé sur des notions mathématiques très simples29
(des ensembles et sous-ensembles, l‘analyse de la variable Temps (t1, t2…tn), le
nombre e=2.718 et la notion de logarithme naturel en rapport avec celui-ci).
2. L‘idée fondamentale de la recherche part du principe général voyant de voir la
métaphore comme un mécanisme cognitif qui permet de mettre en rapport un
signe linguistique (s1) avec un autre signe linguistique (s2) et que ce rapport ne
se produit pas exactement au niveau du signe, mais au niveau des composantes
sémantiques des signes, les sèmes30. On peut construire et reconnaître des
métaphores fonctionnelles, formelles ou conceptuelles parce que les deux signes
ont au moins un ‗sème‘ en commun qui agit en tant que ‗déclencheur
métaphorique‘. La métaphore n‘est point un artifice ou une figure de rhétorique;
c‘est une voie d‘organisation de la pensée qui établit des continuités notionnelles
là où les signes linguistiques se manifestent en tant que discontinuités par son
caractère discret. Du point de vue épistémologique cela revient à dire que si nous
voulons agir pédagogiquement dans le domaine de l‘acquisition lexicale ce n‘est
pas au niveau de l‘unité ‗mot‘ que nous devons agir, mais plutôt au niveau du
‗réseau‘ sémantique sous-jacent. Si cette hypothèse est correcte, il faut repenser
le processus d‘apprentissage des mots en termes de processus de renforcement
des réseaux qui permettent la création métaphorique. Cette hypothèse doit
pouvoir se prouver dans la pratique au moyen d‘une méthode d‘intervention
cherchant à établir ces réseaux et à mesurer le temps d‘acquisition de ces unités
lexicales.
3. La perception cognitive du rapport métaphorique, dans les cas des
métaphores formelles, se produit lorsque la pensée consciente valide le rapport
29

Henda Zaghouani-Dhaouadi (2008: 79) a aussi remarqué la nécessité d‘intégrer les
mathématiques pour les constructions théoriques et épistémologiques en Didactologie
des Langues-Cultures.
30
En sémantique, le sème est l‘unité minimale de signification isolable dans un terme.
Ainsi donc, pour le terme ‗tulipe1‘ (fleur à bulbe) nous trouvons le sème ‗fleur‘, tandis que
pour le terme ‗tulipe2‘ (biscuit), nous trouvons le sème ‗nourriture‘.
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établi entre les deux signes linguistiques. Le mot ‗vase‘, dans le poème de
Nezval, renforcé par le dessin de Jíři Trnka, permet la métaphore formelle
‗oiseau‘ en fonction de deux sèmes: ‗forme du bec‘ et ‗forme de la panse‘. Le
dictionnaire confirme cela dans les mots ‗panse‘ et ‗bec‘: Panse: ―Partie arrondie
d‘un récipient: la panse d‘un vase‖. Bec: ―Objet ayant la forme d‘un bec
d‘oiseau‖. Pour ce qui concerne la langue espagnole le récipient blanc en faïence
pour servir le vin dans les tavernes s‘appelle ‗palomita‘, c‘est-à-dire ‗petite
colombe‘. Lorsque Nezval écrit un texte pour les enfants et leur propose cette
métaphore il se sert tout simplement d‘un principe cognitif général qui peut
passer inaperçu s‘il n‘est pas montré à travers l‘action pédagogique.
4. Dans la mesure où beaucoup de gens, même parmi les professionels de
l‘enseignement, croient que les activités théâtrales ne sont qu‘un complément
des ‗véritables‘ contenus des programmes scolaires31, il est difficile de montrer
que ces activités ont leur propre status scientifique. Lou Furman précise ce point
d‘une façon assez nette: ―The strong connection between dramatic play and
cognitive development is such that researchers are beginning to use play as a
mesure of cognition‖ (Furman: 173). Le rapport entre métaphore et jeu théâtral
est assez simple: dans les deux cas on utilise un élément de la réalité pour
représenter un autre élément, que ce soit avec les mots ou avec les gestes. C‘est
pour cela que l‘étude des procès de production métaphorique à travers le jeu
théâtral se constitue, du point de vue épistémologique, comme un sujet de
recherche clair et bien défini, dont les résultats peuvent être mesurés et analysés
pour vérifier les hypothèses de partie et pour construire des théories sur
l‘interaction entre les sujets de l‘expérimentation, les objets soumis à l‘analyse,
les processus de vérification et la valeur de la fonction variable T (temps) sur
chacun des points qui définissent ce modèle de recherche. Bien entendu, la
méthode choisie pour développer les stratégies concrètes dans chaque domaine
doit tenir compte des traits spécifiques de chaque population soumise à analyse.
Ainsi donc l‘application des tests aux populations scolaires de 18-20 ans semble
appropriée comme condition de la recherche, tandis que ce même recours peut
produire des interférences gênantes dans une population scolaire de 5-6 ans.
Dans ce cas l‘emploi d‘une stratégie d‘intervention directe du chercheur luimême dans sa population d‘étude semble sans doute préférable.
5. «Mourek», un récit-fable pour un projet d‘intervention. L‘histoire du petit
matou Mourek (=Négrillon), se déroule en dix étapes. Comme d‘habitude dans
les livres pour enfants, chaque information textuelle est accompagnée d‘une
illustration. Voici la traduction en français du texte d‘Ivo Štuka originairement en
langue tchèque: 1. [Le petit Chat Négrillon/qui ne sait rien sur le monde/fait sa
première tournée.] 2. [Il poursuit une souris/ Il court après. Quoi! C‘est fou/ Elle
se cache dans un trou.] 3. [Il vient de voir des moineaux/Qui sont en train de
manger./ Il saute, mais les moineaux/ s‘envolent, et c‘est fini.] 4. [Qu‘est-ce qu‘il
a vu, Négrillon?/Il vient de voir un poisson.] 5. [Mais voilà que la grenouille/a
réussi son plongeon/ Et le petit Chat se mouille.] 6. [Il poursuit un écureil/qui
monte sur un sapin/ L‘écureil lui dit: pin, pin!] 7. [Voici des gens fort étranges/
Ce sont des coléoptères/ Une araignée tisse un fil.] 8. [Il a peur, car il a vu/ des
boules avec des aiguilles/ Qui marchent parmi des tiges.] 9. [Il veut jouer, mais
31

―A questionnaire to the parents and teachers of 103 children whose ages were between
2 and 6 years revealed that neither the parents nor the teachers thought highly of play in
any form as a tool for the growth and development of young people‖ (Furman: 174)
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voilà./ Ce hérisson n‘en veut pas/ Et ce beau monde s‘en moque.] 10. [Négrillon
est de retour./ Il n‘a pas beaucoup aimé./ Le lait, il aime cela./ Il en boit, il en
raffole./ Demain il retournera,/ ll veut jouer, c‘est un chat.]. On voit bien que les
personnages de ce récit sont tous des animaux. Le jeu théâtral pour
l‘intervention pédagogique dans une population de 5-6 ans permet de distribuer
les rôles de façon à ce que les élèves puissent représenter ces rôles sans avoir à
parler dans une langue étrangère, car tout le déroulement de l‘action est une
pantomime. Mais l‘action pédagogique impose à chaque élève de connaître son
nom, en même temps que le groupe doit apprendre l‘ensemble de tous ces mots
et se diriger à chaque élève par le rôle qu‘il joue. Au moyen du jeu théâtral
l‘objectif d‘apprentissage c‘est de disposer d‘un répertoire lexicale de noms pour
les animaux que l‘on peut rencontrer dans les champs {Chat, souris, moineaux,
poisson, grenouille, écureil, coléoptères, araignée, hérisson}. Dans ce dernier cas
le texte introduit une métaphore formelle en parlant des hérissons en tant que
‗boules à pointes‘. Nous sommes devant une deuxième stratégie didactique,
fondée sur l‘emploi de la métaphore. Nous passons donc du niveau ‗mot‘ isolé,
qui relève de la morphologie au niveau ‗phrase‘, qui relève de la syntaxe. Plus
précisément du niveau de la syntaxe dont on a besoin pour la communication,
l‘unité communicative minimale étant le dialogue question/réponse, du type: Qui
es-tu? –Je suis le/un hérisson. Je suis comme une boule à aiguilles.
6. Le dialogue théâtral et le dialogue pédagogique. Si nous analysons n‘importe
quel livre conçu pour l‘enseignement des langues étrangères le dialogue apparaît
dès la première unité. On apprend d‘un côté, des mots, et d‘un autre côté, des
structures syntaxiques qui permettent aux élèves de s‘initier à la pratique du jeu
question/réponse. Prenons, par exemple, la méthode Pile ou face, créée par
Jeanne Vassal. Sous la rubrique Événement nous pouvons lire ce dialogue: -Tu
es française?.- Non. Mais tu parles français? – Oui, un peu. En réalité cette
méthode introduit dès le premier dialogue deux verbes: être et parler. Le
contenu d‘apprentissage n‘est pas clair et le contexte du dialogue n‘est pas
suffisamment intéressant pour les élèves. Le recours au théâtre, en revanche,
permet de renforcer l‘acquisition globale {nom, article, sintagme, pronom
personnel, pronom interrogative, verbe être, question/réponse} au moyen de la
situation ‗réelle‘ de jouer le rôle d‘un animal. Nous avons donc un système
constitué par un ensemble de mots appartenant à la catégorie Nom [+Animé+],
un microtexte-dialogue construit sur le modèle question/réponse, et une
projection cognitive fondée sur la métaphore; c‘est ici que nous plaçons l‘activité
complémentaire à développer dans le niveau scolaire suivant, la population de 6
à 8 ans. Le texte de Vítězslav Nezval prend comme point de départ un ensemble
d‘illustrations qui permettent de développer des métaphores. Il y a des mots
pour les animaux, les végétaux, les objets et les métiers et chacun de ces mots
permet de déclencher une métaphore; dans certains des cas un mot se trouve
dans l‘ensemble E (s1 ) et aussi dans l‘ensemble E (s2 ). Ordonné par couples le
répertoire est celui-ci: {escargot: clown; moulin à café: coq; pinces: poucet et
index; tulipe: coupe; vase: colombe; tournesol: tête; cactus: lutin; paon: arcen-ciel; arc-en-ciel: éventail; araignée: fleur; papillon: feuille de calendrier;
crabe: chevalier; souliers: chien et chat; facteur: colombe; mariée: statue;
queue d‘écureil: épi de maïs}. Certains de ces mots nous les avons déjà trouvés
dans l‘ensemble lexical du récit d‘Ivo Štuka; c‘est le cas du sous-ensemble {chat,
araignée, écureil}. En réalité les illustrations de ce récit fournissent un répertoire
bien plus large que celui des mots du texte. Nous y trouvons des papillons, des
fleurs, des arbres, des insectes, un petit gamin, le bol de lait et beaucoup
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d‘autres noms qui permettent d‘approfondir les connaissances linguistiques en
appliquant le principe d‘association d‘ un ou plusieurs adjectifs pour chaque nom.
Bien entendu, le micro-système syntaxique devient aussi plus complexe. Dans le
cas de la grenouille on doit inclure la couleur verte, les verbes sauter et plonger
et les parties du corps: tête, pattes, yeux, ventre. En fonction des acquisitions
lexicales, morphologiques et syntaxiques de cette première étape 5-6 ans, qui
donne la priorité à l‘oral, l‘étape suivante, travaillant sur la population de 6 à 8
ans pourra inclure des stratégies spécifiques pour l‘écrit. Un modèle réduit pour
la métaphore ‗arc-en-ciel: éventail‘ peut prendre la forme de ce dialogue: C‘est
quoi, l‘arc-en-ciel? –C‘est comme un éventail de couleurs ouvert sur le ciel.Combien de couleurs a-t-il? – Il en a sept.
7. L‘opposition ‗distribué/concentré‘. Dans le cas du premier couple lexical que
nous avons choisi chez Nezval, ‗escargot: clown‘, le microsystème syntaxique
déployé sur neuf phrases, (quatre phrases interrogatives) nous donne:
«L‘escargot, c‘est un petit clown.- Pourquoi? – Parce que sa tête ressemble au
chapeau d‘un clown. –Quoi encore? –Parce que l‘escargot d‘ abord sort sa tête et
puis il la cache. –Est-ce qu‘il est marrant? – Bien sûr. –Est-ce qu‘il est plus
marrant qu‘un clown? – Oui. L‘escargot est encore plus marrant». Dans ce
microsystème nous avons des éléments qui ont été utilisés auparavant et
d‘autres qui sont des acquisitions nouvelles. Et les uns et les autres vont être
encore utilisés tout au long du temps de déroulement du processus, en fonction
d‘un principe étudié par la psychologie cognitive: le rapport entre la mémoire de
travail à court terme et la mémoire sémantique à long terme. Le passage d‘un
type de mémoire à l‘autre est en rapport avec deux variables: le nombre de fois
qu‘un nom est lu ou écouté et le cadre temporel où cela se produit. Il semblerait
que, d‘après les recherches en psychologie, ce passage à la mémoire sémantique
à long terme se produit lorsque la répétition se fait au moins huit fois. Il est
évident que ce chiffre n‘est valable que dans un délai temporel plus ou moins
imprécis. Si l‘on écoute un terme huit fois dans une demie heure et qu‘on ne le
retrouve pas pendant dix mois il est peu probable que ce mot soit intégré dans la
mémoire sémantique à long terme; de la même façon si on écoute un terme huit
fois mais avec l‘intervalle d‘une année entre une fois et une autre, il est aussi
peu probable que cela se produise. L‘hypothèse de recherche sur laquelle nous
travaillons tient compte aussi du fait que le réseau sémantique établi par les
métaphores devrait produire un renforcement général des acquisitions, ce qu‘il
faut quand même prouver de façon expérimentale. Il y a dans tout cela un
problème méthodologique qui concerne la construction intellectuelle des livres
utilisés dans les différents niveaux de l‘éducation, notamment ceux qui prônent
un ‗enseignement programmé‘. Ce sont des livres dans lesquels la division en
chapitres ‗programme‘ les acquisitions. De ce fait, chaque chapitre est consacré à
un ensemble de connaissances censées être acquises dans une période
déterminée. La programmation concentre les objectifs d‘apprentissage dans des
périodes assez courtes mais les résultats ne sont pas toujours ceux que l‘on
attendait. Face à cette disposition nous travaillons sur l‘hypothèse théorique que
les acquisitions linguistiques doivent se distribuer en tenant compte des principes
cognitifs qui différencient la mémoire de travail et la mémoire sémantique à long
terme.
8. Le développement de tout ce modèle intègre aussi l‘analyse de la situation
dans le niveau des formateurs, c‘est à dire, les étudiants de la Faculté de
Sciences de l‘Education qui ont choisi les filières de Maître pour l‘enseignement
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en Ecole Maternelle, en Ecole Primaire et en Secondaire. L‘hypothèse théorique
c‘est que ces élèves qui sont censés avoir un niveau B1 en langues étrangères en
réalité ont un niveau très bas en matière de connaissances lexicales qui sont
nécessaires pour l‘action pédagogique dans le niveau d‘enseignement où ils
devront exercer leurs fonctions éducatives. Cette hypothèse peut être vérifiée au
moyen d‘un système pré-test/test/post-test au niveau lexicale et au niveau
syntaxique. Le niveau lexicale comprend le répertoire Nezval, et le niveau
syntaxique comprend trois niveaux différents de complexité: on leur demande de
traduire un texte en espagnol dont la traduction en anglais ou en français
correspond aux dialogues qu‘ils doivent maîtriser pour travailler dans chacun de
ces trois niveaux32. Les résultats de ces tests permettent d‘établir un programme
d‘intervention dans l‘enseignement/apprentissage des langues étrangères qui
tienne compte des besoins spécifiques exigés dans le domaine ‗formation des
formateurs‘ qui ne sont pas les mêmes que l‘on peut exiger d‘ un informaticien
ou d‘un traducteur de littérature.
9. Le dernier point de notre modèle concerne l‘application des logarithmes
naturels pour traiter des problèmes dérivés des acquisitions linguistiques en
fonction de la variable Temps. Le recours aux logarithmes népériens a déjà
proportionné des résultats importants en sciences humaines33, notamment dans
l‘analyse et le traitement des problèmes d‘acquisition langagière (Bueno Aguilar
1993). Nous utilisons cette méthode pour traiter les differences obtenues après
l‘application d‘une méthode d‘intervention pédagogique dans deux groupes
expérimentaux par rapport à deux autres groupes ayant répondu aux mêmes
tests que le groupe expérimental, mais n‘ayant pas suivi d‘intervention après le
test.

Conclusion
Pour se réclamer d‘un statut scientifique, la Didactologie des langues-cultures
doit préciser clairement les éléments qui définissent ses modèles et proposer des
instruments de mesure et de vérification des hypothèses. L‘heure n‘est plus aux
propositions fondées sur des opinions personnelles, sur le bien fondé de certaines
méthodes ou sur les avantages d‘appliquer certaines technologies à la mode,
mais d‘essayer de construire un discours pédagogique fondé sur des métadiscours didactiques. Le modèle intégré que nous proposons ici se déroule dans
un temps très précis (l‘année scolaire 2010-2011) et tient compte des
instruments de mesure nécessaires pour son évaluation critique. L‘hypothèse
fondamentale, en tout cas, n‘est pas d‘ordre méthodologique, mais
épistémologique; elle peut être formulée ainsi: une approche complexe intégrant
l‘analyse didactique des éléments linguistiques, une conception cognitive de la
32

Texte 1: [¿Quién eres? –Soy un erizo. Soy como una bola de pinchos.] Texto 2: [¿Qué
es un arco-iris? – Es como un abanico de colores abierto en el cielo. -¿Cuántos colores
tiene? –Siete.] Texto 3: [El caracol es como un payasito.- ¿Por qué? –Porque su cabeza
se parece al sombrero de un payaso. – Y ¿por qué más? –Porque el caracol primero saca
la cabeza y luego la esconde.- ¿Es divertido? – Seguro. -¿Es más divertido que un
payaso? – Sí. El caracol es aún más divertido.
33
―De nos jours et les exponentielles interviennent dans tous les domaines de l‘activité
humaine, qu‘il s‘agisse de physique, de médecine, de sciences humaines. C‘est le cas de
tout phénomène naturel dans lequel deux mesures x et y sont telles que le taux de
variation de y est proportionnel à y; la quantité y dépend alors exponentiellement de x.‖
(Verley: 337).
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métaphore et un programme d‘intervention fondé sur des activités théâtrales
doit pouvoir améliorer profondément la pratique pédagogique et en même temps
proportionner des assises claires pour la Didactologie des langues et cultures34.
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Abstract
This paper aims to present and bring out the results achieved by the Accessibility Nucleus
of the Federal University of Goiás (UFG), Brazil, which is subsidized by the Department of
Education‘s ―Inclusion Program: Accessibility in Higher Education‖. The creation of the
Nucleus took place in 2008, intending to propose and implement an inclusive superior
education to the students with physical, visual and hearing impairment by way of the
removal of attitude, physical, pedagogical and communication hurdles (Mittler, 2000).
The goal is to respect the differences, seeking resources and technology to assist the full
access of these people to all areas, environments and educational processes developed
within the institution (Stainback & Stainback, 1999). UFG‘s Accessibility Nucleus is
currently going through a consolidation phase, which makes it possible to present some
of the results. After the planning, monitoring and evaluation of the actions carried out
from January to December of 2010, it was ascertained progress regarding the attitude,
physical, pedagogical and communicational features, as made evident by the qualitative
research in Education with theoretical and practical approach to be presented (Bogdan &
Biklen, 1994).

Keywords
Accessibility - People with Disability - Public University

Introduction
The research, corroborated in Bogdan and Biklen (1994), was accomplished in an
essentially descriptive approach, the investigators being its main instruments.
More interest was draw to the processes than to its results or products. All the
data were analyzed in an inductive way. As for investigation tools it was utilized
interview within the university community, direct observation when in the
various spaces of UFG and analysis of institutional documents that compose the
university‘s patrimony.
The Nucleus of Accessibility is subsidized by the Inclusion Program: accessibility
in Higher Education developed in 2005, by initiative of the Secretariat of Higher
Education (SESU), the Secretariat of Special Education (SEESP) the Education
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Ministry (MEC) and the Brazilian government, seeking to implement politics of
accessibility for people with disability.
According to Alves (2010) the Program is addressed to Federal institutions of
Higher Education (IFES) with the objective of fomenting the creation and
consolidation of accessibility nucleus at the universities, which will become
responsible for organizing institutional actions to guarantee full insertion of
students with disability, into the academic life, promoting the elimination of
physical, pedagogical and communicational barriers. According to data of Brazil
Education Ministry (MEC), the Program counts, nowadays, with the adhesion of
54 IFES, being 10 Federal Centers of Technological Education
The creation of the Accessibility Nucleus at UFG took place in the year of 2008
aiming to propose and make viable an inclusive higher education to students with
physical, visual and auditory impairment through the elimination of attitude-like,
physical, pedagogical and communicational barriers. The idea is to respect
differences, reaching for resources and technologies to assist in the access to all
the spaces, environments, actions and educational processes developed in the
institution.
Currently the UFG Nucleus of Accessibility finds itself in a period of consolidation,
if one considers its accomplished deeds, which constitute to deep social changes
concerning higher education of people with disability as we will see further.
The Federal University of Goiás understands that accessibility to people with
disability or reduced mobility in its interior is not only necessary, but urgent and
indispensible when conceiving the rights of citizenship to ―all‖ and the state of
marginalization in which a considerable amount of Brazilian population can still
be found, overall those with some kind of disability.
We still live under the rules of an excluding social context, known for its social
inequalities that offers little or almost no opportunity to people with more needs
in our country so that they may usufruct their rights and therefore constitute
themselves, in fact, as citizens with access to public goods such as residence,
health, work, transport and adequate education.
The Convention and Protocol over the Rights of People with Disability, approved
by the United Nations General Assembly in December 6th 2006 recommends
member-nations to take appropriate measures to enable people with disability to
live with autonomy and to fully participate in all of life aspects. These measures
concern access, in equal opportunities with other people, to the physical
environment, transport, information and communication, including systems and
technologies of information and communication, such as to other services and
installations open or provided to the public, in the urban area as well as in the
rural.
Nevertheless, the Brazilian school, mainly the public higher education, is
unfortunately still marked by the exclusion of great majority of students that do
not satisfy the demands of the standard/model student, such as people with
hearing, visual, physical impairment with reduced mobility or impaired by some
syndrome.
The justifications, in this direction, have been proliferating, such as: the elevated
number of contestants to enter higher education, the lack of appropriate
educational preparation of the person with disability or even the self lack of
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interest in claiming one‘s rights considering one‘s low intellectual and socialeconomical level. The justifications, in fact, are many, but almost all of them are
input to the person impaired by some disability as if one were the only
responsible for its situation of penury.
Rarely has it been seen attitudes or punctual actions, under institutional fashion,
such as the universities claiming to themselves the responsibility for the still
persistent prejudice in the university environment, which ends up leading to the
exclusion of many Brazilian citizens in this level of education.
According to data of 2006 census, in a universe of 4.676.646 students enrolled in
Brazilian higher education, only 6.960 presented some sort of disability, which is
equivalent to a minimal and derisive percent of 0,14%.
Although the educational inclusion in Brazil, in all levels, has its biggest support
in constitutional precepts of 19888, which elected as Republic‘s fundaments
citizenship and human dignity, and the promotion of general well-being as one of
its fundamental objectives, without prejudice for origins, race, color, age and
whatever other kind of discrimination, guaranteeing the right of all to education,
we can say that these precepts have not been enough to revert the situation of
historically injured people, marginalized and excluded from society and
consequently from school.
Though the social context is completely adverse, the concept we bring to this
article is that it‘s possible to construct solidarity through the coexistence of
different people, minimizing these excluding traditions in schools, the higher
education in this specific case. The understanding is that when we recognize ―the
other‖, even with all the differences from the standard models, we may be
contributing to possible changes in paradigms, since the respect for diversity, in
its complete meaning, entails the affirmation that life expands and enriches itself
in plurality.
The Federal University of Goiás is established as a public institution that,
although aware of the reduced number of people with disability belonging to its
academic community, has tried to minimize this situation of exclusion by
directing actions, mainly in what concerns the formation of professionals, so that
these future professionals may act and directly influence the quality of these
people‘s life. However, it recognizes that the work being developed still presents
itself
in
a
fragmented
way,
considering
the
work
that
several
institutes/universities have been doing through self initiative without organizing
itself up in a systematic and coordinated program with one single purpose, which
is including, together with the promotion of the student‘s accessibility, the
professor, the employee or the user of university services that may depend on
him. Some assisting services are actually offered to the academic community,
but they also fit the propositions of what was corroborated above.
There is recognition for works being done, overall in the last ten years, by
various academies such as Civil Engineer, Biological Sciences, Dentistry,
Education, Linguistics, Librarianship, Medicine, Music, Nursing, Nutrition,
Pharmacy and Visual Arts. But as it has been said, they are still isolated works,
for they depend on personal initiative in its majority, not constituting
themselves, therefore, in an institutional program of UFG.
The initiatives of the University of Education stands out as an example: in
graduation, by means of the Pedagogy course, as well as in the post-graduation
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program where studies, discussions, reflections and actions relating to people
with disability and others that have been excluded at school are constant. The
preoccupations permeate the Education, in the formation that has been offered
to future docents so that they may act appropriately with ―any student‖ in the
starting years of Secondary Education or at Elementary School, permeate the
Research, through projects orientation that ranges from end-of-course
monographies to doctorate thesis, as well as in the execution of specific projects
already developed or that finds themselves in course, with or without financing.
They still permeate the Extension, through intense integration and articulation
with education secretariats, Basic Education schools, private and public
universities among others.
The accomplished works have been divulged through several publications as well
as by various participations, whenever possible, in events of scientific nature,
such as congresses, meetings, seminaries and colloquies, in local, regional,
national and international basis, always counting with UFG‘s support that
recognizes the importance the University of Education has given to social and
educational matters that permeate the discussion of people with disability.
However, even with these actions, UFG as a public institution has not yet brought
to its interior a number of students, at least acceptable, of people with disability.
The dada are also minimal and derisive, but not discouraging, on the opposite,
strengthen the university, considering the recognition of its limitations and its will
to overcome.
According to information given by the Selection Center, entailed to the
Superintendence of Graduation (PROGRAD) of UFG, from 1998 to 2007 there
have been 210 students with some sort of disability enrolled in the selective
process (vestibular). Out of this total, 12 students were approved: three blind
students, four with partial view, four with physical disability and one student with
hearing impairment, which means that, approximately, only 6% managed to be
approved in UFG graduation courses. In what concerns the conditions for
carrying out the selective process it is important to emphasize that the Selection
Center attends and continues to attend solicitations reclaimed by the people that
declares disability during all the selective process, so that they may be assisted
in adequate fashion, according to their specific needs, counting also with the
support of specialists of diverse disability areas to this end.
What about the permanency and conclusion of these few students approved in
the graduation courses? In accordance with information collected at the
Academic Issues Department – DAA – closely bound to the Academic
Registration Division – DRA – of PROGRAD/UFC, the data are even more
worrying: out of the 12 students approved in the selective process only six
concluded the courses, which is, 50% and only two students continued to be
enrolled and frequent (17%). In what concerns the remaining: two students did
not even effectuated the enrollment (17%); one student quit the course already
in its beginning (8%) and another student approved in 2006, locked his
enrollment in the beginning of the present year (8%).
The opportunity that the Higher Teaching Secretariat and the Special Education
Secretariat (SESU/SEESP/MEC) has offered UFG to at least minimize this
situation happened trough the Inclusion Program. The program has made it
possible, trough monetary destining, the viability of specific actions towards
overcoming intolerances, injustices, and even trying to minimize the
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institutionalization of exclusion which has unfortunately become historic and
cultural in our country.
These data represent true levers in what concerns will and struggle to change
this reality inside UFG. The institution understood the necessity to expand the
work it had been developing, but in an organized and systematic fashion,
opening new fronts of work.
The alternative found was the creation of the Accessibility Nucleus, which,
although in phase of consolidation, as affirmed, is already being structured by
professors with doctorate degree in the education area and administrative
technicians, under the coordination of the Superintendence of Graduation of the
Federal University of Goiás (PROGRAD/UFG).
In the year of 2009, the Federal University of Goiás was integrated to the ―Pact
for the Decade of Rights and Dignity of People with Disability in Goiás‖ which is a
compromise signed in together by the State Government of Goiás, governmental
and non- governmental organs, to articulate efficient measures in the prevention
of disabilities, rehabilitation, and fulfillment of principles of equality in
opportunities and full participation in social, economical, cultural life, reaching for
bigger covering of the population with some kind of disability in all the state of
Goiás. This ratifies UFG‘s position as social institution worried and committed to
fight for the right of ―all‖ to citizenship.
The project for the creation and consolidation of the UFG Accessibility Nucleus
fundaments itself, in general lines, in the theorists VYGOTSKI (1985/1991/1993)
FOUCALT (1989) and GOFFMAN (1988).
It is understood that, man as a social being, the interaction between people (with
or without disability) is essential for constructing knowledge. In this sense,
heterogeneity enables exchanges, new experiences and knowledge and,
consequently, individual capacity is expanded. This conception understands the
subject according to the potentialities that enable the transformation of oneself
and of one‘s surrounding reality. Therefore, all the barriers that may cause
impediment to a man‘s interaction with the social word must be removed, be it in
attitude-like, architectonical, pedagogical and/or communicational dimensions.
Living collectively, without prejudice, and among diversity enables us to
understand the environment as transmitter of culture and source of knowledge.
Within this understanding, FOUCAULT (1989) would say that the source of
prejudice, discrimination and exclusion is in social control exerted in extremely
efficient fashion by those who detain power through laws, decrees and
institutions. Each one knows one‘s place; each one bears the double role of
vigilant and of guarded. This is the net that guarantees efficiency and social
control, hence the idea that school, as another instrument of social discipline,
was conceived to select and capacitate the ―most apt‖ and not to be democratic,
fair and for all.
GOFFMAN (1988), in this discussion, would probably affirm that people with
disability are conceived as a collective denial of the social order and are part of
the stigmatized community. However, he would propose the following question:
who truly is marginal, the stigmatized that society marginalizes or society itself?
In what concerns the specificities of studies and researches about people with
disability in the boundaries of educational inclusion, besides the theorists
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mentioned, we call attention to the British Mittler (2000) and the northamericans Stainback & Stainback (1999).
While for Mittler the inclusive education makes sense and it is a basic right and
not something one must conquer, for Stainback & Stainback (1999) the process
itself of working for inclusive education can also be seen as an expression of
struggle towards universal human rights.
We must, then, in the direction pointed by the referred theorists, rethink the role
of our institutions, mainly the educational ones and their responsibilities in
human formation. The Accessibility Nucleus can certainly constitute a path for
more inclusive actions in higher education.
As for its main objective, in what concerns the Nucleus, the Federal University of
Goiás aims to contribute to social inclusion in the country, minimizing prejudices,
stigma and social injustices, as well as contributing with implementing the
institutional politics of accessibility in Brazil.
As part of its specific objectives, it stands out that the Nucleus of Accessibility,
since its beginning, has prioritized the realization of researches to detect the
student population with declared disability inside the whole university since their
entrance; has also prioritized understanding and registering not only the bigger
restraints which resulted in students quitting during courses but also the reasons
that have kept them away from UFG, since these restraints can be of
architectonical, material as well as of attitude-like kind. Hence, we believe, from
the accomplishment of this first step, in the possibility of implementing a politics
of accessibility in UFG, with the effective participation of all areas that compose
it: Education, Research and Extension.
Besides these researches, UFG understands it is necessary, due to its history of
trust and commitment accumulated within its community, to proportionate
stimulus so that all that compose this community, with or without disability, may
have the conviction that they will enter an accessible environment in which they
will feel included and belonging, in fact and in right, to the university community.
To achieve this, the administrators are conscious that it is necessary to keep on
investing in some architectonical adaptations towards physical accessibility such
as signaling, door widening, bathroom grab bars, ramps and handrails. It is also
necessary to acquire more specific equipments for the blind, such as computers,
Braille printer, electronic magnifying glasses, besides acquiring specific didactic
material such as audio books, Braille and spoken, software for screen expansion
and voice synthesizers.
The priorities given to specific needs of people with physical and visual
impairment are justified in virtue of being those the bigger demands in the
selective process up to the year of 2007. However, the Nucleus is aware of the
importance of properly attending the deaf and the partially deaf students, also
kept away from UFG by the certainty of the difficulties they would find inside if
they ever reached the entrance. Hence, investing in courses of Brazilian
Language of Signs (LIBRAS) and hiring interpreters and translators when
necessary, is also translated into priorities.
The intention is of socializing the objectives/aims of the Nucleus of Accessibility
within the whole UFG community, investing in talks, seminars and extension
courses, towards bigger participation and engagement of everyone in this project
that is a challenge and at the same time an audacity against the impositions of
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the capitalist system in which, it can be said, capital controls the deepening of
the gap between the production destined to attend human necessities and the
production destined to capital‘s own agenda.
If, in fact, those objectives/aims are accomplished, UFG will finally be able to
give its contribution in the long walk towards recovering the process of
civilization, of humanization, in ethic and values terms. It will fulfill its role in
what concerns contributing to social transformation, ensuring then a better
quality of life for ―all‖.
In synthesis, the aims of UFG Accessibility Nucleus can be translated into:
Carry out researches inside UFG;
Systematize ways of attending students with disability in the courses;
Invest in architectonical adaptations;
Acquire equipments and specific material for the blind and people with partial
vision;
Invest in courses of LIBRAS
Promote the adequate formation of the university community as facilitating agent
towards the accessibility of all and
Stimulate the entrance, permanency and success of people with disability or
reduced mobility at UFG by assisting them, when demanded or autonomous
while individual option.
Although we are aware this is a still recent proposition, considering the excluding
culture we find ourselves in, we can affirm, after the qualitative research over
the deeds already accomplished by the UFG Accessibility Nucleus in the year of
2010, that there is already an articulation/partnership of the Nucleus with
several institutes and internal organs at UFG in matters concerning the
accessibility of the person with disability in its interior such as:


In obtaining dada and information on the students, professors and
administrative technicians to compose the database;



In developing WEB accessibility;



In developing physical and architectonical accessibility;



In the viability of procedures for access, permanency and success of
students with disability;



In assisting in the selective processes of graduation and/or postgraduation courses;



In acquiring equipments and furniture, as well as in acquiring proper
didactic-pedagogical material and

In elaborating and carrying out researches aiming for the improvement of the
Nucleus actions, together with students as well as with other entities of higher
education to exchange experiences, studies and propositions of alternatives to
ensure the accessibility of the person with disability into any space at higher
education.
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Conclusion
Nevertheless the partially exposed results, we imagine that UFG Accessibility
Nucleus is only at the beginning of a long trajectory, since paradigm changes are
slow and often occur within long term periods. To change rooted conceptions in
the name of historically marginalized and excluded people, such as in the case of
the people impaired by some disability, is a true challenge. But the Federal
University of Goiás, in Brazil, by means of its Nucleus, is willing to face
adversities that may eventually show up on its way, aware of its social role in the
struggle for the inclusion of ―all‖ to the academic space, thickening, then, the
group of people that conceive democratization as entailed to coexisting within
diversity and that this is a fundamental matter for all of the Brazilian society.
In our understanding, the opportunity for a higher education institution to review
its concepts on people with disability or reduced mobility, historically understood
as outside the norms or abnormal, stimulates the ideologically established
standards and come true with the real possibilities that an Accessibility Nucleus
of this nature offers.
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Abstract
This research studied mayoral control in nine cities: Baltimore, Boston, Cleveland,
Chicago, Detroit, Hartford, New York, Philadelphia, and Washington, D.C. Our purpose
was to provide information to policymakers in Newark as they considered options for its
return to local control after 15 years of state takeover. Our goal has been to explore
whether those aims have been achieved. Interviews, archival research, documentary
evidence, and test score data, were used to evaluate the effectiveness of mayoral control
as a reform strategy for all interested stakeholders and in order to provide school
governance best practices and recommendations for the city of Newark. This paper
examines whether mayoral control raised student achievement. We conclude that
although there have been increases in student achievement in almost all of the cities,
there is no conclusive evidence that mayoral control is causally related to increased
achievement. We then make recommendations for Newark. We make recommendations
for governance in Newark, where the Governor has recently delegated control to the
mayor.

Keywords
Educational policy – Governance – Politics of education

Introduction
Over the last six months, Newark, the largest city in the state of New Jersey, has
become the center of debates about urban educational reform in New Jersey and
nationally. Taken over by the state of New Jersey in 1995, due to poor student
achievement and fiscal and operational mismanagement, a number of related
events have come together to put Newark at the center of current debates over
school governance, charter schools, public vouchers for students in failing
schools to attend private schools, and teacher accountability issues related to
tenure and seniority.
In August 2010, Facebook founder Mark Zuckerberg made a $100 million gift to
Mayor Corey Booker to improve public education in Newark. The donation was
announced in a heralded appearance by the Zuckerberg, Mayor Booker, and New
Jersey Governor Chris Christie on the Oprah Winfrey‘s television show, where it
was heralded as part of a bold effort to dramatically transform the Newark‘s
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schools. Given the Governor‘s statewide agenda to expand charter schools,
implement vouchers and an ongoing battle with the teacher unions to alter or
eliminate teacher tenure and seniority rules that require a last hired, first fired
process of layoffs, community residents and many policy experts expected that
Newark would be a testing ground for these reforms. Given the Mayor‘s public
pronouncements that he wanted New York City, Bloomberg type mayoral control
of the schools, it was not a surprise when the Governor announced that he was
delegating state control to the Mayor, despite the fact that legal experts,
including the Educational Law Center, argued that the Governor did not have the
legal right to delegate control without changes in the state‘s governance law.
Shortly thereafter, on August 31, 2010, the Governor announced that he was not
renewing the contract of Newark school superintendent Clifford Janey, who had
completed two years at the helm and that a search for a new leader would
commence shortly.
In October, 2010, the Mayor created the Partnership for Education in Newark
(PENewark) to conduct community engagement research on the community‘s
perceptions and beliefs about the state of public education in the city and their
views on how to improve it. Although the Mayor indicated that community
involvement would be a key component of his educational reform plan, in
February 2011, before the community engagement report would be issued in late
March, the Acting Commissioner of Education, Chris Cerf, who has legal authority
over the Newark Schools and the Mayor commissioned a report by an outside
diagnostic team, originally chaired by Cerf prior to his appointment by Governor
Christie, to analyze the state of the Newark Public Schools (NPS) and to make
recommendations for a city wide plan. In late February, a Star Ledger columnist,
was able to obtain their draft report, and revealed that it called for the closing of
numerous failing NPS schools and replacing them with charter schools and new
district schools operated by outside operators, including Bard College, Diploma
Plus and others.
Community leaders were outraged at the lack of transparency and argued that
the Mayor was in fact running the schools through the Commissioner and that
the community engagement process was a sham. The Commissioner responded
by saying that the report was only a draft and that an overall plan would
consider community input. At the same time, a search for a new superintendent
proceeded, without what most community leaders viewed as any degree of
community involvement and input.
This paper will not report on the plan, nor its effectiveness, as it is far too early
to examine this. Rather, it focuses on one of the controversial issues in Newark,
the efficacy of a mayoral control model of governance and the legal paths
required for the Mayor to get such control. Based on a larger report on school
governance by the Institute on Education Law and Policy at Rutgers UniversityNewark (2010), this paper examines findings from nine U.S. cities that have or
had some form of mayoral control and the lessons for New Jersey and Newark, in
particular. Using the quantitative evidence on student achievement we make
recommendations for the transition to local control in Newark.
Reviewers have used the term ―mayoral control‖ when the mayor has a high
level of appointment power and fiscal control within the school district. The forms
and functions of mayoral power in school districts vary in each city and depend
on ―diverse city contexts, local political cultures, interest group structures,
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state/local relations, the legal basis of city government, historical school
governance structures, and other specific city characteristics,‖ along with the
―personalities and ambitions of individual mayors.‖ (Kirst, 2002:4)
Kirst has classified mayoral involvement in education based on the relationships
and responsibilities among the mayor, superintendent and school board. (Kirst,
2002) According to Kirst, a school system with ―‗low or weak‘ mayoral influence‖
exists in cities where mayors have used their position and level of authority to
influence school board elections and candidates, such as in Los Angeles, St.
Louis, and Richmond, Virginia (Kirst, 2002; Wong, et al. 2007). In a system with
―low-moderate mayoral influence,‖ as in Oakland, Philadelphia and Baltimore,
mayors appoint some school board members, but not the majority (Kirst, 2002).
―Moderate mayoral influence,‖ exemplified in cities such as Cleveland, Detroit for
five years ending in 2005, and Philadelphia pre-2001, is characterized by a
system where the mayor appoints the majority or all of the board, but does not
have absolute authority over education policy aspects of the district (Kirst,
2002). Finally, a system with ―high‖ or strong levels of mayoral influence, such
as in Boston, Chicago and New York City, gives mayors the most authority that
they have had since before the Progressive Era, with the ability to control the
school systems and to decrease school board power.
Wong and Shen, et al. use a broader definition of mayoral control, applying the
term when there is a system of ―integrated governance‖ which seeks to redefine
responsibilities, legitimize system-wide standards and policies, improve the
capacity of district-wide leadership, build human capital as a form of economic
development, and focus on student performance (Wong et al. 2007). Wong and
Shen, et al. note that in some cities the mayor may have a formal role in
education when a legal change has occurred with the state legislature giving the
mayor authority over the schools in some capacity, as opposed to an informal
role, where the mayor exerts influence over the school system, but does not
have legal capacity to control it. (Wong, et al. 2007) The legislature also has the
ability to establish additional checks and balances within the system by
instituting an oversight and/or nominating committee, a committee that monitors
the board and its progress in managing the district, or by writing a ―sunset
provision‖ that would require a reevaluation of the system of school governance.
Wong and Shen, et al. identify three methods of obtaining some level of formal
mayoral control through the legislative process: 1) the state legislature grants
authority to the mayor to replace an elected board with an appointed board; 2)
the state legislature grants authority to the mayor to appoint the school board,
but requires a citywide referendum on whether this authority should continue;
and 3) voters approve changes in a charter that allows the mayor to appoint
school board members. (Wong, et al. 2007) As we discuss in our findings, our
nine cities include examples of all three methods.
Different researchers have evaluated the new governance models with strong
mayoral involvement both quantitatively and qualitatively. In general,
researchers have found mixed quantitative results in seeking to correlate
mayoral leadership with student achievement. While some attribute positive
trends to mayoral leadership, it is methodologically problematic to argue that
there exists a direct relationship between the level of mayoral influence and its
impact on schools. Ultimately, the local context of the city and its political and
educational history appear to affect educational outcomes more than governance
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structure (Kirst, 2007). Despite these limitations, it is important to acknowledge
research that has attempted to isolate and evaluate the role of governance in
general and mayoral influence in urban school improvement.
According to Wong and Shen, et al., whose research provides the most in-depth
quantitative analysis of student achievement data, cities with strong mayoral
involvement have experienced an increase in student achievement at the
elementary level. (Wong et al. 2007) Henig‘s quantitative analysis of NAEP
scores, (Henig, 2009)35 however, resulted in a different conclusion. In his
analysis of five ―mayor-centric‖ school districts, as compared to six traditionallygoverned school districts, students in the traditionally-governed cities generally
made greater improvements in reading and mathematics scores across all
measures and sectors of the student population (Henig, 2009).
Wong and Shen, et al. use a national data set from 104 cities to measure the
effectiveness of what they term ―mayoral control‖ on productivity (student
achievement) (Wong, et al. 2007). Although these data only span the four years
from 1999 through 2003, lack a significant portion of high school data, and
cannot be disaggregated by racial group, they showed an increase in elementary
school performance where the mayor has gained more control than previously
experienced in that city and also has appointment power over a majority of
board seats. The limitations of Wong‘s data set indicate that further research is
required on the effects of school governance on student achievement and other
variables.
Cuban and Usdan (2003), using methodology similar to ours, studied six cities
(Baltimore Boston, Chicago, Philadelphia, San Diego, and Seattle) where the
mayor‘s role went beyond the traditional form of appointing members to an
independent board. Their sample included cities where a non-educator was hired
as superintendent. During the course of their qualitative investigation, the
authors found little improvement in elementary test scores, with minority
students still lagging behind and the size of the achievement gap remaining
unchanged. Using case studies, primary and secondary sources, and interviews,
they concluded that strong mayoral influence may result in positive changes
because: 1) linking urban school governance to existing political structures
including the business community will produce organizational effectiveness,
improve teaching and learning, and enhance citywide service coordination; 2) the
mayor will be more efficient in aligning goals, curriculum, professional
development, rewards, sanctions, and instruction; and 3) when non-educators
lead urban districts, they have more connections to state and local political
structures that will improve and sustain achievement.
Cuban and Usdan conclude, however, that to make informed judgments about
the effects of any change in governance reform requires at least five to seven
years from full implementation (Cuban and Usdan, 2003).Thus, there is some
question whether the benefits described in the studies are significant enough to
argue that strong mayoral influence is the preferred form of governance for
cities, or whether it should be viewed merely as one option among others.
Although it may be evident, it is still worth noting, as others have, that the
success of mayoral leadership depends on the mayor. According to Viteritti, the
35

NAEP, the National Assessment of Educational Progress, is the only test that is comparable across cities, as
the same test is given to sample student urban populations across the country.
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structure ―is not a solution, it is an enabler…creat[ing] possibilities for the kind of
bold leadership needed to turn around failing school districts‖ (Viteritti, 2009: 9).
Typically, in systems with strong mayoral involvement, the mayors are
―reformers‖ who emphasize and give high priority to school reform, often in
common with other civic leaders (Henig, 2009: 38). But not every mayor today is
a reformer.
The effectiveness of mayoral leadership may also depend upon term limitations.
Urban education reforms take time; yet, on average, urban school leaders such
as superintendents serve between two and a half and four years, not nearly long
enough for serious reforms to be implemented. With strong mayoral
involvement, school leadership may be more durable; but that, in turn, may
depend on how long the mayor serves. For example, in Chicago, Boston and New
York, in large part due to the absence of mayoral term limits, the mayors and
their appointees are serving much longer. This has enabled them to implement
their school reform strategies. By contrast, many urban mayors are limited to
two terms or eight years as mayor, which makes them ―subject to defeat and
distraction,‖ with their political and educational agendas given insufficient time to
flourish, regardless of any valuable insights they could offer to the school system
(Hill and Harvey, 2004: 19). Yet, even four to eight years is a longer period of
stability than many urban superintendents experience in reforming school
systems.
As Henig points out, the essential question to consider when evaluating mayoral
leadership is, does a strong mayoral role in school district governance ―augment
or undermine‖ the need of struggling urban school systems to maintain their
vision, build capacity, and sustain political support?(Henig, 2009:42). According
to Cuban and Usdan, there are three factors that affect whether mayoral
involvement in governance can be successful: 1) whether the mayor‘s role in the
schools is integrated with existing political structures in such a way that it
improves organizational efforts, thereby contributing to teaching and learning
improvements and citywide programs; 2) whether mayoral leadership can
provide better management that focuses on aligning goals, standards,
curriculum, professional development, assessments, rewards and sanctions; and
3) whether non-educators are connected to existing state and local political
structures, resulting in improved and sustained student achievement.
Governance changes depend largely on the conditions and context of the city at
a particular point in time. Viteritti, chair of the Commission for School
Governance in New York City, observed, ―no governance plan can overcome the
social impediments that can prevent disadvantaged parents from having an
effective voice in the education of their children‖ (Education Week, 2009: 26).
According to Henig, there are five reasons to be concerned if strong mayoral
involvement comes at the cost of limiting access to organizations that represent
minorities, teachers, and parents: 1) historically, educational policy-makers have
believed that teachers and parents should have greater influence in the
educational system than the average voter; 2) central administrators are not on
the ―ground level‖ every day, and thus parents and teachers can provide
beneficial information about the effectiveness of certain policies and programs;
3) the history of racial inequality within education may jeopardize the authority
of mayoral control as a system of governance; 4) marginalized community and
stakeholder opinions may suffer from a lack of perspective; and 5) without

524

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

community and political engagement and participation, even
researched policy initiatives may fall short. (Henig, 2009: 21-32)

the

most

We note that, during the course of our study, in Baltimore, Detroit and Hartford
the mayors were convicted of criminal misconduct. In those cities the charges
were not related to the mayor‘s role in governing the public schools; but these
events, at the very least, produced distractions from school reform.
In this paper, we use quantitative evidence on the effects of mayoral control in
our nine cities. We seek to answer Henig‘s question, whether the new
governance models have augmented or undermined these urban school districts
as they struggle to provide a higher quality educational experience in their
communities. Our full findings are provided in the full Institute on Education Law
and Policy Report (2010).
We developed a multi-part research framework for investigating the impacts of
mayoral involvement on a number of variables, including both quantitative
measures and qualitative investigations of stakeholder perceptions. The first part
was used to classify degrees of mayoral involvement in the nine cities from
strong to weak, including the manner of selection and design choices:
Degree of Mayoral Involvement in the Nine
Cities
District

Year of Change

Strength

Baltimore

1997

Moderate

Boston

1992

Strong

Chicago

1995

Strong

Cleveland

1998

Moderate

1999-2004

Moderate

Hartford

2005

Moderate

New York

2002

Strong

Philadelphia

2001

Weak

2001; 2007

Weak to Strong

Detroit

Washington D.C.

The second part, not reported here, was a qualitative analysis of the effects of
mayoral control in these cities, using legal, archival and interview evidence.
The quantitative aspect of our research design used U.S. Census data, data from
the American Community Survey and Common Core Dataset and the National
Assessment of Educational Progress (NAEP) compiled bi-annually by the United
States Department of Education‘s National Center of Educational Statistics
(NCES). NAEP is called ―the nation‘s report card‖ because it is the only statelevel and, in some cases, city-level achievement database that uses the same
test in multiple states and cities, making possible cross-state and cross-city
comparisons of a representative sample of students. We used the urban city
dataset to analyze achievement differences in the five of our nine cities that were
available and in a comparison set of cities without formal mayoral involvement.
The last section makes recommendations for Newark. These recommendations
examine whether the two governance options available currently to school
districts under New Jersey law, namely Type I (mayor-appointed boards, but
with the district otherwise independent of the mayor) and Type II (elected or
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appointed boards), should be legislatively augmented to include other
governance options, including forms of mayoral control studied here or other
hybrid models (e.g., boards of education whose members are partly appointed
and partly elected).

Findings
Though good assessment data are hard to come by, the NAEP data do allow for
year-to-year comparisons across and between districts. Given the problems with
comparisons of state achievement data due to differences in tests and changes in
cut scores, NAEP remain the only valid and reliable basis for state and city
comparisons.
Figures 1 to 4 show graphs for the five study districts for which math and reading
NAEP data are available (for 4th and 8th grades). The graphs show average test
performance for each district. All five school districts remain below the national
average, but some have made more progress than others in coming close to it.
For example, Washington, D.C. has shown steady gains in all years and all
grades. Cleveland, on the other hand, has improvements in some years but not
in others.
Figure 1: City NAEP Scores, 4th Grade Math
(2003, 2005, 2007, 2009)
240
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Figure 2: City NAEP Scores, 4th Grade Reading
(2003, 2005, 2007, 2009)
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Figure3: City NAEP Scores, 8th Grade Math (2003, 2005, 2007, 2009)
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Figure 4: City NAEP Scores, 8th Grade Reading
(2003, 2005, 2007, 2009)
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Table 1 presents the NAEP math and reading scores for 2009 for the large urban
districts in the NAEP sample, including five of the nine cities in our study.
Table 1: NAEP Scores

District

4th Grade
Math
Reading

8th Grade
Math
Reading

Atlanta

225

209

259

250

Austin
Boston

240

220

287

261

236
245

215
225

279
283

257
259

222
213

202
194

264
256

249
242

236
222

211
197

277
258

252
244

237
236

217
213

273
280

252
254

220

203

251

240

239

221

283

264

Charlotte
Chicago
Cleveland
Houston
Los Angeles
New York
San Diego
Washington, D.C.
U.S.

Note: Study cities in bold.
With a small-sample caveat, Table 2 presents the results of a regression analysis
using the NAEP data. In this case, school districts without formal mayoral
involvement are compared to the districts with some form of mayoral
involvement. Equations (1) and (4) show results when the only independent
variable is a ―dummy‖ variable for mayoral control. In these regressions, we
actually see a negative effect.
However, equations (2) and (5) also include three control variables: the percent
of residents in each city that are white, the percent of residents in each city that
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are below the poverty threshold, and the U.S. national average on the NAEP
exams. Equations (3) and (6) include a variable that tests to see if the ―strength‖
of mayoral control makes a difference. In general, for 4th grade these regressions
do not provide evidence that assessment scores improved because of mayoral
involvement in governance.
Table 2: Dependent Variable: NAEP scores, 4th Grade
Mathematics

MC

(1)

(2)

-9.72
(0.00)

(3)

(4)

(5)

-0.95

-5.89

1.09

(0.64)

(0.03)

(0.63)

Strength x MC

US Avg.

(6)

0.41

1.03

(0.57)

(0.17)

1.64

1.64

2.12

2.08

(0.01)

(0.01)

(0.01)

(0.02)

0.52

0.55

0.41

0.43

(0.00)

(0.00)

(0.00)

(0.00)

-0.52

-0.54

-0.57

-0.58

(0.07)

(0.06)

(0.02)

(0.02)

231.4

-178.4

-180.1

207.8

-271.0

-262.5

(0.0)

(0.18)

(0.18)

(0.00)

(0.14)

(0.15)

% White

% Poverty

Constant

Reading

R2

0.21

0.65

0.65

0.10 0.51

0.53

# obs.

43

43

43

49

49

49

Note: p-values given below estimates. A p-value less than 0.1 indicates that a
coefficient is statistically different than zero (i.e., is statistically significant).
Standard errors are robust. Note for 2009, 2008 ACS data was used.
Table 2 runs similar regressions as in Table 1, but looks at the changes in the
variables. Again, there is no statistical support for mayoral involvement having
an effect on test score growth for 4th grade (though the coefficients are positive,
they are not statistically significant).
Table 4 performs a similar regression as Table 3, but for 8th grade test scores.
Equations (1) and (4) show a negative effect for mayoral involvement districts,
when there are no controls for the national trends, race or poverty rates. When
we do add the controls, however, we see a positive and statistically significant
effect for mayoral involvement. For example, controlling for national trends, race
and poverty rates, we see that mayoral involvement districts, on average, had a
4.76 point higher performance on 8th grade reading tests, compared to their
counterparts without mayoral involvement (all of the districts included are listed
in table 18). There is also a greater effect for stronger control districts, as shown
in equation (3). For example, based on this equation, we would predict that a
―strong‖ mayoral control district would have a 6.45 point higher performance on
the NAEP math scores, compared to a non-mayoral control district, all else equal.
Similar effects also hold for the reading scores.
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Table 3: Dependent Variable: Changes in NAEP Scores, 4th Grade
Reading

Mathematics
(1)
1.14
(0.28)

MC

(2)
1.06
(0.25)

0.209
(0.81)

(5)
0.134
(0.87)

0.457
(0.12)

Strength x MC
0.995
(0.01)

ΔUS Avg.

2

R
# obs.

0.219
(0.39)

1.03
(0.00)

-0.600
(0.23)

-0.599
(0.23)

0.051

0.061

0.161

0.163

(0.73)

(0.19)

(0.18)

0.669

0.627

-0.227

-0.240

2.14

(0.07)
0.787

(0.08)
0.682

(0.52)
2.49

(0.50)
2.29

(0.0)

(0.15)

(0.20)

(0.00)

0.04
32

0.33
32

0.34
32

(0.00)
0.10
38

Poverty

Constant

(6)

(0.30)

Δ% White
Δ%

(4)

(3)

2.02
(0.00)
0.001
38

0.08
38

Note: p-values given below estimates. A p-value less than 0.1 indicates that a
coefficient is statistically different than zero (i.e., is statistically significant).
Standard errors are robust.
Table 4: Dependent Variable: NAEP scores, 8th Grade
Mathematics

MC

(1)

(2)

-7.80
(0.04)

(3)

(4)

(5)

5.15

-1.97

4.76

(0.02)

(0.35)

(0.00)

Strength x MC

U.S. Avg.

2.15

1.98

(0.00)

(0.00)

1.86

-0.33

-0.41

(0.00)

(0.00)

(0.72)

(0.64)

0.84

0.82

0.41

0.38

(0.00)

(0.00)

(0.00)

(0.00)

-0.51

-0.52

-0.51

-0.54

(0.06)

(0.05)

(0.01)

(0.00)

267.8

-308.2

-290.6

248.9

322.6

345.6

(0.00)

(0.04)

(0.05)

(0.00)

(0.20)

(0.15)

% Poverty

2

(6)

1.92

% White

Constant

Reading

R

0.10

0.72

0.74

0.02 0.52

0.56

# obs.

43

43

43

48

48

48

Note: p-values given below estimates. A p-value less than 0.1 indicates that a
coefficient is statistically different than zero (i.e., is statistically significant).
Standard errors are robust. Note for 2009, 2008 ACS data was used.
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Table 5, however, shows that there is no evidence that mayoral involvement
districts have higher growth rates, in terms of their test performance, as
compared to districts without strong mayoral involvement.
Table 5: Dependent Variable: Changes in NAEP Scores, 8th Grade
Reading

Mathematics
MC

(1)
-0.972

(2)
-0.996

(0.36)

(0.33)

(3)

(4)
-1.10

(5)
-0.94

(0.21)

(0.28)

(6)

Strength x MC

-0.152

-0.364

ΔUS Avg.

0.972

(0.65)
1.10

0.539

(0.20)
-0.592

Δ% White

(0.37)
0.044

(0.34)
0.023

(0.22)
-0.214

(0.18)
-0.230

(0.82)

(0.90)

(0.17)

(0.14)

-0.340

-0.311

-0.530

-0. 115

3.97

(0.58)
2.16

(0.62)
1.65

(0.05)
1.37

(0.06)
1.35

(0.0)

(0.30)

(0.44)

(0.02)

0.03
32

0.14
32

0.12
32

(0.01)
0.37
26

Δ%

Poverty

Constant
2

R

# obs.

1.57
(0.02)
0.04
37

0.22
37

Note: p-values given below estimates. A p-value less than 0.1 indicates that a
coefficient is statistically different than zero (i.e., is statistically significant).
Standard errors are robust.
Given the demographic differences among the nine districts with respect to race
and socio-economic status, we disaggregated these NAEP data for 2009 in order
to analyze whether differences in district performance vary by race and socioeconomic status. The following tables present these findings:
Table 6: 4th Grade NAEP (2009) by Race and Free Lunch
4th Grade Math (2009)

4th Grade Reading (2009)

White

Black

Hispanic

RFL
Eligible

White

Black

Hispanic

Baltimore

240

220

na

220

220

200

na

199

Boston

251

231

232

233

231

212

209

211

Chicago

242

212

226

219

228

194

203

199

Cleveland

228

209

217

213

209

189

200

194

na

199

206

198

na

186

190

186

New York

254

227

230

235

235

208

208

214

Philadelphia
Washington,
D.C.

239

216

221

219

215

191

187

192

270

212

227

210

257

195

207

193

U.S.

248

222

227

227

230

205

205

206

District

Detroit

Note:na=not available

RFL
Eligible
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Table 7: 8th Grade NAEP (2009) by Race and Free Lunch
8th Grade Math (2009)

8th Grade Reading (2009)

White

Black

Hispanic

RFL
Eligible

White

Black

Hispanic

RFL
Eligible

na

255

na

254

na

243

na

242

Boston

311

268

269

273

282

248

251

251

Chicago

289

252

268

261

272

243

249

246

Cleveland

275

252

250

256

258

239

237

242

na

237

255

235

na

232

232

228

New York

295

261

261

270

271

246

243

250

Philadelphia

284

256

258

261

266

241

241

243

na

244

263

243

na

235

249

232

U.S.
293
Note: na=not available

261

266

266

273

246

249

249

District
Baltimore

Detroit

Washington, D.C.

These data do not support the hypothesis that cities with larger concentrations of
poverty and African-Americans and Hispanics have higher achievement for these
groups. Boston and New York have the highest achievement among AfricanAmerican, Hispanic and low-income students.
Although Wong et al. (2007) find small significant effects of mayoral involvement
in governance on student achievement, our statistical analysis does not provide
convincing evidence to suggest that mayoral involvement has a causal positive
effect on achievement or on other demographic and educational measures. There
have been improvements in student achievement on NAEP from 2003-2009 in
almost all of the districts with some forms of mayoral involvement, but it is
impossible to isolate any causal effect of mayoral involvement, given the mixed
findings of the statistical results. We simply cannot reject rival hypotheses, such
as the effects of NCLB or other systemic reforms in each of the cities or their
states.
In addition, comparisons to cities without mayoral involvement on NAEP during
the same time period do not indicate that mayoral involvement explains
achievement gains, independent of other variables. The two highest-performing
cities, Austin and Charlotte — the only two above the national average in both
mathematics and reading — are both cities without mayoral involvement.
Nevertheless, given the gains in NAEP (2003-2009) scores in almost all cities and
all levels, the statistical significance of these gains in cities with strong mayoral
involvement (control) and the gains in almost all the cities on state examinations
(2006-2008), the evidence suggests that mayoral control is associated with
increases in student achievement. However, the evidence is insufficient to argue
for causality.
The data certainly do not indicate that forms of governance with mayoral
involvement have a negative effect on student achievement, but rather that
governance may not be the most important factor; or, at the least, may be one
of many factors in raising student achievement. If raising student achievement is
the only reason to consider implementing a mayor-dominated governance model,
then our findings do not provide support for stronger mayoral involvement.
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However, our evidence indicates that as part of an overall systematic approach
to urban district improvement, mayoral involvement—if not control—should be
considered.

Conclusion
Lessons for Newark
As we look at lessons learned from our nine cities, we note certain restrictions on
governance peculiar to New Jersey that may limit the relevance of those
experiences.
Newark faces the challenge of reestablishing local governance. It has yet to meet
80% of the state‘s performance goals in governance before the state will allow
self-governance. QSAC provides that Newark and Paterson be evaluated every
six months until state control is relinquished. Given these legal requirements, it
appears clear that Governor Christie did not have the authority to delegate state
control to Mayor Booker and that the mayor does not have the authority to
continue to behave as if he has mayoral control.
QSAC requires that within one year of the state withdrawing from intervention in
a school district‘s governance, the board of education must call a special election
for the residents to vote to select their preferred governance system. Currently,
voters can choose from two options: an elected board of education or a
mayorally-appointed board. Jersey City held an election in November 2008 that
led to an elected board of education. Newark voters will be able to express their
preferences once their school districts satisfy 80 percent of the standards on the
District Performance Review. Given these legal requirements, it is clear that full
mayoral control like Mayor Bloomberg has in New York City, as Mayor Booker
desires, is not an option under the law. The only form of mayoral governance
available is a Type I district, with mayoral appointment, but with the board
independent of the mayor, with fixed appointments and not subject to
termination, as occurred in New York City, when board members disagreed with
Mayor Bloomberg. Full mayoral control can only be attained through a change in
the law by the legislature, as was the case in New York City, where the state
legislature passed mayoral control legislation.
As noted above, many of the forms of governance that have been adopted in the
nine cities in this study are not available currently in New Jersey. New Jersey
recognizes only two forms: appointed or elected school boards. In either of those
cases, once seated, the board acts as an independent legal entity, responsible for
hiring, spending and policy implementation. Other legal structures that have
added value in our nine cities might be reasonable additions to the menu of
choices. These run the gamut from hybrid elected and appointed boards that are
independent, to separate school boards that are appointed by mayors but remain
subject to some mayoral oversight, to school systems without a separate
governing body that are run by the mayor directly as a department of the city.
Obviously, if Newark or Paterson, or any other school district, wishes to
implement any form of school district governance other than what New Jersey
law provides currently, legislative action will be required.
Another aspect of school governance in New Jersey is the degree to which local
communities have embraced political ownership of education through the process
of electing school boards. Local political control is not unique to New Jersey, of
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course, and many of our nine cities balked at giving up that control. Notable
among those was Detroit, where the citizenry took back local elected control of
the school board after five years. Of the 600 school districts in New Jersey, only
50 have opted for mayoral appointment versus election of their school boards
(NJSBA, 2009. Would Newark and Paterson — or any communities in New Jersey
— now opt to give up their electoral power for a system of mayoral appointment,
let alone a system of mayoral control, even assuming the legislature would make
that available? It seems doubtful. Perhaps, however, the legislature should
consider — on an experimental basis — making some form of mayoral control an
option specifically for those communities returning to local control after state
takeover or intervention. Expanding governance options specifically for those
school districts that have struggled in the past with governance problems makes
good sense and might be palatable to communities eager to regain some degree
of local control after having had virtually none.
Any new models must ensure, though, that there is adequate community input
into school governance and policy. This was an important concern in the cities we
studied and, given New Jersey communities‘ historical involvement in school
governance, any system that is perceived as shutting out parental and
community voices is not likely to be successful. Likewise, there must be
transparency and public accountability on which the public can build trust in new
leadership models.
However real, the benefits may be from new governance models, it is important
to remember what we know generally about school reform. We agree with the
many voices that told us effective governance is necessary, but not sufficient, to
move school reform ahead. Concurrent reforms at the building level, including
strong leadership by the principal; the recruitment, retention and support of high
quality teachers and administrators; as well as addressing the myriad problems
outside of the schools related to poverty and its effects are also vital to urban
school improvement. Given the decades of research on the need to tie school
improvements to community and economic development, we recommend that
such initiatives as the Harlem‘s Children Zone in New York City and the fledgling
Global Village Zone in Newark be examined as models along with governance
innovations.
In sum, because of the benefits that we have observed from our qualitative
evidence and the increases in student achievement, (although not causally
related to mayoral control) in the nine cities that have implemented some
experimental forms of governance, we recommend that New Jersey lawmakers
consider making a broader array of governance models available to cities
emerging from state control or intervention. While we were unable to link any
specific form of governance to any specific advance in student achievement or
school district management, the evidence still demonstrates that raising the
profile of education through adopting new governance models has more positive
than negative results. Keeping the spotlight on education reform, overall, has
benefited public education in the nine cities we studied.
This study supports Viteritti‘s position that governance structure ―is not a
solution, it is an enabler…creat[ing] possibilities for the kind of bold leadership
needed to turn around failing school districts‖ (Viteritti, 2009: 9). Good
governance is necessary but not sufficient for meaningful educational reform,
and mayoral control is not the only form of good governance. Given the benefits
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we have seen in the nine cities, mayoral control should be one of a number of
options available, as long as parental and community input and involvement are
not stifled as they have been in some cities.
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Abstract
Given that conflicts are more likely in a working environment of close interrelations and
with diversity among members, its interactions and goals, then conflicts in educational
institutions seem inevitable. Hence conflict management is an essential element for the
enhancement of a stable and good school performance. In November 2010,
questionnaires administered to primary school educators in 2 Greek regions (including
the metropolitan area of Athens). By analysing these questionnaires through descriptive
statistics and regression models, the purpose of this paper is to: a) examine the potential
sources of conflicts in schools, b) determine ways of appropriate conflict management so
as to reduce the possibilities of the harmful effects of conflicts in educational institutions,
and c) offer recommendations, based on the findings, for a more creative conflict
management strategy so as to enhance the smooth functioning of school units. Results
showed that school conflicts often arose in their school, while these conflicts were mainly
attributed to both personal and official reasons. The empirical results from the regression
analysis also showed that there is a greater likelihood for these conflicts to arise in urban
schools than in other regions.

Keywords
Conflict management – Team

Introduction
Every social organization, including the school, consists of a number of human
beings that seek to achieve specific tasks through collaboration. Each human
being is a unit of relations and actions that develops in the school unit.
Considering, though, that each person: a) has its own unique personality that
differs from the rest in terms of capabilities, motivation, values, knowledge,
needs and experiences, and b) has to cooperate and co-exist with the other
members of the organization, then conflicts between members of an organization
seem inevitable.
School conflict is closely linked to the stability and the smooth functioning of a
school unit and thus it may be considered to carry an economic cost both for the
school leadership and the school unit itself. Sometimes the negative impact of
conflicts between educators may become critical, leading to counterproductive
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behaviour, such as a lack of communication, stress, regular absences, etc., that
harm human relations and jeopardizes the educational process since it may
decrease the levels of motivation and performance of staff, and subsequently of
pupils (Balay, 2006; Everard, Morris & Wilson, 2004; Paraskevopoulos, 2008;
Tobin, 2001). Other manifestations of the negative impacts of school conflicts
may be a resistance to new initiatives, inflexibility, or a lack of cooperation
among school members, any of which would reduce the team‘s effectiveness
(Henkin, Cistone & Dee, 1999; Somech, 2006; Kuhn & Poole, 2000).
However, other researchers have come to the conclusion that school conflicts
may have positive impacts on the functioning of the school unit, such as the
production of more creative ideas, the release of tension, or the clarification of
goals as problems come to the surface, allowing them to be more easily
addressed. Thus the team‘s effectiveness may actually be improved (Brouzos &
Kouzouni, 2003; De Dreu & Beersma, 2005; Saitis, 2002; Somech, 2006).
Regardless of the positive or negative impacts of conflicts, the reality is that
educational institutions are becoming more complex. As such, it would be
rational to expect an increase in the number of school problems created by
internal disagreements.
Certainly the issue of how conflicts arise in a working environment such as a
school unit is complex since people react to, and cope with, conflict in a variety
of ways. However, while there are many forms of conflict management strategy,
constructive and creative conflict management would only serve to help the
school unit achieve its aims and goals.
The purpose of this paper is to: a) examine the potential sources of conflict in
schools, b) determine appropriate conflict management methods so as to reduce
the possibilities of the harmful effects of conflicts in educational institutions, and
c) offer recommendations, based on the findings, for a more creative conflict
management strategy so as to enhance the smooth functioning of school units.

1. Methodology
A survey was conducted to collect primary source data for the paper.
Questionnaires were administered to primary school educators in 2 Greek regions
(including the metropolitan area of Athens). The questionnaire was divided into
three parts:


Personal and professional characteristics of the primary school educators
in question;



School educators‘ perceptions and attitudes towards conflicts among them
in a school unit;



School educators‘
strategy.

recommendations

towards

conflict

management

The statistical analyses used for the questionnaire include:


Descriptive statistics (percentages);



Factor Analysis. The Method of Principal Components was used. The
statements from two questions (those related to the factors that may be
attributed to conflicts between educators) were reduced to a number of
factors which were rated by school educators;
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OLS (Ordinary Least Squares).

2. Results
From the sample of 414 primary teachers in question, 34.1% were men and
65.9% were women. The vast majority of the respondents were married
(71.55%) while the remaining 28.5% were unmarried. Regarding the age of the
respondents, half of the respondents were aged between 26 and 45 years;
31.2% were between 46 and 55; 15.7% between 25 and 35, and only 2.9%
were over 55 years of age. According to the results, 20.8% had up to 10 years of
teaching experience in public primary education, 35.0% had between 10 and 20
years of relevant teaching experience , 38.6% had between 20 and 30 years‘
experience, and finally, only 5.6% had over 20 years‘ teaching experience in
public primary education. The majority of the respondents (84.5%) had been in
their particular school for up to 10 years, 14.5% for between 10 and 20 years,
and only 1.0% for over 20 years. The majority of the responses were from the
region of Attiki (metropolitan area of Athens) (63.0%) while 37.0% were from
the region of West Sterea.
The majority of the respondents (46.9%) had obtained a university degree in a
different field, 20.8% had received technological education, 10.4% had obtained
a Masters degree in a field other than teaching or education administration, 5.3%
had a PhD, while 24.9% of the respondents had attended Maraslio Teacher
Training College. Half of the respondents (50.5%) had attended at least one
training programme in a particular field. More specifically, of those who answered
positively, the majority (42.5%) had attended training programmes in
pedagogical science, 26.8% in computer science, 13.8% in environmental
education and only 8% had attended a managerial training programme.
When the educators were questioned about the frequency of conflicts among
them in the school units, the answer from the majority (68.8%) was ―often‖,
12.3% stated ―rarely‖, 6.3% advocated ―never‖ and only 5.1% indicated ―very
often‖. From those who had answered ―often‖ or ―very often‖, the majority of
them (68.1%) answered that these conflicts were mainly attributed to ―personal
and official‖ reasons, while only 5.6% attributed the conflicts among educators
solely to official reasons and only 0.7% solely to personal reasons.
Regarding the conflicts between educators that were attributed solely to official
reasons, the respondents were asked to specify the factors that may cause such
conflicts. The eight most popular responses were ―class allocation‖ (35.3%), ―the
allocation of pupils when an educator is absent‖ (19.6%), ―the allocation of nondidactical work‖ (20.8%), ―completion of the daily programme‖ (22.5%), ―use of
the computer science laboratory‖ (14.5%), ―allocation of playground duties‖
(20.8%), ―full-day school‖ (24.9%) and ―a lack of school regulation‖ (30.7%).
Factor analysis resulted in the extraction of four (4) factors (statements) that
had an Eigenvalue above 1 and accounted for 72.28% of the total sample. These
were: ―the allocation of students when an educator is absent‖ (-0.685), ―full-day
school‖ (-0.755), ―class allocation‖ (0.647), and ―the allocation of non-didactical
work‖ (-0.692). As Regards resolving these conflicts, the most popular responses
among first preferences given by primary school educators were ―the
intervention of the school principal without the use of power‖(28.0%), ―decision
of the school council‖ (20.3%), ―use of power by the school principal‖ (20.8%)
and finally ―initiative taken by a colleague‖ (25.8%).
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Regarding the conflicts between educators that were attributed solely to personal
reasons, the respondents were asked to specify the factors that may cause
conflicts between educators, the most popular responses among first preferences
given by primary school educators were ―bad communication among the
members of the school unit‖ (20.5%), ―personal differences between the
members of the school unit‖ (16.7%), ―lack of coordination of the school unit‖
(20.3%), ―lack of capable school leadership‖ (23.4%) and ―educators‘ mobility‖
(50.5%). Factor analysis resulted in the extraction of three factors (statements)
that had an Eigenvalue above 1 and accounted for 82.83% of the total sample.
These were: ―lack of capable school leadership‖, ―mobility of school educators‖
and ―lack of coordination of the school community‖. Concerning the resolution of
these conflicts, the most popular replies among first preferences given by
primary school educators were ―initiative taken by a colleague‖ (24.9%),
―intervention of the school principal without the exercise of power‖ (26.3%),
―decision of the school council‖ (21.0%) and ―use of power by the school
principal‖ (34.3%).
When the educators were asked if they had ever been dissatisfied with a decision
of their school principal but did not react in any way, the majority 30.4%
responded ―rarely‖, 26.3% stated ―sometimes‖, 24.9% said ―often‖, 16.4%
responded ―never‖ and only 1.9% stated ―very often‖. From those who had
answered ―often‖ or ―very often‖, when they were asked to identify the reasons
as to why they had not reacted in any way, the most popular responses among
first preferences given by primary school educators were ―respect the role of the
school principal‖ (23.9%), ―have difficulty in protecting my rights‖ (18.4%) and
―I am not interested‖ (20.5%).
When questioned about the degree to which good communication among school
educators may reduce the possibilities of conflicts in the school, over half of the
respondents (58.2%) answered ―very much‖, whereas 40.1% responded ―much‖,
1.2% stated ―moderately‖ and only 0.5% answered ―little‖. Regarding the
question of identifying the main factors encountered for good communication
among school members, the most popular answer among first preferences was
―maturity of the school educators‖ (41.3%). The second most popular preference
was ―a stable and well structured series of duties‖ (41.1%), and finally, the third
was ―a stable and regular working environment‖ (41.1%).
When questioned about the degree to which the conflicts among educators
negatively influenced the school unit‘s capacity to function efficiently, the
majority (44.9%) answered ―much‖ while 34.3% responded ―very much‖. The
remaining responses were: 15.2% ―moderately‖, 4.6% little and only 1.0%
responded ―never‖. For those who responded ―much‖ or ―very much‖, the five
most common negative impacts of school conflict were: ―school climate‖
(37.4%), ―communication among the school educators‖ (31.6%), ―school image
and profile in the local community‖ (21.0%), ―pupil behaviour‖ (26.1%), and the
―educational process‖ (19.8%).
Regarding the degree of certain factors that would help to overcome the conflicts
among school educators, respondents were asked to consider five statements,
each relating to a solution that could possibly help to overcome the school
conflict. Primary school educators were asked to rate the extent of their
agreement with these statements by using the following scale: 1 = not at all, 2 =
little, 3 = moderately, 4 = much, 5 = very much. The first statement was ―the
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constitution of school regulation‖, to which about half of the respondents
(47.6%) agreed it made ―much contribution to resolving school conflicts‖ while
26.3% considered this was very much the case, 17.9% moderately so, 6.5%
little, and only 1.7% thought not at all. The second statement was ―personnel
stability‖ which less than half of the respondents (42.3%) thought contributed
much to the resolution of school conflicts, 32.6% considered such a contribution
to be moderate, 14.0% thought it contributed very much, 10.1% indicated little,
and only 1.0% considered it made no contribution at all. The third statement was
―better school infrastructure‖, which 43.5% thought made much contribution to
conflict resolution, 25.1% moderately so, 21.7% very much so, 8.5% little and
only 1.2% not at all. The fourth statement was ―school leaders‘ training on
human resource issues‖. For this statement, over half (56.8%) of the school
educators suggested it would contribute very much, 36.2% considered that it
contributed much, 4.6% stated a moderate influence, while 2.2% and 0.2%
stated little and not at all, respectively. Finally, the fifth statement was ―school
educators‘ training regarding conflict management strategy‖. For this statement,
school educators‘ responses were as follows: about half of the respondents
(49.0%) believed it would contribute very much , 40.6% indicated much
contribution would be made, 8.7% shared the opinion of a moderate contribution
while 1.0% and 0.7% considered the contribution would be little and none at all,
respectively.

3. Ordinary Least Squares (OLS) Regressions
Three OLS models were run in order to investigate school educators‘ perceptions
regarding conflicts between school members. For this reason, all models used the
same dependent variable, namely, the frequency of conflicts among educators in
primary schools, where respondents were asked to rate the frequency of school
conflicts as follows: 1 = never, 2 = rarely, 3 = sometimes, 4 = often and 5 =
very often.
The first model used the following as independent variables:
‗the age of the respondents‘, which was a quantitative variable;
‗the region of the school‘, which took the value 0 when the school was located
in the region of Attiki (Athens) and the value 1 in all other cases;
‗the school size‘;
‗personal and official reasons‘ - the most popular reason for conflicts between
school educators; and
‗the degree of the negative impact that school conflicts have on the effective
functioning of the school unit‘, for which respondents were asked to rate the
degree of their agreement according to the following scale: 1 = not at all, 2 =
little, 3 = moderately, 4 = much 5 = very much.
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Table 1 OLS: Dependent variable ‗the frequency of conflicts between
educators in primary schools‘
Variables

Coefficient

St.Error

Constant

3.755***

0.118

Reason for conflict: ‗personal and official reasons‘

-0.010

0.047

Age of the respondents

0.005**

0.002

The degree of negative impact that school conflicts have on the
effective functioning of the school unit

0.007

0.020

School size,

0.010**

0.005

Region of the school

-0.109***

0.026

Note: R-squared is 0.055 whereas the F Statistic is 3.555
*** denotes a significance level of 1% and ** denotes a significance level of 5%
The results from table 1 indicate that three independent variables, namely, the
age of the respondents, the school size and the region of the school location,
were statistically significant. In particular, the age of the respondents and the
school size had a positive sign, indicating that, as the age of the respondents and
the school size increases, then conflicts among educators in school are more
likely. With reference to the region of the school, the sign was negative. This
indicated that, in urban areas (particularly in the metropolitan area of Athens),
there is a greater probability of conflicts occurring between educators in schools.
The second OLS model included the same independent variables as the first
model with the addition of the variable ‗whether or not they had attended at
least one training programme‘. This was a dummy variable which took the value
1 when the respondents answered positively and took the value 0 when the
respondents answered negatively. Moreover, another independent variable was
introduced, namely, ‗the degree to which good communication among school
educators may reduce the likelihood of conflicts in the school‘. In this variable,
respondents were asked to rate the degree of the contribution that good
communication made to reducing school conflicts, using the following scale: 1 =
not at all, 2 = little, 3 = moderately, 4 = much and 5 = very much.
Table 2 OLS: Dependent variable ‗the frequency of conflicts among educators
in primary schools‘
Variables
Constant
Reason for conflict: ‗personal and official reasons‘
Age of the respondents
The degree of negative impact that school conflicts have on the
effective functioning of the school unit
School size
Region of the school
Whether or not they had attended at least one training
programme
The degree to which good communication among school
educators may reduce the likelihood of conflicts in the school

Coefficient
3.832***
-0.019
0.004*
0.011

St.Error
0.139
0.045
0.002
0.020

0.010**
-0.159***
0.078*

0.005
0.044
0.046

-0.020

0.027

Note: R-squared is 0.074 whereas the F Statistic is 3.414
*** denotes a significance level of 1%, ** denotes a significance level of 5% and
* denotes a significance level of 10%
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According to results from Table 2 all three independent variables that were
significant in the previous model had retained their significance and their sign.
Interestingly, when the variable ‗whether or not they had attended at least one
training programme‘ entered the model, it turned out to be significant and had a
positive sign. This indicated that, when the educators had followed at least one
training programme on any subject, then there was a greater likelihood of
conflict in the school unit. This result may be attributed to the fact that,
according to educators‘ responses, for those educators who had followed a
training programme, the latter tended to be in pedagogical science and not in
management science.
The third OLS model used all the independent variables of the second model,
with the addition of a new independent variable, namely, ‗whether they had ever
been dissatisfied with a decision of their school principal but they did not react in
any way‘, where respondents were asked to rate them according to their
perception: 1 = never, 2 = rarely, 3 = sometimes, 4 = often and 5 = very often.
Table 3 OLS: Dependent variable ‗the frequency of conflicts between
educators in primary schools‘
Variables

Coefficient

St.Error

Constant

3.868***

0.142

Reason for conflict: ‗personal and official reasons‘

-0.029

0.045

Age of the respondents

0.005*

0.002

The degree of negative impact that school conflicts have on the
effective functioning of the school unit

0.024

0.021

School size

0.009*

0.005

Region of the school

-0.159***

0.044

Whether or not they had attended at least one training
programme

0.088*

0.046

The degree to which good communication among school
educators may reduce the likelihood of conflicts in the school

-0.023

0.027

Whether they had ever been dissatisfied with a decision of their
school principal but they did not react in any way

-0.026

0.017

Note: R-squared is 0.085 whereas the F Statistic is 3.457
*** denotes a significance level of 1%, ** denotes significance level of 5% and *
denotes a significance level of 10%
Again, it is evident from table 3 that the results are robust, in that all significant
variables from the first, second and third models retained both their significance
and their sign..
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Conclusion
The results of this study suggest school conflicts are a significant issue that may
present opportunities for sustaining and improving the effectiveness of a school‘s
performance through constructive management. However, it should also be
recognized that this study has some limitations and thus the area of school
conflict management in Greece would require further investigation. Selected data
from other Greek regions may be needed for a more thorough investigation and
to confirm the above results and analysis.
Most of the primary school educators in question had indeed shared the view that
school conflicts often arose in their school, while these conflicts were mainly
attributed to both personal and official reasons. The empirical results from the
regression analysis also showed that there is a greater likelihood for these
conflicts to arise in urban schools than in other regions. Moreover, results from
the regression analysis showed that, as the school size is increased, conflicts
between educators are more likely to arise. Factor analysis of potential causes of
these conflicts showed that, when they were solely attributed to official reasons,
then ‗the allocation of students when an educator is absent‘ was the primary
cause. Accordingly, when the conflicts were attributed to personal reasons, factor
analysis indicated ‗a lack of capable school leadership‘ as the most common
cause of conflict.
This study supports the view that conflicts within educational institutions may be
resolved through the intervention of the school principal without the use of
power, or through the initiative of colleagues. Regardless of the root cause of a
given conflict, a constructive and a prompt handling of such conflicts would only
serve to reinforce the school process. Indeed, the role of school leadership is
crucially important in such cases since the school principal is responsible for
internal organization and discipline (Fassoulis, 2005; Hekin, Cistone & Dee,
2000; Morse and Ivey, 1996).
Given the findings of this study, that school conflicts are mainly a negative
influence on the school climate (and hence may have an impact on the learning
process) and that the majority of school conflicts are attributed to both personal
and official reasons, then the effectiveness of conflict management strategy
would very much depend on the performance management of school principals,
since their role is highly associated with the creation and implementation of
policies that aim to achieve sustained success. In particular, in an educational
context, conflict management strategies are highly associated with continuous
professional development and initiatives (Armostrong & Baron, 1998; Dean,
1995; Reeves, et.al, 2002). In other words, improvements in conflict
management practices would benefit from a more theoretical approach, one that
would contribute to school management with a better understanding of the
psychology of change and the potential difficulties associated with any change.
Hence, organizational psychology is critically important for human resource
management and can be acquired only through appropriate training (Mullins,
2007; Robbins & Judge, 2010; Walton, 1987). Therefore, only when the
development and training of both school leaders and educators is accompanied
by competitiveness in terms of knowledge and abilities will the potential benefits
of school conflicts be harnessed for a more productive school system.
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Abstract
Adolescence is a critical stage in the life of every child as they are on the threshold of
youth. It is a period in which physical, psychological and social changes take place.
Puberty is the best time to sensitize the young about sex- related issues. The main
objective of the study was creating awareness about HIV/AIDS to 16-18 year olds
through the education kit developed. The sample of the present study comprised of 25
students selected randomly. The students‘ awareness about HIV/AIDS was tested using a
questionnaire. Based on this pre-test, analysis was done to find out gaps in the
knowledge and Education Kit developed accordingly. A Counseling Session was organized
with the help of the teachers of the school. Two post-tests were conducted - Post-test 1
was conducted immediately after the Counseling session and Post-test 2 after two
months. The education kit did have an impact in sensitizing the students as evidenced by
the improved post-test 1 result on the questionnaire conducted immediately after the
Counseling Session. However, results of Post-test 2 showed a drop in performance
indicating that reinforcement of information regarding various aspects of HIV/AIDS is
necessary from to time to make it long-lasting for the students.

Keywords
Immunity – Condom – Window Period

Introduction
No child should be born with HIV; no child should be an orphan because of HIV;
no child should die due to lack of access to treatment, urged Ebube Sylvia Taylor,
an eleven year old born free of HIV to world leaders gathered in New York to
share progress made towards achieving the Millennium Development Goals by
2015.We have halted and begun to reverse the epidemic. Fewer people are
becoming infected with HIV and fewer people are dying from AIDS. However we
are not yet in a position to say ―mission accomplished‖. Growth in investment for
the AIDS response has flattened for the first time in 2009.Demand is outstripping
supply. Stigma, discrimination, and bad laws continue to place roadblocks for
people living with HIV and people on the margins. We know that there are
solutions. We know that there is political and societal will to bring change. The

analysis was done to find out gaps in the knowledge and Education Kit developed
accordingly. A Counseling Session was organized with the help of the teachers of the
school. Two post-tests were conducted - Post-test 1 was conducted immediately after the
Counseling session and Post-test 2 after two months. The education kit did have an
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real challenge is following through. The new fourth decade of the epidemic
should be one of moving towards efficient, focused and scaled-up programmes to
accelerate progress for Results. Results. Results. Michel Sidibé (UNAIDS
Executive Director).

1. Statement of the Problem
HIV/AIDS is in India for over 15 years & has entered every part of the country
posing a threat to people from all walks of life. Youth are considered to be an
economically active work force of a country. As majority of AIDS victims are
youth, it may in the long run destroy the productive work force of a country.
This, in turn, will kill the economy of a country as the young who drive the
economic work force are systematically eliminated by the virus. It may also
prevent the entry of new business opportunities, since no one would be
interested to invest in an epidemic dominated region. This would add further fuel
to a collapsing economy. The gains made through liberalization and market
economy could be badly affected if timely measures are not taken in time to
contain the spread of HIV/AIDS by various countries. It is expected that
sensitizing the youth during their school years will have more impact as youth
are very much aware of their sexuality during this period being in various stages
of puberty. Awareness about HIV/AIDS given during their school years may
enable youth to be wiser in their sexual life and take suitable precautions while
having sex. They may also act as ambassadors to spread awareness about
HIV/AIDS among their friends, family & community.
1.1. Background and context
Adolescence is a critical stage in the life of every child as they are on the
threshold of youth. It is a period in which physical, psychological and social
changes take place. The World Health Organization (WHO 1995) defines
adolescence as the progression from secondary sexual characteristics (puberty)
to sexual & reproductive maturity, the development of the adult mental
processes, adult identity and transformation from total socio-economic
dependence to relative independence. It is a phase when children take major
decisions and roles in life are pondered upon by them and preparatory activities
for adulthood undertaken. Adolescent girls between 15-19 years are particularly
vulnerable 4-6 times more than their male counterparts. To contain the spread of
HIV/AIDS in youth, the right time to provide knowledge about HIV/AIDS to the
youth is during their school years because most attain puberty during 13-15
years of age. If they are not given proper knowledge about sex, sexuality &
spread of HIV/AIDS , this may prove costly to a country in the long run. The
issue of sex and sexuality has been discussed under the following headings:
1.2. Youth: Sex & Sexuality
*There is widespread ignorance amongst educated youth due to absence of
uniformly established sexual & reproductive health education in our school
system.
*Over the past decade, India has had increasing exposure to a variety of aspects
of western culture, through the Internet, movies, media, literature & fashion etc.
This has led to propagation of more misinformation, especially the use of internet
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as a resource for information by the young who have a wrong notion of West as
being promiscuous. They ape the concepts of sex followed in West blindly
without regard to their own culture. This has led to a lot of conflicts in the Indian
Society pertaining to the concept of sex and sexuality.
*Peers are often the primary source of information for youth in all socioeconomic classes, followed by media and health care workers.
*Belief that providing information prior to marriage might lead to
experimentation is the belief held in almost all socio-economic groups as also by
most parents/teachers who themselves are also parts of these groups.
*The advertisements tend to give half-baked information which can be very
dangerous. Young people see these advertisements which are more about
romance and get carried away. They don‘t have the faintest idea ―Why or how‖.
of the condom use during sex
*Most youth are unfamiliar with what a condom is & how it is used, regardless of
level of education and socio-economic status of the family.
*Lack of understanding in having unprotected sex and in understanding of
transmission conduits.
*Lack of scientific knowledge about human reproductive system due to
reproductive due to avoidance of topic in academic settings.
1.2.1. Vision of UNAIDS
As per the UNAIDS Global Report (2010) ― Fulfilling the UNAIDS vision of zero
new infections will require a hard look a the societal structures, beliefs and value
systems that present obstacles to effective HIV prevention efforts. Poverty,
gender inequity, inequity in health and the education system, discrimination
against marginalized people, and unequal resource pathways all affect—and
often slow—the HIV response‖. The UNAIDS vision of zero discrimination, zero
new infections and zero AIDS-related deaths poses a challenge. It is definitely
not a hopeless challenge. The vision of eliminating the toll that HIV imposes on
human life can be made real using the knowledge and resources available today.
It only requires a dedicated effort by all stakeholders in spreading awareness
about HIV/AIDS using the best social and scientific knowledge available
currently. Strengthened programming using the latest knowledge and best
practices to deliver information to the people will prove effective in containing
the epidemic.
According to NACO‘s (National AIDS Control Organization) Report, sexually active
economically productive age group of 15-50 years (Table1) accounted for
majority of AIDS cases. Further, as per NACO‘s Report (Table-1.1), it was
observed that 86% of infection is transmitted through sexual route; age group
15-20 years is the most vulnerable age group. Due to wrong perceptions of sex,
school students are more curious to practice sex. This makes them vulnerable to
chances of HIV infection if done with the infected partner. Thus, it is necessary to
provide knowledge about HIV/AIDS to youth during their school years.
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TABLE 1: Percentage of people affected in various Age Groups
S.No. Age Group

% of people infected

1.

30-50 years

45%

2.

15-29 years

44%

3.

0-14 years

4%

TABLE 1.1: Risk of Transmission in Various Categories
S.No. Risk/Transmission
Categories

% of infected population

1.

Sexual transmission

86%

2.

Prenatal transmission

4%

3.

Blood & blood products

2%

4.

Intravenous Drug users

2%

5.

Others (Not specified)

6%

2. Objectives of the Study
This study intends


To find out the extent of awareness about HIV/AIDS among the chosen
school students.



To create awareness about HIV/AIDS so that the sensitized group of
students can act as messengers to spread awareness about HIV/AIDS in
their family, friends & community.



To develop and use various media like slides, posters, print material, CD&
a game to educate the students about HIV/AIDS.



To analyze the education kit used for its strengths and weaknesses in
sensitizing the students.

2.1. Research Sample & Research Tools
The universe of the present study comprised of 25 students selected randomly
out of 40 students of age group 16-18 years enrolled with Doon Public School,
Paschim Vihar, and New Delhi-110063. About 25 students of both Medical (5boys
and 5girls) & Non-Medical (11boys and 4girls) streams studying in the Senior
Secondary were administered the questionnaire (Appendix) which comprised of
Objective Type Questions. This questionnaire served for both the pre-test and
post-test. The questionnaire was administered personally to the students. On the
basis of the pre-test results, various media like slides, posters, print material, CD
& games were selected for the Education Kit to make them aware about
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HIV/AIDS. Some of the selected media was available and some of it was
prepared. The target group consisting of 25 students belonging to various
streams of study were sensitized using this education kit. A post-test was
conducted immediately after the conclusion of the Counseling Session. After 2
months of the counseling session, same questionnaire was administered to the
target students to know about the success of the sensitization program using the
kit developed. These tests were termed respectively as POST-TEST1 & POSTTEST2.
2.2. Education Kit
The educational kit developed covered the following areas:
A. Print Material on Frequently asked questions on HIV/AIDS.
B. Power Point Presentation on HIV/AIDS and how it is transmitted?
Themes covered in the presentation are as follows:
1. HIV/AIDS- Global Scenario
2. Scenario of HIV/AIDS in India
3. Scenario in a country where HIV/AIDS is in epidemic proportions
4. Role of Youth in containing HIV/AIDS
5. HIV/AIDS – causal organism and transmission
6. Immune System – components and functions
7. HIV CARRIER, WINDOW PERIOD & INCUBATION PERIOD
8. Symptoms of HIV/AIDS
9. Overview of Female &Male Reproductive System
10. Concept of Puberty & Conflicts associated with it
11. Myths & Misconceptions about HIV/AIDS
12. Prevention & Treatment about HIV/AIDS
13. CONDOMS-basic information
14. Game adapted from the famous SNAKE & LADDERS game to educate
students about HIV/AIDS
After the print media and power point presentation on themes detailed in the
education kit in the previous section, the students were introduced to the game
before conducting Post-test1. The students were explained the rules of the game
before starting the game. These are briefly given here.
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*Activities, which can cause HIV infection, were
represented by SNAKE.

*Activities, which do not cause HIV infection,
were represented by LADDER.

Table2.0: Rules of the Game
2.3. Game Presentation Method
Dice, Snakes & Ladders were provided with customized animation to appear on
mouse click. There were four players taken in the game as represented by
different colors. Each player was assigned their turn one by one to throw the
dice. The position of the players was observed as per the points which appeared
on the dice. If a player reached the block with highlighted black font, then the
steps given here were followed.
i. Students were asked
Is there any risk of the infection with the activities shown in blocks with
highlighted black font? They were informed about the possibilities – snake may
bite or they move up the ladder depending upon their responses.
ii. After the students reply, the mouse was clicked to make the snakes & ladder
appear for the respective activities by highlighting the activities, which can cause
HIV infection in red font & those that don‘t cause HIV infection in blue font.
Table 2.1: SAMPLE PAGE OF SNAKE & LADDER GAME
This game was presented using animation to make learning enjoyable and
interesting to the students.
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3. Data Analysis
The data analysis has been done in terms of areas covered in the questionnaire
and the performance of the students in it in terms of gender and the streams to
which the students belonged. These results are given in the Tables 3.0 and 3.1
respectively.
Table 3.0: Questionnaire Item Analysis
S.No.

Areas covered in Questions pertaining
the questionnaire to
the
designated
area

1.

Basics
HIV/AIDS

2.

Basics of Immune 2,11,23,27,36
System

3.

Sex & Sexuality

3,13,16,32,48,50

4.

Condoms

5,20,38,45,47

5.

Transmission
HIV/AIDS

6.

Myths
and 4,7,9,17,26,31,35,37,
Misconceptions:
39,41,45
HIV/AIDS
transmission

7.

Prevention
HIV/AIDS

8.

Treatment
and 8,18,46
Cure of HIV/AIDS

of 1,15,21,34,40,44

of 6,10,12,14,19,22,25,
28,30

of 24,29,42,49

Table 3.1: Performance of students on the Questionnaire (The
percentage indicates the number of students who had given correct
answers)
S.No.

SAMPLE CATEGORY

PRETEST

POSTTEST 1

POSTTEST 2

(%)

(%)

( %)

68

97

80

1.

ALL STUDENTS

2.

MEDICAL
STUDENTS

STREAM

68

98

81

3.

NON-MEDICAL
STUDENTS

STREAM

68

97

80

4.

ALL BOYS

69

97

82
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5.

ALL GIRLS

67

97

78

6.

MEDICAL STREAM BOYS

71

98

85

7.

MEDICAL STREAM GIRLS

65

97

75

8.

NON-MEDICAL
BOYS

STREAM

68

97

80

9.

NON-MEDICAL
GIRLS

STREAM

70

98

81

10.

MEDICAL STREAM BOYS

71

98

85

11.

NON-MEDICAL
BOYS

68

97

80

12.

MEDICAL STREAM GIRLS

65

97

75

13.

NON-MEDICAL
GIRLS

70

98

81

STREAM

STREAM
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3.1. Interpretations
The observations have been categorized under THREE major headings- Pre-Test,
Post Test 1& Post Test 2.
PRE-TEST
*Boys had performed slightly better over the girls considering the overall
performance.
*Medical stream boys had performed far better as compared to medical stream
girls and also over their non-medical stream counterparts.
*Non-medical stream girls had performed far better as compared to their medical
stream counterparts and also over non-medical stream boys.
POST-TEST1
*There is a significant improvement in awareness pertaining to HIV/AIDS in all
categories to the tune of 97% to 98% indicating the success of the Educational
Kit developed for the purpose.
POST-TEST2
*There was a significant drop in the retention of information among the girls as
compared to boys.
*Medical stream boys showed better retention of information as compared to
girls of same stream.
*Non-medical stream girls were slightly better than boys of same stream.
*The performance of medical stream boys was better than non-medical stream
boys.
*Non-medical stream girls have shown a better performance over the medical
stream girls.
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3.2. Inference
*Pre- test results showed that only 68% of students were aware about the facts
of HIV/AIDS, immediately after the counseling session, 98% of students showed
awareness about the facts of HIV/AIDS. This indicated the efficacy of the kit
developed for the purpose. However, after 2 months of the counseling session,
this awareness dropped to only 80% of the students having retained the
information!
*There seemed to be a drop in retention of information more by girls than by
boys. This can only be explained by the more casual approach adopted by girls to
this issue unlike the boys. This may be attributed to the passive attitude of girls
towards the issue of sex and sexuality largely due to cultural factors in Indian
Society which expects the girls to play a subordinate role in these matters. The
quality of life in any society depends a lot on the kind of investment made by the
policy makers in preparing its youth for tomorrow and this requires vision at all
levels on part of the personnel who are involved with youth. The following
activities may help in sensitizing the young about the issue of HIV/AIDS:
*Various activities and seminars on HIV/AIDS should be conducted in schools
and colleges.
* Seminars on HIV/AIDS awareness should be conducted for teachers also.
*Teacher volunteers should be available for HIV/AIDS Education/Counseling in
schools and colleges.
*Sexual health education should be an integral part of syllabus at various levels
of education.

Conclusion
Awareness sessions by various creative methods should be conducted on a
periodic basis to sensitize the young from time to time. Girls and boys both need
to be sensitized towards the changing gender roles in the modern urbanized
society. Girls need to be made more aware towards the issue of sex and
sexuality for better reproductive and family life in the modernized urban society.
Kit needs to be simplified further.
Suggestions
*More field work is needed by the agencies involved in HIV/AIDS awareness
taking into account the ground realities of a given area /district.
*Conduct of various activities and seminars on HIV/AIDS awareness in groups
communities/health centers to sensitize the people separately of various ages.
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APPENDIX-1
Name: _______________________ School: _________________________
Class: ________________________Stream: Arts/Commerce/Science
Instruction: Please encircle the option which is the best and correct answer to each of the
following questions.
Q1.Which of these is the full form of AIDS?
a. Advanced Immuno-deficiency Syndrome
b. Advance Infectious Disorder Syndrome
c. Acquired Immuno-deficiency syndrome
Q2.What is the function of red blood cells (RBCs) in our body?
a. To carry oxygen
b. Clotting of blood
c. To protect our body from microbes
Q3.What is Monogamy?
a. You decide not to have sex with anyone
b. You have only one sexual partner
c. Having sex with many people
Q4.Is HIV transmitted while having a tattoo on one‘s body or during body
piercing?
a. Yes, it is possible
b. No, it cannot happen
c. Possible only, if instruments aren‘t sterilized after being used on each
client
Q5.Condom is available for
a. men
b. women
c. both men & women
Q6.Is HIV transmission possible if infected blood is transfused to a
person?
a. Yes
b. No
c. Unsure
Q7.Which of the following activities may transmit HIV?
a. Shaking hands
b. Hugging
c. Kissing on cheeks
d. None of the three given above
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e. All given in a, b and c above
Q8.Is there a cure for AIDS?
a. Yes
b. No
c. Unsure
Q9.Can wet kissing transmit HIV?
a. Yes
b. No
c. Only if both partners have open sores or bleeding in the mouth
Q10.Can HIV be transmitted from HIV+ve mother to HIV-ve child during
pregnancy or delivery?
a. Yes
b. No
c Unsure
Q11.What is the function of Immune system?
a. Circulation of blood
b. Breathing & respiration
c. Protection of our body from infection
Q12.Can HIV be transmitted if a person suffers from STD?
a. Yes
b. No
c. Unsure
Q13.The age of sexual consent is the age at which you can
a. get married
b. have sex
c. agree to go on a date
Q14.Can HIV be transmitted while indulging in unprotected penetrative penilevaginal sex if one of the partners happens to be infected?
a. Yes, there is a very high risk in this action
b. No risk absolutely.
c. Rare chance of getting infection
Q15.Which of these is the causal organism of AIDS?
a. Bacteria
b. Fungus
c. Virus
Q16.Which of these best explains the term bisexual?
a. A person who is attracted to both men and women
b. A person who has had a sex change
c. A person who is attracted neither to a man nor a woman
Q17.Is HIV transmission possible by self-masturbation?
a. Yes
b. No
c. Unsure
Q18.Can antiretroviral drugs increase the lifetime of a HIV +ve person?
a. Yes
b. No
c. Unsure
Q19.Can HIV be transmitted from HIV+ve mother to HIV-ve child by breastfeeding?
a. Yes
b. No
c. Unsure
Q20.Some viruses like HIV are so small that they can pass through latex
condoms?
a. Yes
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b. No
c. Unsure
Q21.Is there a difference between HIV & AIDS?
a. No, both are same
b. Yes, AIDS is the virus that leads to HIV
c. Yes, HIV is the virus that leads to AIDS
Q22.Can HIV be transmitted by sharing injecting needles with drug addicts?
a. Yes
b. No
c Unsure
Q23.What is the function of platelets?
a. To carry oxygen
b. Blood clotting
c. To protect body from microbes
Q24.Which of these is the best preventive measure against HIV infection?
a. Contraceptive pills
b .Condoms
c. Spermicidal jelly
Q25.Can HIV be transmitted while performing oral sex if any of the partners is
infected?
a. Yes
b. No
c. Only if sucking partner has open sores or bleeding in the mouth
Q26.Can HIV be transmitted by consumption of Ketchup infected with HIV +ve
blood?
a. Yes
b. No
c. Only if the blood in ketchup is fresh & the person consuming it has sores
in the mouth
Q27.Which of our body systems is primarily attacked by the HIV virus?
a. Circulatory system
b. Respiratory system
c. Immune system
Q28.Can HIV be transmitted while performing anal sex if any one of the
partners is infected?
a. Yes, very high risk is there
b. No risk
c. Rare chances
Q29.To what extent are condoms effective in preventing
HIV transmission?
a.50%
b.Nearly50%
c.100%
d.Nearly100%
Q30.What is the chance of risk for women to get HIV infection?
a. Higher risk than men
b. Lower risk than men
c. Equal risk as men
Q31.Can HIV be transmitted through acupuncture?
a. Yes
b. No
c. Only if needles are infected and such needles are reused
Q32.Puberty is something that happens to
a. boys
b. girls
c. both boys & girls
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Q33.Can a person get infected by donating blood?
a. Yes
b. No
c. Only if unsterilized needles with HIV infected blood are used.
Q34.Can one guess by looking at a person if they have HIV/AIDS?
a. Yes, as they carry an identifying band on the hand
b. They smell in a particular way
c There is no easy way to tell
Q35.Can insects transmit HIV?
a. Yes
b. No
c. Only mosquitoes
Q36.What is the function of White Blood Cells (WBCs)?
a. To carry oxygen
b. Blood clotting
c. To protect body from microbes
Q37. Can a visit to a barber for a shave result in HIV infection?
a. Yes
b. No
c. Only if infected blades or knife with infected blood are used
Q38. How often can a condom be used?
a. Only once
b. More than once if it‘s with the same person
c. More than once if they are washed
Q39. Which of the following activities transmit HIV?
a. Sharing a swimming pool
b. Sharing a toothbrush
c. Sharing a commode
d. None of the above
e. All of the above
Q40.Is HIV a disease of lower class people or poor people only?
a. Yes
b. No
c. Unsure
Q41.Can HIV be transmitted by animal bite, say a bite by a cat or a dog?
a. Yes
b. No
c. Unsure
Q42.Which of these is the safest sex practice?
a. Abstinence from sex
b. Sex with one faithful Healthy partner
c. Both
d. None of the two
Q43.Which of the following activities can transmit HIV?
a. through sweat
b. through tears
c. by coughing & sneezing
d. none of the above
e. all of the above
Q44.Which of these age groups is most vulnerable to AIDS worldwide?
a.15-24 yrs
b.0-14 yrs
c.25-34 yrs
Q45. In what sizes are condoms available?
a. One size fits all.
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b. Only small and large size
c. Many different sizes.
Q46.Can antiretroviral drugs lower the risk of HIV+ woman infecting
her baby?
a. No, Not at all.
b. Only very slightly.
c. Yes, risk can be made much lower.
Q47.If you are under the age of sexual consent, you must have your parent‘s
consent to use condoms?
a. Yes
b. No
c. Only in republican countries.
Q48. What does STD stands for?
a. Surgically transmitted disorder
b. Sex treatment doctor
c. Sexually transmitted disease
Q49. Can someone who abstains from sex until marriage get HIV?
a. Yes, through ways other than sex
b. Not, if they stay faithful
c. Not possible
Q50. For whom are the contraceptive pills available?
a. Men
b. Women
c. Both men & women
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Abstract
This paper reports on a four-year investigation of the state of computer technology
integration into classroom learning in public schools in two Canadian provinces. The
research is supported by the Canadian Social Sciences and Humanities Research Council.
Employing both qualitative and quantitative research approaches, we explore the
perceptions of school and district personnel of best practices related to technology for
classroom learning, the sources and nature of leadership for the adoption and
implementation of the new technologies, and the challenges related to their
implementation. We found that while leadership came from many sources, external
sources of leadership had a major impact on the adoption of emerging technologies. As
for the nature of leadership for successful implementation, our findings, similar to others,
suggest that the distribution of leadership and systems alignment among key partners
was essential to maintaining sustained focus on the implementation of technology in
public school classrooms. Further, we conclude that in spite of the extensive literature
related to the implementation of innovation in education, it appeared to have had
minimal impact on implementation practices in the schools and school systems that we
studied.
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Leadership – Technology – Classroom Learning

Introduction
There is little doubt that technology has transformed the way our children and
youth live, communicate and learn. Unfortunately, the equivalent certainty of the
impact of technology on classroom pedagogy does not exist. As a matter of fact,
the most common perception is that classrooms have changed very little over
the last century (Mayer, 2010). For instance, Tapscott and Williams (2010)
observe that ―in the current model of pedagogy...the teacher is essentially a
broadcaster: the transmitter of information to an inert audience in a one way,
linear fashion‖ (Ch. 8, section 2, para. 1). Similarly, Mayer (2010) observes that
―many strong claims are made for the potential of new technologies to transform
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education..., but few of the claims have been substantiated by research
evidence‖ (p. 180).
In spite of the apparent lackluster impact of technology on classroom change, we
opine that it is not that the emerging technologies lack the potential to transform
teaching and learning, but rather that little meaningful attention has been given
to leading the required transformation (Brown, Sheppard & Dibbon, 2009).
Certainly, we found the above to be the case in our study of a school‘s attempt
to implement a laptop program (Sheppard, Seifert & Kelly, 2008). Having
followed the project from its inception to termination, we found little formal
leadership support and no articulated plan for either implementation or
professional development. Not surprisingly, we observed no measurable shift in
instructional approach or student engagement in laptop classes over a two year
period. Clearly, this initiative was focused on the acquisition of technology, rather
than on a transformation from the traditional teacher-directed learning approach
to a learner-centered approach (Mayer, 2010). Mayer contends that a learnercentered approach represents a more laudable vision for learning with
technology because it begins ―with a focus on how people learn and [it] views
technology as an aid to human learning‖ (p. 183).
Unfortunately, our current evidence reveals that teacher-directed approaches to
learning remain the most prevalent in schools. Equally evident, is that if there is
to be a transformation from teacher-directed to learner-centered approaches to
learning through the use of emerging technologies, such a significant change
must be implemented over time as it is clearly representative of a complex,
disruptive, ―bundle of innovations‖ (Hall & Hord, 2006: p. 8). Leading such a
complex innovation in schools and school systems requires strong leadership
beyond that which is likely to be provided by a single formal leader (Sheppard &
Dibbon, in press). While formal leaders are quite important in the change
process, a compelling evidence base suggests that leadership in support of
innovation must also be distributed (Dexter, 2008; Harris, 2009, Spillane, 2005).
Dexter, for instance, has concluded that effective leadership for information
technology (IT) in a school is a significant predictor of its use by teachers and
students.... [However], planning and operationalizing effective…IT use is a
complex leadership task, which usually results in distributing the
responsibilities…for implementation…across a team (p. 543).
In this paper, we report on three distinct studies focused on furthering our
understanding of leadership for the implementation of emerging technologies and
their impact on classroom practices.

1. Methodology
Study One is a qualitative investigation of the sources and nature of leadership
for the adoption and implementation of those emerging technologies that were
considered by selected education stakeholders to have had the most impact on
k-12 education in one province over the past 10 years. Specifically, we sought to
identify (1) the technologies perceived to have had the most impact on k-12
education, (2) pioneers in leading the implementation of these technologies, and
(3) the extent to which the leadership was distributed. We gathered data through
interviews of 38 selected individuals who have held senior leadership positions in
k-12 education in one Canadian province (Province One).
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Study Two is a quantitative investigation whereby we employed path analysis
(Arbuckle, 2008) to examine a theoretical model of distributed leadership and its
effects on the extent to which computer technology is having an impact on
students‘ learning activities. We collected data through the use of a survey of
1574 teachers across 91 schools (return rate 83%) in a large public school
district in a second Canadian province (Province Two).
Study Three is a qualitative study of stakeholder perceptions designed to
determine (a) the pervasiveness of technology integration in classrooms; (b) the
nature and uses of the technology in selected innovative classrooms, and (c) the
local sources of leadership for the implementation of emerging technologies in
classrooms. This study was conducted in all school boards located in Province
One. We collected data through (1) semi-structured interviews with (a) school
district-level technology leaders and (b) school principals of two schools per
district deemed to be exemplary in their use of technology in support of
classroom learning; (2) focus group sessions with stratified samples of teachers
and district office program professionals; and (3) semi-structured observations of
―technology savvy classrooms‖ in the two designated exemplary schools in each
district.

2. Findings
2.1. Study One: Distributed leadership
implementation of the new technologies

for

the

adoption

and

2.1.1. Impact of emerging technologies
The new technologies identified by our key informants to have had the most
impact on k-12 education are as follows: the telecommunication technologies;
the internet; web 2.0; and instructional and administrative software. Most
participants identified the internet as having the most profound positive effect
because it facilitated the delivery of online courses to high school students in
rural and remote communities; improved communication with parents and
colleagues; enabled across-school collaboration, and provided ready access to
unlimited learning resources. Interestingly, no participant acknowledged any
impact of the internet or other emerging technologies on regular classrooms. As
a matter of fact, the unequivocal response from all participants was that in terms
of classroom practice, the impact has been minimal. The following comment is
representative:
In terms of taking a person from the 1800‘s and putting them into a hospital …
there have been massive changes. This is not the case with school classrooms.
2.1.2. Influential sources of leadership
We sought to identify the most influential sources of leadership, including those
recognized as pioneers, for the adoption and implementation of emerging
technologies in schools. Having accepted the definition of pioneer as ―someone
who helps to open up a new line of…technology... [or] one who goes before …;
as, pioneers of … reform‖ (Webster‘s, 2003), we found that while our
interviewees recognized the significant influence of the formal senior leaders
(e.g., deputy ministers, CEOs, superintendents), they did not view them as
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technology pioneers. Interestingly, the majority of our interviewees quickly
identified the director of the first province-wide Internet based network for all k12 educators in the province to be a pioneer. A second pioneer, a vice-president
of the local university and the original champion of the aforementioned initiative,
was less well known, and therefore, identified by only two of our interviewees
(the original director of the first province-wide k-12 Internet-based network and
a school board superintendent of education). In acknowledging the pioneer role
of the vice-president, the original director explained his rationale as follows:
The vice-president asked me to take this on.... This is where the [province-wide
school Internet project] came from. The best leaders are facilitators. [The vicepresident] was a real leader in this way. He understood his role as leader better
than anyone I know.
The school district superintendent, in recognizing the vice-president‘s pioneering
role, described him as a visionary, driver, and facilitator of the provincial on-line
network.
Similarly, few of our interviewees recognized the leadership role of two federal
government agencies, the Atlantic Canada Opportunities Agency and Industry
Canada that held no responsibility for k-12 education. In final analysis, these two
agencies and specific personnel within them played a significant leadership role
in leading technology innovation in k-12 education through the provision of
expertise and resources:
Without [such federal government] support we would have been held back.
Industry Canada also provided Broadband across the country. The federal
government had to provide leadership through the backdoor because education
is a provincial responsibility.
While there appears to be little doubt that the above noted pioneering individuals
and personnel within the federal agencies were innovators and risk takers, it is
apparent that they were also collaborative leaders who perceived the value of
distributing leadership to others. The vice-president, for instance, collaborated
with provincial and federal government agencies to initiate and implement an
innovative project outside of his field of expertise and for which there existed
little infrastructure or known expertise, and practically no public awareness. He
had confidence, however, that the person he selected to lead the project had the
leadership ability to enable success. Similarly, the selected person who became
the project director recognized that ―leadership is about drawing on people‘s
resources and creativity...and providing opportunity for people in the system to
grow ideas‖. These leaders were risk-takers who recognized the merits of
distributed leadership.
As a result of the documented successes of this province-wide school internet
project, government officials and several university researchers began to
recognize the potential of the emerging technologies to address the challenges
posed by sharply declining student populations in rural remote regions.
Consequently, a government appointed panel on education recommended the
establishment of a centre for distance learning and innovation for the delivery of
high school courses through the internet. This centre now provides high school
courses to students in small rural schools throughout the entire province, and its
success has been well documented (Kirby and Sharpe, 2011; Sheppard, 2009).
As a result of this success, many interviewees identified the centre‘s senior
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leadership team as a key source of leadership for innovation in the instructional
uses of emerging technologies.
Other identified influential sources of leadership for emerging technologies
include a small number of innovative personnel in the schools (mostly teachers),
school districts, department of education, teachers‘ association, and local
university. While teachers, school principals, students, parents, and local school
councils were identified as influential leaders by only a few interviewees, these
groups provided a significant leadership role as volunteers. Because there was no
government budget allocation to school boards for the purchase, installation, and
maintenance of technology in schools (Warren, Curtis, Sheppard, Hillier &
Roberts, 2003), these groups volunteered to raise funds for these purposes.
2.2. Study Two: Distributed Leadership and Student Use of Computer
Technology
In our second study, we examined teachers‘ perceptions of the distributed
leadership relationships among district leaders, the school principal, teachers,
parents and community members, and the extent to which these leaders and
their leadership activities impacted students‘ use of technology in support of their
in-school learning (Sheppard, Seifert, & Brown, 2010). Our best-fitting model
(Figure 1) revealed that the identified sources of distributed leadership (teachers,
school principals, school district leaders, parents and community) accounted for
40% of the variance of Student Use of Computer Technology (StudTechUse) in
support of their learning. It was somewhat surprising, however, that only two of
the four formal leadership variables--District Leadership and Resource Support
for Teacher Professional Learning (PLSupport)--have a significant direct effect
(.08 and .07 respectively) upon Student Use of Computer Technology, and both
fall in the very small range. Similarly, in respect to teachers‘ engagement in
distributed leadership activities only two factors, Teacher Collaboration (.06) and
Shared Vision (.07) have a direct effect upon Student Use of Computer
Technology. Not surprisingly, perhaps, the largest direct effects on Student Use
of Computer Technology relate to the teachers‘ use of computer technology: (1)
Teachers‘ Use in the Classroom (TTClassUse) (.15) and (2) the extent to which
Computer Technology Impacts the Way Teachers Do Their Work (TTechUse)
(.46).
While we were not surprised that the extent to which Computer Technology
Impacts the Way Teachers Do Their Work has the single largest effect upon
Students‘ Use of Computer Technology, we were surprised that the total effects
of all distributed leadership factors in our model accounted for only 6% the
variance of the impact of computer technology upon teachers‘ work. Even more
surprising was a finding that none of the distributed leadership factors had any
measureable direct effect upon Teachers‘ Use of Technology in the Classroom.
A finding of considerable importance is that both the extent to which Technology
Impacts the Way Teachers‘ Work and Teachers‘ Use of Technology in the
Classroom have robust effects upon whether students use technology in the
classroom in support of their learning (Students‘ Use of Computer Technology).
As noted above, this model explains 40% of the variance of students‘ use of
technology in the classroom. As well, it reveals that teachers‘ use of technology
had by far the largest effect on that use. Unfortunately, our model accounts for

566

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

only 6% of the variance of teachers‘ use of technology, thereby, leaving a large
gap in our understanding of the sources and nature of leadership for the
implementation of technology use in the classroom. Furthermore, the model
reveals nothing about the nature of either the teachers‘ or students‘ use of
technology or the pervasiveness of that use. It is toward addressing those gaps
in our understanding that we conducted Study Three.
Figure 1. Best-Fitting Model
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2.3.

Study Three: Emerging Technologies and Classroom Learning

2.3.1. The Nature and Uses of Technology in Exemplary Classrooms
Study participants recognized multiple technologies for teaching and learning
that they had seen in use in classrooms (see Table One). The common first
response was the interactive SMART Board as all appeared to perceive this
technology as currently showing most promise to transform classrooms.
Participants‘ perception of the actual uses of any of the identified technologies in
classrooms was somewhat guarded, however. In one school district, the assistant
director responsible for programs and instruction observed that
placing money in technology has been a ‗sinkhole‘. While this is still the case to
some degree, we have become more strategic in the acquisition of new
technologies. The current focus is on the acquisition of Smart Board technology
and video conferencing.
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Table 1. New and Emerging Technologies for Teaching and Learning
SMART technologies and the SMART Board
Communication software for all school and
district personnel (e.g., OpenText First Class)

School administration software–student
data (grades, attendance, etc.)
Various handheld devises (e.g., IPods, cell
phones)

Web 2 tools (blogs, social networking, wikis,
gradebooks, Noodle tools, etc.)

Webcasts

TeacherTube, YouTube

Cell phones

Corporate learning
Learning Centres)

Aliant

Streaming
video
(e.g.,
Discovery
Education, United Streaming Video)

Microsoft software including SharePoint and
Office Groove

Video conferencing (e.g., Polycom, Skype,
Bridges)

Assistive technologies for visually and hearing
challenged

Music and visual arts learning tools

Graphing calculators,
presentation software

centres

word

(e.g.,

processing

and

2.3.2. The Pervasiveness of Technology Integration in Classrooms
In response to our question, ―Where are we now in the use of these
technologies?‖ the responses were mixed. One senior district official opined that
―many teachers are attempting more things because technology is more user
friendly...but [as a district] we are struggling to keep up with our students!‖.
There was general consensus within this district group that many senior teachers
are still intimidated by technology use in the classroom. They lamented that a
huge challenge to increased use of technology in classrooms has been
inadequate infrastructure, limited access to teacher professional development
and their district‘s inability to provide onsite classroom support to teachers.
Similar views were expressed in other districts, as well:
Even access to projectors and power point is problematic, and that access
depends a great deal on what is valued by the school administration. As well,
computer centers in the classroom are certainly not the norm.... Computer lab
access is often challenging and access to the internet in classrooms is rare.
A common view in focus groups was that ―some schools are flying along, but
others are dragging their heels‖. Some respondents perceived that ―newer
teachers tend to be quicker on the uptake than veteran teachers.‖ Others were
sceptical of this view, however: ―Beginning teachers are tech savvy, but they do
not know how to employ the technology for lesson planning or how to integrate it
into their actual lessons. As a matter of fact, they cannot use it as well as some
seasoned teachers.‖
Participant responses related to their perceptions of use of smart boards in
classrooms were equally tempered:
There is quite a range. Some schools have some, others have few.... Things have
not changed much when it comes to implementation. French Immersion classes
have smart boards because they are funded through the Federal government;
however, regular French programs have no access to them.
In order to obtain a more specific understanding of the pervasiveness of use, we
asked individual interview and focus group participants to rank on a five-point
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scale the extent to which the use of technology in their school or district was
having a significant impact on (1) students‘ learning activities, (2) teaching
practice as a routine part of classroom instruction, and (3) teachers‘ lesson
planning. The summary of those responses are recorded in Table 2. The broad
range of responses ranging from 1 to 4 on the scale across all groups and
districts for each of the three impacts appears somewhat consistent with
participant responses to other questions. The means of 3.4, 2.8, and 2.5
respectively, suggest that while technology in the study province has not been
pervasively integrated as a routine part of either teacher lesson planning,
classroom
instruction,
or
students‘
classroom
learning
experiences,
implementation is occurring. It is noteworthy that of the three choices on which
technology was perceived to be having a significant impact, participants ranked
―student learning activities‖ the highest at 3.4.
Table 2. Participant Perceptions of Technology Impact
Activity

Range*

Mean

Student‘s Learning Activity

1-4

3.4

Teaching Practice as a Routine Part of Classroom 1-4
Instruction

2.8

Teachers‘ Lesson Planning

2.5

1-4

*Scale: 1-5 (Low-High)

2.3.3. Sources and Nature of Leadership
The identified formal leaders of technology were the district technology
managers, technology support teachers, program specialists, assistant directors
of programs, school principals, curriculum consultants, and senior decisionmakers who control budgeting. Commonly identified informal leaders were
individuals associated with specific schools: teachers with special interests and/or
expertise, department heads, lead teachers, library resource teachers, school
councils, and home and school associations. Finally, most acknowledged that a
growing source of leadership emanated from student expectations: ―Students are
living in a technology world and we as teachers are driven to keep up‖.

Conclusion
All three studies reveal the distributed nature of leadership that affects the
adoption and implementation of the emerging technologies in schools. For
instance, in Study One, we found that the leadership for the emerging
technologies in schools was distributed over various agencies, and was composed
of both insiders and outsiders. In respect to outsider leaders, their role as
pioneers had a huge impact upon the adoption and innovation of emerging
technologies. Similarly, in Study Three we found that dependence upon only the
insider formal leaders would have inhibited the pace of innovation. While formal
insider leaders played an important role, multiple individuals and groups--both
insiders and outsiders--contributed significantly to the growing use of the
emerging technologies in k-12 classrooms. In Study Two, we found that the
combined direct and indirect effects of various sources of leadership accounted
for a large portion of the variance of both teachers‘ and students‘ use of
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technology. Interesting, however, teachers‘ engagement in professional learning
community activities had only a small effect on students‘ use of computer
technology. Given recent observations that the professional learning community
processes are frequently little more than a fad (e.g., Sheppard, 2008), it may be
useful to explore whether it would be more productive if teachers‘ leadership
focus was more specifically centered on innovation in classroom practices.
Our assessment of the impact of emerging technology on traditional classrooms
confirms that while there are pockets of innovation, the majority of classrooms
remain teacher-centered and unfriendly to learner-centered technology
applications. Even those classrooms deemed to be innovative did not reveal a
meaningful shift toward learner-centered approaches to learning. Smart boards,
for instance, were largely employed by teachers as a presentation tool. Evidence
from all three studies left little doubt that while emerging technologies exist in
many schools, they are not readily available to most teachers within their
classrooms, and few teachers have had adequate training or support that would
enable a pedagogical shift to learner-centered approaches. Our Study Three
findings, however, leave us with optimism that while technology has not been
pervasively integrated as a routine part of students‘ classroom learning
experiences, some implementation is occurring.
A particularly positive finding is the huge impact that technology has had on the
delivery of online programs to high school students in rural-remote regions of
one of our study provinces. Students who otherwise would have had to relocate
to complete their high school programs are now able to stay in their home
communities and avail of a full range of course options including the most
advanced. If these online courses were developed further, and less dependent on
teacher delivery, they could transform k-12 schooling from its current
dependence upon time and space. Of course, the wisdom and feasibility of the
latter transformation require further exploration.
We acknowledge that our findings and conclusions are based on only three
studies that we have conducted in two Canadian provinces. Certainly, we cannot
generalize beyond the provinces in which we conducted our work, and even in
those provinces our conclusions are subject to the limitations of our
methodologies and sampling procedures. We believe, however, that an important
contribution of this paper is that it presents findings and related understandings
of the implementation and use of technology in authentic k-12 classrooms. This
may encourage others to reflect on the successes and/or challenges related to
the leadership and implementation of the emerging technologies in their own
contexts, and therefore, make a difference.
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Abstract
In recent years, European higher education institutions (HEIs) have been concerned with
the issue of providing their students with a well-organized and motivating educational
environment. This paper addresses student satisfaction and student motivation in the
ESP (English for Specific Purposes) course organization in the framework of developing a
student-centered educational environment. The purpose of the study conducted in two
Latvian higher technical schools was to assess various aspects of the educational
environment in the context of language learning with the aim to foster learner-centered
customization of the ESP course. A post-course evaluation survey was administered to
students as part of a wide-ranging evaluation of the educational environment.

Keywords
Student-centered educational environment – Student satisfaction – Student
motivation – Evaluation model

Introduction
In recent years, European higher education institutions have been concerned
with the issue of providing their students with an integrated and motivating
educational environment, which is vital in the context of constructing the
European Higher Education Area that is expected to provide citizens of the
European Union with broad access to high-quality higher education (Bologna
Declaration 1999; London Communiqué 2007).
To develop an effective strategic plan aimed at a higher school improvement in
the customer-driven education context, it is essential to identify who the
students - the consumers of the educational services – are and what they really
need. Rowley cited in Voss et al. (2010) emphasises that researchers in the
educational management area should focus their efforts on revealing the key
quality dimensions from a learner‘s perspective. The detailed knowledge of the
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learners‘ experience in education and their requirements is a crucial factor for the
success of an educational organization.
Value perceived by students then can be termed as a general evaluation of a
service‘s usefulness (Zeithaml and Bitner cited in Chitty and Soutar 2004).
Educators can successfully employ student evaluations in various contexts;
student evaluations should be used in the framework of a wide-ranging
evaluation of the integrated educational environment and the focus ought to be
put on student satisfaction with the offered educational services and student
motivation for further studies.
This paper addresses student satisfaction and student motivation in the ESP
course organization in the framework of developing a student-centered
educational environment. The purpose of this paper is twofold. An overview of
the learner-centred educational environment evaluation model, which can be
used for managing the integrated educational environment conducive to learning,
is provided. This paper also presents the results of the study performed in two
Latvian higher technical schools in order to test this model for assessing various
aspects of the educational environment in the context of language learning with
the aim to foster learner-centered customization of the ESP course.
1. The learner-centered
(EEEM)

educational

environment

evaluation

model

We assume that a thorough educational environment evaluation should be
carried in the framework of all-embracing model of managing the educational
environment resources that is associated with managing the educational
environment as an integrated multi-level supersystem (Stukalina 2010a). This
model is based on the typology of management and leadership models adapted
by Bush from Bush and Glover (Bush 2003). It presumes that education
managers deal with the educational environment resources, which are related to
the four fundamental educational environment subsystems (aspects): the
physical environment and technological environment, the instructional
environment; the psychological environment, the executive environment
(Stukalina 2010a).
The learner-centered educational environment evaluation model (EEEM) should
take into account students‘ viewpoints about the quality of the educational
environment. EEEM is based on seeking constructive feedback from students for
creating a learner-centered educational environment. Analytical data are
generated through the use of regular student surveys. Student evaluations in the
form of student surveys - a perceptive methodological procedure that
presupposes ―the systematic collection of data from populations or samples
through the use of the interview or the self-administrated questionnaire‖ (Denzin
1970) - is supposed to be one of the main methods of collecting information
necessary for performing a wide-ranging evaluation of the educational
environment.
The holistic approach to management of the educational environment
presupposes that developing a wide-ranging scheme for the environment
evaluation we should consider diverse aspects, even though we deal with one
particular subject included in the study programme. Consequently, the
educational environment evaluation model must embrace all four basic aspects of
the environment. We presume that in their attempts to create a language-
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friendly educational environment in a higher technical school, education
managers have to analyse the relationships between various educational
environment subsystems that are supposed to support language learning. This
would allow us to use the available resources in the most efficient way. EEEM
must include a set of the evaluation indicators, which can be employed for
assessing various aspects of the educational environment as perceived by
students.
2. Evaluation indicators and the related pedagogical dimensions
Evaluating the quality of the educational environment from students‘ perspective
raises some methodological problems related to the criteria to be employed for
evaluation. We assume that the learner-centered environment evaluation model,
which takes into account students‘ viewpoints about the quality of the
educational environment, should focus on qualitative attributes rather than on
quantitative characteristics (Stukalina 2010b).
The qualitative approach is quite popular due to an increasing acknowledgment
of the importance of philosophical considerations for methodological topics and
concerns; they better reflect the uniqueness of humans (Bryman 2008).
According to Bertolotti & Tagliaventi (2007), qualitative research is expected to
enrich academics‘ and managers‘ knowledge of organizational settings owing to
its potential to provide a thorough understanding of social dynamics. In our view,
it is especially important when we deal with the educational environment as an
intellectual community where social relationships are created in the process of
multi-level communication.
The academic literature postulates that positive perceptions of service quality can
result in student satisfaction (Marzo-Navarro et al.; Helgesen & Nesset cited in
Voss 2009). Gallardo et al. (2007) consider satisfaction as the central mediator
of post-learning behaviour. According to Elliott & Shin cited in Voss (2009),
student satisfaction has a positive impact on student motivation. The creation of
student satisfaction, which is supposed to be accompanied by the enhancement
of student motivation, may lead to what Fiddler (2002) considers to be rather
important in the context of continuous improvement of an educational institution
– to ―substantially raising achievement‖.
We assume that student experience in education may be expressed in terms of
a) student learning results: b) student satisfaction with educational services
provided; c) student motivation for further studies. We regard student
satisfaction and student motivation as the result of student interactions with the
educational environment in the form of students‘ perceptions of the environment.
Since the author teaches ESP in a higher technical school, the questions that the
author would like to address in this paper are the following:


―What educational environment aspects must be evaluated in relation to
language learning?‖



―What indicators can be used for the educational environment evaluation
in relation to language learning?‖

According to Edwards (2001), it is generally accepted that ―favourable attitudes
and positive motivations‖ are fundamental for successful language learning.
According to Harmer (2004), in terms of language learning, there are three areas
where our behaviour can directly influence our students‘ motivation: learning
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goals, learning environment (physical appearance of a classroom and the
emotional atmosphere at the lesson), interesting lessons. The above mentioned
factors are requisite elements of the integrated educational environment. We
presume that in a broader sense, student motivation is supposed to be shaped
by the four related educational environment subsystems: a) the physical and
technological environment (including also the use of ICTs); b) the instructional
environment (teaching materials, regulative documents, etc.); c) the
psychological environment (including also support from the administrative staff);
d) the executive environment (including lessons organisation and the teaching
methods used).
In terms of the learning goal orientation we should identify what skills are
essential for our graduates in the context of the job-market customisation and
life-long learning. In terms of the learning environment, we should identify what
classroom equipment is necessary to support language learning and what is the
role of ICTs in this process. In terms of the lessons organisation, it is vital to
identify what learning methods should be applied to provide language teaching
and learning, what teaching materials may be helpful in this process, what
communication schemes can be used to establish contacts between learners and
instructors, etc.
Therefore, for assessing the four fundamental aspects of the educational
environment in the context of language learning we suggest utilizing a set of
quality-related evaluation indicators (Fig.1).
Wide-ranging
educational
environment
evaluation

Evaluation of the
executive
environment

Evaluation
indicator
I1: the information
quality and
availability
I2: the quality of
acquired skills
I3: the quality of
conducted lessons

Evaluation of the
physical/
technological
environment

Evaluation of the
instructional
environment

Evaluation indicator

Evaluation indicator

I4: the computer
laboratory facilities

I6: the study course
content

I5: the library services

I7: teaching materials
quality and availability

Evaluation of the
psychological
environment

Evaluation
indicator
I8: the environment
safety and comfort
I9: collaborative
learning
I10: support from
the teaching staff,
attending staff and
education managers

Fig.1 The proposed educational environment evaluation model (EEEM) in the
context of language learning
The suggested evaluation indicators symbolize some qualitative attributes, which
are abstract in nature; they have been conceptualized for customer requirements
that refer to the expectations of students (Stukalina 2010b). We would like to
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emphasize that they represent no more than student‘s perceptions of the
educational environment quality.
It should be mentioned though, that such theoretical concepts as the quality of
conducted lessons/quality of acquired skills, etc. have to be put in more plain
words in student evaluation questionnaires. For this reason, in the questionnaire,
every indicator is exemplified by a set of items - statements or questions. For
example, the statements related to the quality of ESP lessons (Indicator 3) as it
is perceived by students may be the following: the ESP lessons held my interest;
the ESP lessons were well-planned and organized; the ESP lessons enabled free
communication; the ESP lessons were enjoyable; the ESP lessons aroused my
curiosity, etc.
These statements describe the learning effects students expect to perceive from
the educational environment, the anticipated effects being associated with
certain pedagogical dimensions (PDs). Normally, educators employ different
pedagogical dimensions to investigate various aspects of the learning process (Yi
& Hwang; Agarwal & Karahanna; Davis & Venkatesh; Laitenberger & Dreyer;
Hubona & Geitz cited in Toral Marin et al. 2005): application-specific self-efficacy
and enjoyment, focused immersion, curiosity, playfulness and willingness, user
friendliness, usefulness, behavioural intention and use, etc.
The basic pedagogical dimensions, which we suggest to associate with language
learning, are the following: PD 1 – usefulness; PD 2 – efficiency; PD 3 –
curiosity; PD 4 – enjoyment; PD 5 - appropriate level of interactivity; PD 6 –
availability; PD 7 - user-friendliness; PD 8 - cooperation; PD 9 – safety; PD 10 comfort.
Thus, each evaluation indicator is supposed to be related to a number of
pedagogical dimensions (Fig.2).
Fig.2 Evaluation indicators and the related pedagogical dimensions
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The ten qualitative evaluation indicators associated with four higher order
dimensions (the basic aspects of the educational environment) are essential
elements of managing the integrated educational environment resources in
accordance with an essential principle - managing the educational environment
through student feedback and involving students in participative decision-making
(Stukalina 2010a).
3. Testing the learner-centered educational environment evaluation
model
3.1. Methodology and hypotheses
The educational environment evaluation model was tested in two Latvian higher
technical schools: Transport and Telecommunication Institute (TSI) and Riga
Technical University (RTU) in 2008/2009 academic year. A post-course
evaluation survey was administered to students as part of a wide-ranging
evaluation of the educational environment. In TSI, 210 students enrolled in the
ESP course participated in the survey. In, RTU, 214 students enrolled in the ESP
course took part in the survey. The students selected were distributed
representatively from different faculties.
We have developed a comprehensive evaluation questionnaire containing four
parts associated with the four fundamental educational environment aspects.
The questionnaire contains 73 items grouped into 10 qualitative evaluation
indicators representing four higher order dimensions (the executive environment,
physical and technological environment, instructional environment, psychological
environment): six items (evaluation statements) for I1, I2, I3, I6, I7; five items
for I8, I9, I10; four items for I4 and I5. Satisfaction and motivation associated
with every indicator are presented by separate items: I1 - 6 (satisfaction)/7
(motivation), and I2 - S15/M16, I3 - S23/M24, I4 - S29/M30, I5 - S35/M36, I6 S43/M44, I7 - S51/M52, I8 - S58/M59, I9 - S65/M66, I10 - S72/M73
accordingly.
Students were asked to rate the items on a five-point Likert scale (1 = strongly
disagree, 2 = disagree, 3 = partly agree or disagree, 4 = agree, 5 = strongly
agree).
The hypotheses that this paper attempts to test are as follows:
H1. The ten qualitative evaluation indicators representing four higher order
dimensions (the executive environment, physical and technological environment,
instructional environment, psychological environment) used in the framework of
the educational environment evaluation model are positively related to student
satisfaction and student motivation.
H2. Student satisfaction is positively related to student motivation.
3.2. Analysis and Results
For analysing the obtained data, the standard tools and procedures of SPSS 17
software package programme were employed. Measurement scale reliability was
evaluated using Cronbach alpha. The reliability check shows that all measures
satisfied the requirement for Cronbach‘s alpha reliability (Table 1).
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Table I Distribution and reliability for the ten qualitative evaluation indicators
Indicator

Number
items

I1: The information quality and availability

6

0.817

6

0.837

I3: The quality of conducted lessons

6

0.849

I4: The language laboratory facilities

4

0.846

I5: The library services

4

0.806

I6: The study course content

6

0.871

I7: Teaching materials quality and availability

6

0.860

I8: The environment safety and comfort

5

0.804

I9: Collaborative learning

5

0.867

I10: Support from the teaching staff, attending
staff and education managers
5

0.851

I2: The quality
competences

of

acquired

skills

of Cronbach
alpha

and

Correlations and factor analysis were employed to test the two hypotheses. Since
students evaluated items and not indicators, factor analysis was used to
generate summated scales on an objective basis, and for determining the
numerical value of the correlations. Table 2 provides the Pearson correlations
between each evaluation indicator and student satisfaction/student motivation in
relation to TSI data. Table 3 provides the Pearson correlations between each
evaluation indicator and student satisfaction/student motivation in relation to
RTU data.
Table 2 Correlations between the ten evaluation indicators and student
satisfaction/student
motivation (TSI)
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**. Correlation is significant at the 0.01 level (2-tailed)
S – satisfaction; M - motivation
Table 3 Correlations between the ten evaluation indicators and student
satisfaction/student motivation (RTU)

**. Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed)
S – satisfaction; M - motivation
The results presented in Tables 2 and 3 indicate that correlations between the
ten
evaluation
indicators
(the
independent
variables)
and
student
satisfaction/student motivation (the dependent variables) are statistically
significant. The results suggest that on the whole, the ten evaluation indicators
are significantly positively related to student satisfaction and student motivation.
A positive relationship in this context signifies that, in general, higher scores on
one variable tend to be paired with higher scores on the other and that lower
scores on one variable tend to be paired with lower scores on the other. The
higher the number of the positive correlation, the stronger is the connection. It
means that the two variables are likely dependent; they are related in some way
and one affects the other. Thus, hypothesis one (H1) that relates the evaluation
indicators with student satisfaction and student motivation is supported.
These results imply that there is strong connection between students‘
perceptions of various aspects of the educational environment, as the ten
evaluation indicators represent four higher order dimensions (the executive
environment, physical and technological environment, instructional environment,
psychological environment). From these results we may conclude that students
perceive the educational environment as an integrated system containing a
variety of interconnected and interrelated subsystems. From Table 2, one can
see that four indicators with the strongest relationship to TSI student satisfaction
(the numerical value was approximated to two numbers) are the following:


I7 - teaching materials quality and availability (the numerical value of the
correlations is 0.70)
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I4 - the computer laboratory facilities (the numerical value of the
correlations is 0.70)



I5 - the library services (the numerical value of the correlations is 0.71)



I9 - collaborative learning (the numerical value of the correlations is 0.75).

From table 3, one can see that the indicator with the strongest relationship to
RTU student satisfaction (the numerical value of the correlations r=0. 71) is I6 the study course content.
From Table 2, one can see that two indicators with the strongest relationship to
TSI student motivation (the numerical value of the correlations is < 0.7) are the
following:


I6 - the study course content (the numerical value of the correlations is
(0.75)



I7 - teaching materials quality and availability (the numerical value of the
correlations is 0.75).

The indicator with the strongest relationship to RTU student motivation is I6 - the
study course content, the numerical value of the correlations being 0.70 (Table
3):
Consistent with H2, a positive relationship between satisfaction and motivation
was found (Table 4 and Table 5). The Pearson correlation coefficients range from
0.42 to 0.68 (TSI), and from 0.50 to 0.65 (RTU); the numerical value was
approximated to two numbers.
1. TSI data/on descending order (Table 4):


for collaborative learning (I9) r=0.68



for support from the teaching staff, attending staff and education
managers (I10) r=0.61



for the quality of conducted lessons (I3) r=0.66



for the computer laboratory facilities (I4) r=0.66



for teaching materials quality and availability (I7) r=0.62



for the library services(I5) r=0.58



for the quality of acquired skills (I2) r=0.53



for the environment safety and comfort (I8) r=0.53



for the study course content (I6) r=0.51.



for the information quality and availability (I1) r=0.42

2. RTU data/on descending order (Table 5):


for support from the teaching staff, attending staff and education
managers (I10) r=0.65



for the environment safety and comfort (I8) r=0.64



for collaborative learning (I9) r=0.64



for the quality of acquired skills (I2) r=0.61



for the study course content (I6) r=0.61
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for the library services(I5) r=0.57



for the quality of conducted lessons (I3) r=0.57



for the computer laboratory facilities (I4) r=0.54



for teaching materials quality and availability (I7) r=0.53



for the information quality and availability (I1) r=0.50.

Table 4 Correlations between student satisfaction and student motivation (TSI)

**. Correlation is significant at the 0.01 level (2-tailed)
I1 - S6 (satisfaction)/M7 (motivation), I2 - S15/M16, I3 - S23/M24, I4 S29/M30, I5- S35/M36, I6 - S43/M44, I7 - S51/M52, I8 - S58/M59, I9 S65/M66, I10 - S72/M73

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

581

Table 5 Correlations between student satisfaction and student motivation (RTU)

**. Correlation is significant at the 0.01 level (2-tailed)
I1 - S6 (satisfaction)/M7 (motivation), I2 - S15/M16, I3 - S23/M24, I4 S29/M30, I5- S35/M36, I6 - S43/M44, I7 - S51/M52, I8 - S58/M59, I9 S65/M66, I10 - S72/M73
Correlations allow us to use the value of one variable (satisfaction) to foresee the
value of another (motivation). The positive correlation coefficients indicate that
as the score for student satisfaction increases, so does the rating for student
motivation. These findings support hypothesis two (H2).

Conclusion
A learner-centered model for performing a wide-ranging evaluation of the
educational environment was proposed in this paper. The suggested model
contains a set of qualitative assessment indicators; it can be employed in various
contexts.
This model was tested in two higher technical schools. The study reflects the
empirical results showing a) the relationships between students‘ perception of
different aspects of the educational environment and student satisfaction/student
motivation; b) the relationship between student satisfaction and student
motivation for studying languages. The study has empirically shown that student
motivation for further studies would increase when students are satisfied with
the educational services offered by a university. One of the main findings of this
study is that in the context of language learning, all basic aspects of the
educational environment (the physical and technological environment,
instructional
environment,
executive
environment,
and
psychological
environment) presented by a set of qualitative indicators are strongly related to
student satisfaction and student motivation. This highlights the importance to
employ the holistic approach to management of the educational environment,
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which presupposes that in our efforts to create a scheme for the educational
environment assessment we should not overemphasise one aspect at the
expense of others, even though we deal with one particular subject included in
the curriculum. The educational environment must be evaluated as an integrated
system.
Collecting student feedback in the form of regular educational environment
evaluation can be a valuable source of analytical input in the process of creating
the educational environment conducive to language learning. The obtained
results are supposed to be used to foster learner-centered customization of the
ESP course. There may be several degrees of course customization, from revising
the course content and teaching materials, to complete course customization
including technical and psychological support. The degree of customization
depends on how students assess their educational environment and, accordingly,
what aspects of the environment demands more attention from education
managers. The results of the study have shown that all factors that might have
impact on student satisfaction/motivation should be considered in the framework
of the integrated educational environment as interconnected and interrelated.
There are some limitations that need mentioning. The sample in this study
incorporated two Latvian higher technical schools. A larger sample would raise
the consistency of the results. Another limitation is that since it was an
investigative study, some factors may have been not considered. The learnercentered educational environment evaluation model could be improved further,
and future research will need to test this model.
We hope that whatever lessons this case provides will be useful to education
managers who are interested in investigating the impact of different aspects of
the educational environment on student satisfaction and student motivation in
the context of language learning in a higher technical school.
This work has been supported by the European Social Fund within the project
«Support for Doctoral Studies at University of Latvia».
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Abstract
Inclusion in higher education has taken centre stage in Australian universities in the last
decade. In this paper, we analyse inclusive practice involving international students with
disabilities from non-English speaking backgrounds enrolled in one University in
Australia. Our theory of inclusion articulates fundamental differences among different
kinds of inclusive practice and cultures, resulting in a typology including the medical
model, social constructivism, the social model of disability and the concept of 'Whole
Schooling'. Each kind of theory calls on different instructional supports, policy, attitudes,
and good practice in inclusive education. In doing so, we aim to inform policy and models
for best practice to maximise the educational experiences of students with disabilities,
and indeed, all students. The implications of the findings for lecturers, teachers and
support staff implementing strategic and successful inclusion for international students
with additional needs are discussed which prompt many other unanswered research
questions. These questions may challenge researchers, lecturers, staff and policy makers
interested in making higher education accessible to all and in doing so, make a
contribution to the discourse of inclusion in challenging perceptions of student deficit.

Keywords
Inclusion- Whole Schooling – Equity and Diversity

Introduction
International and Australian inclusive policy contexts are promoting access to
university level education for local and international students with disabilities in
Australia, yet often in these arenas the voice of the student is not heard. This
study hopes to make those voices ‗audible‘ by attempting an in-depth exploration
of the experience of international students with a disability in one Australian
university. In doing so, this research also hopes to give a new perspective to
policy, attitudes, and good practice in inclusive education.
There are many controversies which surround the definition of inclusion.
However, ―at its best, inclusion involves the full participation of all students in all
aspects of schooling‖ (Loreman, Deppeler, & Harvey, 2010, p. 2). At its most
fundamental, all students have the chance to learn when teaching approaches
reflect ―individual strengths and learning needs‖ (Ainscow, 1999; Corbett, 2001;
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Gale, 2001; Lindsay, 2003, in Agbenyega, 2007, p. 41), and promotes full
student participation.
We see educational inclusion from a ‗Whole Schooling Approach‘ (Figure 1 below)
that considers policy, infrastructure, staff attitudes and practices, and their
relationship to how these impact on students with additional needs at one
university in Melbourne. Whole Schooling is the result of collaborations by the
Whole Schooling Consortium, established in 1998 under the direction of Dr
Michael Peterson, based in the US. The Consortium works with school, university
and community networks in research, professional development, and training
into inclusive practices (International Journal of Wholeschooling, n.d.). A Whole
School approach provides insight into how inclusion has the capacity to challenge
―political, epistemological, pedagogical and institutional‖ (Acedo, 2009, p. 8)
boundaries, and prompt ―a critique of social values, priorities and the structures
and institutions which they support" (Barton, 2003, in Carrington & Saggers,
2008, p. 796).

Figure 1 – Whole Schooling diagram (adapted from the International Journal
of Whole Schooling website).
Figure 1 shows the reciprocal relationship between ―The Eight Principles‖
(support, partnership, and so on), in building effective practices in inclusion.
Indeed, the main principles of Whole Schooling can be found within recent
university initiatives in establishing links with the community and engaging in
partnerships ‗outside‘ with the aim of creating graduates with a stronger and
deeper knowledge economy, an example of which can be seen at Victoria
University:
We value: knowledge and skills, and critical and imaginative inquiry for their
capacity to transform individuals and the community; equality of opportunity for
students and staff; diversity for its contribution to creativity and the enrichment
of our lives; cooperation as the basis of engagement with local and international
communities; integrity, respect and transparency in personal, collaborative and
institutional action...(Value statement, Victoria University, 2008).
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1. The importance of inclusion in higher education
Artiles and Dyson, (2005) and Mittler, (2005) state that policy-makers in both
developed and developing countries show their understanding of the links
between inclusive education and economic development and the realisation that
education empowers people to make contributions on both social and economic
levels.
In today's economic climate, there are many reasons which ‗push‘ students away
from their own country and to a foreign country in order to study. Altbach (2004)
discusses reasons related to a lack of educational opportunities in home
countries caused by over-crowding or competition. Other reasons are a lack of
specialist courses in the home country, the desire to become more competitive
through gaining qualifications overseas, political, racial, religious or economic
factors. Other reasons relate to prestige which can influence the decision,
particularly in recognition of the domination of ‗the West‘ in ―the curriculum and
of scientific discourse‖ (Altbach, 2004, p. 2). In this way, ―industrialized
countries are recognizing the need to provide their students with a global
consciousness and with experience in other countries in order for them to
compete in the global economy" (Altbach, 2004, p. 1).
At its most fundamental, purely economic reasons may also dictate the extent to
which universities market themselves as places of inclusion in order to attract
more students both with and without disabilities. This is of particular relevance
within the context of a dramatic drop in international student numbers to
Australia over the period of 2008 – 2010 and continuing into 2011. Figures from
the Australian Government Department of Immigration and Citizenship highlight
the extent of the decrease. The Department of Immigration reports that 269 828
student visas were granted in 2009-10, a decrease of 15.8 per cent from 200809, and suggests that that ―measures relating to student visa integrity [and] the
introduction of legislative changes to Student [sic] visa requirements‖ has
influenced these numbers, as well as market forces created by the global
financial crisis and the strong Australian dollar (Australian Department of
Immigration and Citizenship, viewed January, 2011). As a result, the competition
for attracting international students is high, particularly as they are required to
pay much higher fees than local students to attend university in Australia.
Staff has a vital role in encouraging, promoting and fostering a positive and
wholly inclusive environment. Clearly, an environment where all students feel
comfortable in disclosing, sharing and communicating their needs is important if
staff is to respond effectively and efficiently to student diversity. Indeed, a
positive and equitable learning environment is integral to facilitating learning for
all learners (Donato, 2008) and in this way it can be argued that effective
inclusion is akin to effective teaching practices overall, and that enhancing
inclusive practices will benefit all students (Jordan, Schwartz, & McGhieRichmond, 2009). Furthermore, the establishment of a good rapport with
students in addition to personal characteristics such as patience, good
communication skills, a flexible and empathetic approach, an understanding of
nature of different disabilities and student needs and accessibility of time are
paramount (Donato, 2008). It is also important that teachers are positive and
flexible in their approaches, rather than ‗blaming the victim‘ and holding the view
that students are creating more work. Staff awareness training has been found
to significantly contribute to ―the success of the students with disabilities‖
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(Donato, 2008, p. 24). In this way lack of knowledge can contribute to creating
barriers for students with a disability.

2. The significance of values and cultural beliefs
"Underlying our attitudes is our system of values" (Loreman, et al., 2010, p. 40).
These can be largely guided by the existing socio-cultural norms of a particular
country. For example, within the Asian context, Forlin (2007) discusses how any
inclusive models necessitate different approaches shaped in part by cultural
differences. In addition, he argues that the concept of inclusive education is one
that is relatively new in most of Asia, and that values embedded in Confucian
philosophy are also a likely contributor to the willingness to thoroughly embrace
inclusion (Forlin, 2007). However the fact that "our values can change"(Loreman,
et al., 2010) is highly significant within the context of this study, as will be
shown.

3. Research methodology
We attempted to shed light on the following questions through our research:


What contributes to an international student with a disability feeling
supported or unsupported at university?



What were staff perceptions and reflections
international student with a disability?



What are some socio-cultural norms of disability and how do these impact
on student experience?

of

working

with

an

In view of these questions the study was designed as a qualitative interpretive
case study of one higher education institution. As a case study we are interested
in presenting our findings as forms of quotes from the participants in order to
reflect their real, lived experiences. In order to ensure validity and reliability we
engaged in rigorous reflexivity as insiders and in this way allowed insight into
―how our own beliefs, interests, experiences political commitments and social
identities might have impacted on our research‖ (Swart & Agbenyega, 2010, p.
3). We engaged a third party in transcribing the audio recordings which the two
researchers then cross-referenced and established an audit trail by sending
transcripts to the participants for validation, editing and final approval.

4. Selection of participants
Criterion based sampling was implemented in recruiting staff who had experience
in working with students with a disability, and the students themselves who were
from a cohort of international students with a disability. In order to meet ethical
requirements however, all participants were invited via adherence to formal
protocol. We sent an initial email with some background information and an
invitation to participate in an interview. Once we received replies from those
interested in participating we sent a follow-up email as a confirmation which
included information such as the explanatory statement, consent form and
interview questions sent as attachments.
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Students were contacted through the Disability Liaison Unit (DLU). It is
understood that currently the procedure at the university at the centre of this
study is for students to self-disclose any additional needs/disability for support
on the university enrolment form. In alignment with principles of the social
model of disability, students will have indicated whether they consider
themselves as having additional needs and in this way. An email was sent to the
DLU which outlined the background to the research and provided the contact
details of the first researcher (a student email address). The information about
the research was sent to relevant students, with the students asked to contact
the researchers via email to show their interest in participating. Making contact
in this way for recruitment was important in maintaining and respecting privacy
and confidentiality as either researcher was in direct contact with the students.

Figure 2 – Participants in the study
Figure 2 shows the nine research participants: four students, four teachers, and
one support staff member whose details are outlined below: .
Students: Jane (Sri Lanka, 23) with an injury sustained while studying in
Australia; Anna (Hong Kong, 21) suffers from depression and anxiety, Mary
(China, 20) is a student with a vision impairment; and James (US, 25) who has
attention deficit disorder. Teaching staff and their ages from the University
Language Centre: Jenny (55), Veronica (45), Lauren (34), Monica (29); and
Terry (45) who is a DLU staff member. To protect the anonymity of participants,
all the names that feature in this paper are pseudonyms Author one worked in
the same capacity as the teaching staff from the University Language Centre, but
has since left. Author two is currently academic advisor for this project. Due to
the constraints in length of this paper, quotes from only a selection of these
participants were possible to include.

5. Approach to data collection
We used semi-structured interviews as form of conversation to generate data
(Barnes, 1992; Yin, 2003). This style of in-depth interviewing known as
―conversations with a purpose‖ (Burgess, 1984, as cited in Rossman & Ralllis,
2003, p. 5) is appropriate for this study as it enabled us to glean the participants‘
perspectives. We formulated questions under various headings such as ‗general
background information‘, ‗pedagogical and practical knowledge‘, ‗policy and
legislation‘ and ‗culture, values and beliefs‘ across the three different interviewee
cohorts, and changed the wording to suit the context of the participants. Prior to
the interviews we provided consent forms to participants which allowed them to
choose whether or not to be audio-recorded. It was important to give this choice
as it was anticipated that some of the participants may not have felt comfortable
in having their voice recorded. Each participant was provided with a written
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transcript of their interview and invited to make any changes they deemed
necessary. We did not correct any linguistic errors in the transcripts in view of
seeking to maintain the authentic voice of the participants.

6. Data analysis
Analysis of data in qualitative research is ―invariably unstructured and unwieldy‖
(Ritchie & Spencer, 1994 in Huberman & Miles, 2002, p. 309). Ritchie and
Spencer also highlight the fact that there is a highly textual component to
qualitative data, complex and rich descriptions of opinions, experience,
observations and reflections which provide a significant challenge to the
researcher in providing ―some coherence and structure to this cumbersome data
set while retaining a hold of the original accounts and observations from which it
is derived‖ (p. 309). Before analysis proceeded the first author transcribed
around 200 minutes of the recordings and the remaining 400 minutes were
completed by a paid transcription service.
We used Ritchie and Spencer‘s (1994), analysis ‗Framework‘ to analyse the data
in view of its facilitation of transparency and rigor, which included various stages
related to data familiarisation and developing a thematic framework. We used
hard copies of the transcripts and highlighted ideas for possible themes in
different colours with highlighter pens, and made notes about possible themes in
the margins, maintaining an awareness of the conceptual framework in guiding
these themes. We then created a spreadsheet of colour ‗codes‘ (for example,
purple for ‗systems‘, pink for ‗attitudes‘ and so on). We used the colour-coded
hard copies as a point of reference and copied and pasted chunks of text from
the soft-copy to a spreadsheet. In doing so, and in alignment with the principles
of the framework approach, we were careful to maintain the original utterance of
the participant and avoid moving too quickly towards strict classification and
therefore loss of true meaning. Each participant was met twice for the duration
of 45 min to one hour. The two authors separately coded the data and then
developed a common system and identified themes through various face-to-face
and online meetings. We organised the data on the spreadsheet into separate
pages which were organised according to themes.

7. Findings and discussion
Three key themes have been extracted from the preliminary findings. A more indepth consideration of further themes will form the basis of a separate paper.
The three key themes to be highlighted in this paper in view of its guiding
research questions and framework provided by the Whole Schooling Approach
are: 1. Flexible practices, 2. Knowledge barriers, 3. Values and beliefs.
7.1. Flexible practices
As mentioned in the literature, flexibility is vital in supporting individual needs
and requirements, exemplified in the following quote:
I got extra time and rest time for the exams which was really good. Then I was
able to defer the final exams last semester because the accident happened one
week before the finals (Jane).
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In addition, a positive approach and understanding of the students needs is
pivotal in creating a wholly inclusive classroom (Donato, 2008; Jordan, et al.,
2009) as evidenced in the experience of the student:
The lecturers and all are very nice. They gave me extensions for my assignments
and I deferred some exams,.... I never knew there were people like that, who go
out of their way... Even in the tute, if I can‘t copy the stuff or whatever, my tutor
would give me the notes so that I can take my own time (Mary).
7.2. Knowledge barriers
Lack of knowledge as a barrier, reflected in the literature, was consistent with
the findings from the interviews by both staff and students.
I didn‘t even know anyone with this disability.....we had to work [the teaching]
out ourselves...and that was hard... (Lauren).
I wasn‘t ever offered the chance to go on any kind of training course... I
discovered a lot of useful information later on the uni website...but by the time I
discovered it, I was too snowed under with the demands of the course....
(Veronica).
We can see the results of this as manifested in the student experience:
When I first trying [sic] to see a doctor and having new medication which is very
difficult, because psychological pills are not a cold or something and I may have
difficulties in class which the teacher himself thought it was a way that I tried to
get higher marks (Anna).
7.3. Values and beliefs
The results indicated that different values and beliefs affect the ways that
students with disabilities are perceived and supported in higher education and is
again consistent with the literature alluded to previously by Forlin (2007),
particularly in relation to the first quote by Anna who is from Hong Kong.
My country, they don‘t recognise people as mentally disabled. They just think
that we‘re crazy and you should be locked up in a mental hospital (Anna).
Because the students come from different cultural groups where the beliefs are
negative, they felt disempowered. However in Australia they seem to identify
with a different set of values and beliefs , thus reflecting the ability for values to
change as posited by Loreman, et al.,(2010).
I wasn‘t raised in Australia but I think Australians are more easy-going which I
love. And I think the universities are more accommodating and more helpful to
their students (James).
I think it was significant that this student was from a country where women are
not empowered. I think that this, in addition to her disability, made her quite
defiant at times (Veronica).
Students also spoke a great deal about learning to become independent in
Australia, for both study and living purposes.
I feel it‘s very different from China than here. [In Australia] we should learn a
subject by ourselves, reading or do some assignment only by yourself,....I think
this is good (Mary).

592

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

I never knew I could achieve something that I really wanted so I‘m really happy.
It‘s like having real power (Jane).

8. Discussion
8.1 Contextual factors
As the literature and Whole School diagram in Figure 1 shows, the extent to
which inclusion is realised can be dependent on contextual factors such as
democracy, partnership and multilevel instruction, and that for these to work
there must be a high level of staff commitment and knowledge The results from
the interviews reflect the ramifications of when all of these elements are not
cohesively integrated, but also the positives of when these elements are aligned.
8.2. The significance of culture
What is interesting to note for the purposes of this paper is the significant role of
a country‘s values and beliefs systems and how these perpetuate perceptions of
disability while at the same time can act as a catalyst in driving the extent to
which both staff and students feel supported.
The juxtaposition of the student comments regarding their perceived level of
support in Australia against their own notions of disability driven by culture
clearly results in what we see as a positive reflection of their experiences as a
student in Australia. In other words, the students interviewed all came to
Australia with minimal expectations of how their particular needs would be met in
alignment with their respective home-country experiences. Of course these
students did also give some examples of where they might have felt unsatisfied
with a particular situation, but in general the insights gleaned from the
interviews were different to what we as researchers had anticipated.
Indeed, this is perhaps also why staff felt unsupported – we might ask ourselves
if this is the level of support we are as educators expecting to see our students
get, then how can we also feel supported as teachers? We might conclude from
the comments made by staff that they continue to ‗do the best that they can‘
without adequate training. Perhaps also that if students tend to be talking about
their experiences as positive, that this is considered as satisfactory on the part of
managers and supervisors, particularly in a cultural context where students are
being viewed more and more as the ‗consumer‘ or ‗customer‘.
However, these four teachers spoke of burnout, excessive workload and alluded
to feelings of resentment over the fact that they were the ones ‗targeted‘ to have
a student with a disability in their class. The suggestions were that this negativity
from staff could be avoided by perpetuating a culture where all staff receive
training and provided with comprehensive resources for support.

Conclusion
Limitations of this research
Regarding students, we may need to question the authenticity of the overall
positivity of their experiences and ask ourselves whether only those students
who had a positive experience volunteered for the research, for whatever reason

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

593

that may be. Perhaps as researchers we also need to ask to what extent the
culture of the interviewer (author one, as an English educator from an Irish –
Australian background) played a role in influencing these students to tell us what
they thought we wanted to hear. Further, comparing the experiences of
international students with a disability with local students with a disability would
have enabled us to test our quasi-hypothesis regarding the driving force of
cultural notions of disability and the self.
Implications
The major implications gleaned from this study are in relation to the importance
of professional development of staff. There also seems to be a real and apparent
lack of collaborative support practices for teachers and thus the need to foster a
culture of inclusion amongst educators which according to the Whole Schooling
framework is important in creating a sense of community and thus a wholly
inclusive environment. This can perhaps be achieved by the implementation of
compulsory training for all staff in resources, strategies and procedures for
accessing support as teachers.
Furthermore in light of the recent drop in international student numbers, this
research could be seen as highly significant for marketers of Australian education
to prospective overseas cohorts with or without disability.
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Abstract
This research provides suggestions for identifying and addressing university students‘
perceptions of systemic inequities related to racism and racial privilege. Suggestions are
derived from findings of a confirmatory study conducted by the authors in three
university classrooms. The project was motivated by the authors‘ on-going commitment
to the struggle to eradicate racism and all of its deleterious effects, predicated on the
work of Dr. Joyce King and her concept of dysconscious racism. The university students‘
levels of dysconciousness regarding systemic inequities related to racism and racial
privilege demonstrated marked differences in two of the three categories. Suggestions
for faculty teaching diversity courses are included.

Keywords
Dysconscious racism – Racial privilege – Systemic racism

Introduction
Systemic racism is a form of inequality based on race which is embedded in the
broader systems, denying persons of color access to essential resources. Miller
and Garran (2007) identified this systematic unequal treatment of certain groups
as a ―racial contract‖ which has been a part of the U.S. since its inception.
―Because the racial contract is ubiquitous, it becomes central, the norm, a given.
That makes it all the more difficult to see by those unimpeded by it (Mills, 1997)‖
(As cited by Miller & Garran 2007, p. 36).
King (1991) investigated her students‘ perceptions of systemic racism and
inequity and concluded that the vast majority of students had a limited and
uncritical conception of society regarding race issues. Unlike racism which is the
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idea that all members of each race possess characteristics, abilities, or qualities
specific to that race, King coined the terms dysconsciousness and dysconscious
racism to describe students‘ perceptions, racial attitudes, and belief systems
which prevented their awareness of systemic inequalities in the US society. King
defined dysconsciousness as ―An uncritical habit of mind (including perceptions,
attitudes, assumptions, and beliefs) that justifies inequity and exploitation by
accepting the existing order‖ (King, 1991, p. 135). Dysconscious racism is,
a form of racism that tacitly accepts dominant White norms and privileges. It is
not the absence of consciousness (that is, not unconsciousness) but an impaired
consciousness or distorted way of thinking about race as compared to … critical
consciousness. Uncritical ways of thinking about racial inequity accept certain
culturally sanctioned assumptions, myths, and beliefs that justify the social and
economic advantages White people have as a result of subordinating diverse
others. (King, 1991, p.135)
This study was undertaken in an effort to determine the extent to which
dysconscious racism persists currently among the undergraduate students we
encounter in our classes at a private liberal arts college in the northeastern US.
Because educators have given multicultural and antiracist education since the
mid-1980s, we were eager to know if students‘ general understandings about the
reasons for inequitable experiences between whites and people of color in our
community had changed since King‘s studies. Our research sought to make use
of that data to better understand how our students perceived and explained
racial and social inequity, so that we might develop a means (i.e., an
intervention, pedagogical strategies) to foster a greater critical consciousness
among current and future students.

1. Literature Review
A wealth of scholarship has explored white privilege and the construction of
whiteness as well as pedagogical approaches to raising students‘ awareness of
the systemic inequities that create and perpetuate white privilege. Researchers
and educators recount the challenges of anti-racist pedagogy and noted patterns
of resistance from dysconscious students. Ahlquist (1991) describes her
students‘ resistance and reflects on why her methodologies failed to generate
positive responses. ―It was an exercise in futility to expect thoughtful discussions
to evolve out of my questions [on subjects her students] had scant likelihood of
knowing,‖ Ahlquist realized, ―I quickly became aware of my students‘ lack of
sophistication about such issues‖ (p. 167).
Because Ahlquist tried to accelerate her students‘ transformation from
dysconsciousness rather than allow it to happen at a slower, natural pace, the
students reacted with even greater resistance to her attempts. Conversely,
Frederick (1995) describes nine strategies (pairing students in different ways and
presenting topics for discussion, self-reflection of one‘s identity, and stories
related to one‘s identity) that have fostered fruitful multicultural discussions
amongst his students. Frederick‘s approach succeeded in beginning the process
of student transformation.
To explore these issues of dysconsciousness racism King (1991) presented
teacher candidates in her Social Foundations course with U.S. statistics detailing
mortality rates for black and white children. She asked students to write a short
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essay explaining the racial disparity: ―How did our society get to be this way?‖
Through content analysis, she devised a coding system consisting of three
categories to describe the variations among student responses about what
reasons students gave to disparity in infant mortality rates between US blacks
and whites. Category I responses explain the differences in infant mortality rates
between blacks and whites as a continuing result of slavery, which thereby
denies African Americans social and historical agency. Such answers reflect an
assimilationist mentality while ignoring Whites‘ ―cultural rationality‖ that justified
slavery. This cultural rationality fails to recognize show slavery led, in large part,
to the many advantages whites gained from the institution of slavery.
Category II responses explain the differences in infant mortality rates between
blacks and whites as a result of discrimination and the cycle of poverty but fail to
acknowledge the relationship between opportunity and assimilation. Both
Category I and II responses failed to acknowledge systemic inequity and placed
the onus for change on the African American community. Conversely, Category
III responses criticized racist ideology and the oppressive social structure without
placing the entire responsibility for change on individuals within the African
American community. These Category III explanations did not defend or justify
the economic system or White privilege and did not reflect an assimilationist
perspective. King emphasizes how dysconscious racism is a type of impaired
thinking ―about society and the possibilities for social change‖ (Brandon, 2006, p.
197). King also differentiates dysconscious racism as a form of miseducation
rather than an ―attitude‖ or ―emotion‖ or even ―an unconscious predisposition
that was outside of [the individual‘s] awareness‖ (Brandon, 2006, p. 197).
Other researchers also discuss the larger societal implications of
dysconsciousness racism, especially in the context of teacher and counselor
education. Schick (2000) demonstrates that students‘ resistance to the difficult
topic of racism impedes learning in cross-cultural and anti-racist themed courses.
Schick argues that to promote effectively attitudinal changes, teachers must
acknowledge and tend to the trauma and crisis of identity many white students
experience when confronted with anti-racist course material. Cross (2005)
provides suggestions for teacher educators endeavoring to combat the effects of
racism and whiteness in education. Among Cross‘ ―Field Experience
Recommendations‖ are guiding students to ―[l]earn to be with groups outside of
the white norm rather than watching them and taking from them‖ and to ―[e]licit
and foreground listening to how others see you while engaged with communities
rather than strictly how you see others‖ (Cross, 2005, p. 273).
While King‘s 1991 study demonstrated students‘ lack of critical consciousness
regarding racial inequality, it is unclear if current students would be more
sophisticated in their assessment of racial inequalities. Although some may
suggest that youth of today are more aware in regards to race issues, statistics
and demographic variables show the continued support and manifestation of
systemic inequalities supported by Whites (Miller & Garran, 2007). We sought to
determine the level of dysconsciousness among students in this study, with the
additional goal of articulating new methods of addressing the specific
misunderstanding (and dysconsciousness) our students may have about systemic
racism.
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2. Methodology
2.1. Participants
Participants in this study were 47 undergraduate students enrolled in three
different courses in a small, private North Eastern university during the spring of
2008. Students were enrolled in courses in Philosophy of Education (n = 12),
Research Seminar in Education (n = 15), and Working with Diverse Populations
(n = 20). Of the total 47, the majority were female (n = 31). Regarding race, the
students were predominantly white (n = 35). Other groups, in descending order
according to numbers, were Latino and Asian (4 persons in each group), African
American (n = 2), and 1 multiracial and 1 Egyptian.
Students were asked to complete a survey reporting the number of diversity
trainings each had received prior to participation in these classes, and to
differentiate between workshops and semester-long courses. The greatest
number had undergone diversity training through a workshop (n = 21). Fourteen
students indicated having taken a diversity course in the past. Seven students
had taken two courses and six had taken three or more courses in diversity
training.
2.2. Intervention
The three semester-long courses included a formal discussion about the effects
of race in the contexts of schools and/or human services agencies. Two of the
researchers are white and one is Latino.
Before the end of the first half of the semester, each researcher had their
students address Dysconscious Racism using the steps outlined in Table 1 below.
Students had 15 to 20 minutes to ponder the question and the information
presented on the chart and to respond in writing to the question and prompt.
Table 1: Steps to Address Dysconscious Racism activity
Step
1

Action Taken
Present students in three
mortality rates by race.

university

classrooms

with

infant

2

Ask students to ponder the question, ―how did our society get to be
this way?

3

Ask students to take a few minutes and respond in writing to the
question.

4

Provide students with a copy of Joyce King‘s 1991 article and ask
them to read it for the next class.

5

Begin the next class with a group discussion on the King article.
Students then break up into groups of three and code their own
and peer‘s responses (which had been typed by the instructor and
were anonymous).

6

Reconvene with class for a debriefing and class discussion about
the activity.
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While students were enrolled in the course, the instructors did not use students‘
coding results for the purposes of their research, but only for instructional
purposes to meet the objectives of their respective classes. The students signed
informed consent forms agreeing to allow their instructors to use their responses
for purposes of research after the semester ended. The researchers used a multistep content analysis (Berelson, 1952) on the students‘ responses to identify
emergent themes within and across the three courses (Krippendorf, 1980;
Neundorf, 2002; Weber, 1990). Each of the instructors and their research
assistants coded their respective students‘ responses using King‘s descriptions of
her Categories I, II, and III as their own coding schemata.
Because an additional goal of this project was to articulate new methods of
addressing the specific misunderstanding (and dysconsciousness) our students
may have about systemic racism, the researchers discussed among themselves
how use of the activity informed their subsequent teaching. This practice was
particularly true in regards to design and implementation of pedagogy that
addressed students‘ perceptions of racial inequalities.

3. Results
Researchers attempted to code all 47 responses into one of the three proscribed
categories. Representative students‘ quotes from each of the three categories
are presented in Table 2. Six students had Category I responses. In the Category
I responses, the students explained that the differences in mortality rates
between blacks and whites to be a continuing result of slavery.
One student wrote, ―How have blacks gotten so poor? The answer to this dates
all the way back to slavery. Blacks have historically been in the lower echelon of
society, as they have had to fight for their own civil rights.‖ The students in this
category failed to acknowledge current inequity that exists, particularly in
regards to systemic inequities. Their statements reflected an absence of
understanding regarding any present-day inequalities that perpetuate the
poverty of blacks and influence current infant mortality rates.
Table 2: Representative Quotes from Student Responses to Infant Mortality Chart
Activity
Category and
Representative quotes from students‘ responses
Percent Represented
Category I (13%)
 You may ask: how have blacks gotten so poor?
The answer to this dates all the way back to
slavery. Blacks have historically been in the lower
echelon of society, as they have had to fight for
their own civil rights.
 The racism/prejudice against blacks specifically
stems from our history of slavery. Clearly in our
society we are feeling the effects of that division
and injustice.
Category II (83%)
 The society in such a way that those who start at
the bottom financially don‘t have a big
opportunity to improve their situation, hence one
ends up where they began and they pass their
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Category III (4%)




situation on to their children.
Being a poorer community than whites (making
generalities) they live in the inner cities (higher
mortality rate families, not all blacks) where it is
hard to make ends meet. They often have more
children than those of a higher SES but cannot
afford these children due to the lack of doctors
and proper nutrition, these children face
mortality. If we can get people out of these
ghettos or even rid of the special mismatch to get
better jobs, I believe that these death rates
would be lower and closer in numbers with the
white population, and in a while these numbers
would decrease.
There is a way to which our society has
systematically separated groups on racial lines.
If I had to guess as to why this occurs, I would
say that it‘s due to the latent racist structure of
society.

Thirty-six students had Category II responses recognizing current discrimination
and the cycle of poverty as being linked to mortality rates. One student
illustrated awareness of that cycle of poverty in writing that ―those who start at
the bottom financially don‘t have a big opportunity to improve their situation,
hence one ends up where they began and they pass their situation on to their
children.‖ Category II students failed to acknowledge systemic inequity and the
relationship between opportunity and assimilation. Category II comments
assigned responsibility for economic and health challenges to blacks themselves.
One student credited the better state of whites to their superior behaviors and
blamed blacks‘ situations upon their poor choices. ―I think that when Whites are
pregnant they take care of their bodies … Parents in White families may also be
more involved with their children and helping them during their pregnancy while
Blacks may turn away from their parents and families for help.‖
There were only two of the 44 students who provided Category III responses.
Those responses demonstrated a critical understanding of racist ideology and the
oppressive social structure. One student wrote, ―There is a way to which our
society has systematically separated groups on racial lines.‖ Members in that
category recognize that the responsibility for change did not fully lie with the
African American community and that the problem was related to a societal
structure created by whites seeking to maintain racial separation from access to
knowledge and resources and white privilege. A student wrote, ―If I had to guess
as to why this occurs, I would say that it‘s due to the latent racist structure of
society.‖
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4. Discussion
4.1. Assessment of change of student awareness
Thirty-six student responses indicated that the majority of students possessed a
certain level of awareness of discrimination while failing to understand the
greater system‘s role in that discrimination. The next largest number of
responses (6) were in Category I, demonstrating a lack of awareness of any
modern-day discrimination and putting the onus of change upon Blacks.
Dysconscious racism appears to persist among undergraduate students as
demonstrated by the Category I and Category II responses in this study. Only 2
of the 47 students offered Category III responses which identified and criticized
white privilege, racist ideology, and systemic inequity.
Comparing this study‘s findings to King‘s outcomes, marked differences can be
noted according to Category I and II. King collected 57 responses: 21 for
Category I (36%), 35 in Category II (61%), and 1 Category III (1.7%),
respectively. The percentages of Category I student responses in the current
study were lower than the percentage of Category I student responses from
King‘s study. The percentages of Category II student responses were higher than
the percentage of King students‘ Category II responses. There were only slight
differences between King‘s results and our own for Category III responses.
Consequently, fewer students attributed social and racial inequity to the legacy
of slavery than in King‘s initial studies. This could perhaps illustrate a
paradigmatic shift in how people of privileged backgrounds perceive
contemporary racism. This change in thinking may be related to the increased
presence of multicultural education for educators and mental health workers.
These changes in the professional awareness may affect how they socialize
young people in education and human services settings. The differences found in
Categories I and II may also reflect general exposure to these concepts through
university diversity courses outside of education programs, or through the media
in general.
Both this confirmatory study and King‘s study revealed extremely low numbers of
Category III responses, indicating that for both groups (now and in the past),
there is limited student awareness regarding the modern-day role of systemic
inequalities resulting in current health disparities according to race. The
predominant tendency of students is to ascribe responsibilities for disparities to
individual actions, resulting in an erroneous perception that blacks themselves
can change disparities if they can just make different choices or work more
diligently.
This is a ―pull yourself up by your bootstraps‖ mentality that lies at the heart of
the American myth of meritocracy, whereby one believes that people of all races
have equal access to resources and are treated equally by the greater systems in
which they participate. This belief leads persons to explain racial inequities in
terms of lack of individual drive or skills or, in essence, ―blaming the victim‖
(Helms, 1990). This perception allows persons to avoid, either consciously or
unconsciously, recognition of an inherently unequal system; a practice identified
by researchers as a ―pattern of denial‖ (Cazenave, et al, 2000, p. 26) regarding
the racist systems in the US.
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Such denial has been observed in individuals and whole academic disciplines
alike, and serves to ultimately perpetuate the current status quo (Cazenave, et
al, 2000). It also serves to remove whites from realizing an extremely difficult, if
not disturbing, reality for persons of color — a reality in which they may
unwittingly be participating (Lavine-Rasky, 2000). Our study‘s data precludes us
from determining whether the students were in a conscious or unconscious
pattern of denial. Regardless of their level of consciousness, we understood that
their lack of understanding regarding systemic racial inequities could result in
particularly harmful practices toward their future students or clientele of color
(Boysen, 2010; Chubbuck, 2004; Marx, 2004; Sleeter, 1995).
It is unclear what students might need in order to move from a Category I or II
mindset to a Category III understanding. This shift, at least in part, requires
recognition of an inherently racist system. The ability and willingness to
recognize systemic racial inequalities has actually been identified by racial
identity theorists as a characteristic of more sophisticated racial identity
development for Whites (Helms, 1990). According to Helms, whites frequently
begin a racial identity development process with beliefs or perceptions similar to
those expressed in Category I and II, which reflects a limited understanding of
the extent and effects of racial inequalities. Moving from those perceptions
toward those reflected in Category III is a difficult process, whereby whites must
recognize their own level of racism, the benefits of being white, and the cultural
pervasiveness of the belief in whiteness as normative and superior with its
accompanying deleterious effects upon persons of color.
Numerous authors, recognize the challenges inherent in the psychological
transformation triggered by confronting the idea of dysconscious racism, which
can result in guilt and shame, and actual resistance in many white students.
Indeed, research has shown that faculty (and students) struggle while grappling
with race-related issues in university courses, and that many faculty express
feelings of inadequacy in managing student reactions (Sue et al. 2009).
Instructors‘ fears of both student reactions and also the professional implications
of teaching controversial topics such as race may affect their abilities to move
students toward a Category III understanding.
Considering students‘ powerful reactions to race-related information, students
may be no further along now in achieving Category III responses than they were
in the 1990s due to the affective risks associated with the awareness and
knowledge required of Category III. Our findings not only indicate the need for
educating students explicitly regarding systemic inequity, but also to understand
why students have not come further in achieving such understanding despite
being required to take one, if not more, multicultural courses and the infusion of
multiculturalism across their training programs. Obviously, change in formal
training does not necessarily result in a change in consciousness (Lawrence &
Bunch, 1996).
We have to consider the effectiveness of individual instructors teaching the
various classes. Do some faculty members minimize discussion of racially
charged topics due to their fears of student reactions and their own sense of
inadequacy when handling controversial, emotional issues in general? Faculty
may have had limited experience leading discussions about race with students.
Educators may be unaware of the systemic nature of the problem and its
implications. For those faculty members who exist in the nascent stages of racial
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identity development, and are dysconscious themselves, it is extremely difficultto
lead a student to a place of enlightenment beyond where one is.
4.2. Limitations
Due to a small and specific sample size, readers may want to consider the
degree of fit of the findings to the reality in their own settings. Students in a
larger more diverse University setting may reveal greater awareness of issues
related to racial inequities. Findings do, however, provide important insight into
one group of students‘ understanding of systemic racial inequities, and how they
show differences with those students represented in the King (1991) study. Such
findings verify a continued need for student, and perhaps faculty, education that
directly addresses systemic racial inequities that plague the nation.

Conclusion
Despite the passing of two decades since King‘s initial studies, dysconscious
racism remains pervasive among students. Some progress has been made, but
there is still much to be done, and part of the challenge may be the identification
of the most effective course content or pedagogical approaches for moving
students from to Category III responses. Part of the challenge may also lie in
changing the system of education itself—especially the ways in which educators
address student reactions to challenging content, and even whether or not the
pedagogy is recognized as relevant by educators. Considering that this study‘s
focus is on systemic racism, we would be remiss not to recognize how the
prevalent racism inherent in American society has affected university educational
systems and the educators trained in, and currently working in, those systems.
Although the outward signs of racism have diminished, the structures behind
them remain powerful. According to our data, we as a nation have internalized
the systemic racism to the point that we unconsciously (and, therefore,
dysconsciously) continue to operate under a hampered state of mental being.
Our study reveals that, a large percentage of respondents still believe that many
of the problems blacks face are of their own making. Our research calls out for a
more critical examination of how the system works in hopes of assisting
educators to administer multicultural training that addresses not only the
outward signs of racism, but also the hidden, inner forms that persist and allow
racism to continue to hold persons of color back.
Collaborative efforts such as this project help soften the inevitable pain of
discouragement that instructors experience when working on these difficult
problems with students. White faculty must continually struggle to gain a deeper
understanding and an acknowledgement of the power inherent in simply being
white. Beyond understanding, the powerful individual is then presumably free to
use power on behalf of those the system names powerless. It is important that
faculty identify allies who are willing to offer support in the midst of the change
process. If white faculty members could teach students this process and be role
models for other whites, then the hope is that students would become conscious
of the systemic reality and malfunction.
It seems clear that students will not arrive at a higher level of understanding by
themselves. It is our ardent belief that only through waking students to their
dysconsciousness can any progress be made in ending systemic racism.
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Abstract
The emerging paradigm of eLearning is becoming increasingly in evidence across many
academic disciplines acknowledging the concept that learning processes no longer
support traditional teaching methods alone. It can be argued that today‘s third level
education students are part of a new virtual era where the blackboard has been replaced
with an interactive whiteboard. To assist in the transition from traditional learning to
eLearning, more interactive and virtually orientated teaching aids are needed. A
simulation-based learning framework that integrates web-based simulation and a web
content management hierarchy model is the key objective of this paper. Using the highly
complex subject of supply chain management as a case study, the new framework allows
users to examine various management strategies of real-life scenarios, encourages group
work and has remote access capabilities for distance learning. Interactive learning is
facilitated using the web-based simulation portal, enabling instructors to demonstrate the
complexity of decisions in multiple criteria environment and also show the users the
impact of strategies on performance. Supply chain simulation creates an animated
experience and better understanding of the system dynamics including risks. The portal
interface is friendly and hence there is a potential to be applied in other subject areas.

Keywords
Web-based Simulation – Distributed Simulation – Supply Chain Management

Introduction
The ability to learn has always been the foundations of any successful society.
Learning can be defined as the acquisition of knowledge through cognitive
processes that translate into new understandings, behaviors and skills (Moore et
al., 2009). In today‘s knowledge driven society, gaining such valuable
understandings through education is a very important resource (Schleicher,
2003). The advances made in computer technology, coupled with educations
drive to take advantage of such advances have given rise to eLearning.
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The emerging paradigm of eLearning is becoming increasingly in evidence across
many academic disciplines and provides further support for the concept that
learning processes no longer support traditional teaching methods alone. It can
be argued that today‘s third level education students are part of a new virtual
generation, where the blackboard and refill pad have been replaced with an
interactive white board and laptop respectively. To assist in the transition from
traditional learning to eLearning, more interactive, animated and virtually
orientated teaching aids are needed.
The objective of this paper is to develop an interactive web-based simulation
portal using an integration of; simulation-based learning, web-based simulation
and a web content management hierarchy model. The portal will create a
medium that is easy to use and enables teachers to create a more interactive
learning environment for students. Section 1 acknowledges the importance of
third level institutes to Ireland‘s knowledge economy and the challenges they
face. Simulation-based learning frameworks are then discussed before a review
of web-based simulation in Section 2. An overview of the complexities in supply
chain management takes place in Section 3‘s case study which is used in the
building and implementation of the distributed simulation portal in Section 4.
Finally the results, findings and future work in the implementation of the portal
are discussed in the conclusion.

1. Third Level Education in Ireland
The quality of third-level educational (TLE) systems has a significant influence on
the economic wellbeing of society (Prendergast et al., 2001). In Ireland, the
effectiveness of TLE is extremely important when obtaining the necessary high
levels of knowledge and skills required for sustainable competitiveness (Breena
et al., 2009). Consequently, there has been an increased emphasis put on TLE by
Irish governments in recent decades, culminating in a large increase in student
numbers (Fig.1) (Department of Education, 2010). In particular, government
incentives such as the abolition of college fees in 1996 (Clancy and Kehoe, 1999)
and the ―Charting Our Education Future‖ white paper in 1995 (Department of
Education, 1995) laid the foundations for the knowledge economy.
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Figure 1. Full-Time Students in TLE Institutions in Ireland
While preparing students for a successful career in a knowledge-based economy,
TLE processes require an integrated educational environment that will encourage
creativity and a commitment to lifelong learning (Brewer and Brewer, 2010). To
achieve this transition into a more creative and long-term learning environment,
TLE institutes have faced many challenges.
1.1. Challenges to Third Level Education Process
With such a high level of investment in Irish TLE, it is critical that the challenges
within the teaching/learning relationship are understood and addressed to ensure
that college graduates make a successful and optimized transition into the
workplace (Tobail et al., 2010b). Studies made by Cuban (1984) on teacher
education in the USA suggest that teaching adapts to requirements of particular
era‘s. However, sometimes these changes have not adapted sufficiently or been
reviewed regularly, becoming ineffective and outdated (Hess, 2009). The primary
example of this would be the use of traditional ‗rote‘ learning techniques in TLE,
which has been proven to discourage the transfer of core/key skills (Billing,
2007). This learning process consisted of a knowledgeable educator on a
particular topic, who constructed and communicated knowledge on such topics to
learners to memorize using the common instructional technologies of the day;
books, articles and classroom lectures (Ruben, 1999).
During the past 30 years, TLE has been evolving steadily and the objectives of
TLE institutes have changed. Memorizing facts and figures are now recognized to
be less important than developing knowledge based skills for; problem-solving,
interactive team work and life-long learning (Knight and Wood, 2005). The
introduction of the learning pyramid has instilled a new focus on the way
teachers interact with students in relation to the retention of what is being
taught (DeKanter, 2004). Although there is only 5% retention rate given to the
traditional class lecture when used alone, when all teaching methods of the
pyramid are used in continuum rather than hierarchal, the level of retention is up
to 90% greater (Lalley and Miller, 2007). The theme of this paper is centered on
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the concept of the learning pyramid in continuum, because to retain conceptual
knowledge effectively using simulation, the class lecture and teacher instruction
are still very important.
1.2. Simulation as an Education Solution
Although using simulation as a method of teaching is not a new concept,
particularly in medical, military and aviation education (Murphy et al., 2010), it is
growing rapidly in many other academic disciplines. The reasoning for such
growth lies with simulations potential to create clinical experiences that closely
mimic the real life scenarios of a system (Zhang et al., 2010). Whether
simulating medical procedures without doing harm to a patient, or simulating a
supply chain management concept without the costly change in business
strategy, simulation is a powerful learning aid.
Another important driver for the growth in using simulation technologies in TLE is
the fact that today‘s TLE student is part of the digital generation. In this virtual
age, online multi-player games, virtual reality and simulations are a part of
everyday life, making gaming and simulation a very important catalyst in the TLE
learning process (Proserpio and Gioia, 2007).
Simulation-Based Learning Framework
Simulation is not a technology; it is a technique to replicate the real world in a
completely interactive way (Gaba, 2004). However to aid in its effectiveness,
technologies such as computer software are often utilized. The technological
foundations of the simulation portal developed in this paper are based on Tobail
et al‘s (2010a) simulation-based framework (Fig.2).
Using detailed conceptual models of a supply chain, the framework was
developed to assist in the future creation of an actual simulation-based teaching
aid to TLE SCM lecturers. The whole framework depended on modeling the basic
concepts and theories of SCM and integrated them into a powerful simulation
tool. Designing and implementation process of this project involved computer
engineering and SCM experts to achieve the required aspects of the system. The
implementation of the framework can be divided into two stages.
The first stage was the design and implementation of a simulation model for SCM
using a powerful simulation tool. The second stage of web-enabling applications
was developed using a communication protocol layer and interactive graphical
user interface. This paper focuses on developing stage 2, the use of webenabling technologies in the TLE learning process.
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Figure 2. Simulation-Based Learning Framework

2. Web-Based Learning
The increase in demand for education, as stated in Section 1, coupled with the
increase in the amount of information available are the main reasons for the
integration of education and computers, primarily the internet (Bicen et al.,
2010). This novel approach to education is commonly known as web-based
learning and is an eLearning technique that has made the learning process more
accessible by stretching spatial and temporal barriers (Khalifa and Lam, 2002).
Web-based learning is the step in the learning/teaching relationship where the
communication and interaction of students with a lecturer/teacher takes place
with the use of computer science and network technologies.
A web-based learning field that has been growing steadily over the past number
of years is that of web-based simulation (Yingping and Madey, 2005).
2.1. Web-Based Simulation
Although the field of web-based simulation was first introduced by Fishwick
(1996), the concept is said to be as old as the Web itself (Reichenthal, 2002). In
his paper, Fishwick formed an introductory overview of web-based simulation, to
be used as a backdrop to a more formal discussion, with the objective of
potentially forming a new simulation track. This in-turn, gave rise to a new era in
simulation study and research into the field grew rapidly, but despite such a
promising start, the number of real applications in the field is relatively small
(Wiedemann, 2001).
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According to a review made by Byrne et al. (2010), web-based simulation can be
separated into 7 categories:
1/
2/
3/
4/
5/
6/
7/

Local simulation and visualization
Remote simulation and visualization
Hybrid simulation and visualization
Web-based simulation documentation
Web-based simulation model repository
Component-based simulation in relation to Web-based simulation
Distributed simulation in relation to Web-based simulation

Incorporating web content management, the portal developed in this paper lies
in category number 7, distributed simulation in relation to web-based simulation.
In theory, all web-based simulation to some degree can be regarded as
distributed simulation (Page et al., 1998). In a distributed simulation system, the
model designer should not have to have knowledge about technical details used
by the system creator to produce distributed simulations (Byrne et al., 2010).
This is an important factor in the development of the distributed simulation portal
in this paper. The goal of which is to develop an accessible simulation portal to
TLE students, many of which are not technically minded.
2.2. Web Content Management
Web content management (WCM) is defined as an organizational process, aided
by computer software tools, for the management of content on the Web,
encompassing a life-cycle that runs from formation to destruction (Vidgen et al.,
2001). In basic terms, WCM is an infrastructural support management system for
websites. There are main 3 roles that WCM must support; the writer ,the reader
and the collection manager (Rein et al., 1997). To manage these roles in the
simulation portal developed in this paper, McKeever‘s (2003) four-layer
hierarchal layer WCM has been used. The hierarchy consists of 4 layers (Fig.3),
which reflect each of the interacting layers in WCM. They are; content, activity,
outlet and audience.
Staff
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Documents,
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Content
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Figure 3. WCM Four-Layer Hierarchy
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3. Supply Chain Management Case Studies
The introduction to this paper highlighted that education is a very important
resource in today‘s knowledge driven society. Similarly, knowledge is a very
important resource in managing and understanding the supply chain (Lambert et
al., 1998). At its basic level a supply chain is made up of multiple partners
(supplier, manufacturer, distribution centre etc.), multiple flows of items,
information and finances and is sometimes described as looking like an uprooted
tree (Lambert and Pohlen, 2001). Each network node has its own customers‘ and
suppliers‘ management strategies, partnerships, inventory control policies and
items mixture (Longo and Mirabelli, 2008), with many challenges to overcome.
Challenges to overcome at all strategic levels of SCM include; complexity,
uncertainty, risk, resilience, visibility, and cost to name a few. The capabilities of
simulation software to replicate uncertainty are high, mainly through discrete
event simulation, as it is capable of manipulating the variability and uncertainty
of a system (Mahfouz et al., 2010).
To illustrate how TLE students can visually and interactively learn the complexity
of SCM, important network nodes; a distribution centre and a manufacturing
plant were chosen as the case studies used to build the simulation portal.
3.1. Distribution Centre/Manufacturer Relationship
Up until recent years, the relationship between supply chain partners has been
adverse in nature. Relationships were traditionally transactional, focusing on;
cost, delivery time and quality alone (Goffin et al., 2006). To demonstrate the
effectiveness of the simulation-based learning framework in teaching SCM
complexity, two key supply chain members; a first tier supplier distribution
centre (Fig.4) and a manufacturer (Fig.5) were modeled, simulated and
measured.
Using hypothetical, yet accurate input data, including; forecasted and actual
sales figures, production process capacity, product specifications, lead-times and
product costing, the relationship between the two supply chain members were
studied. Equations, management strategies, statistical analysis and other
management science techniques that SCM students will learn in their degree
were integrated into the model results to illustrate the impact of input and
process decisions on the model outputs, which include warehouse capacity
utilization, cycle throughput time and queue lengths. The end objective is for the
user to practically understand the complex relationship between the
manufacturer and supplier, and how the impact of their management choices and
input decisions affects the efficiency of the partnership.
3.1.1. The Distribution Centre
Using integrated definition modeling language for functional process (IDEF0), the
operational processes of a generic supplier distribution centre were studied and
modeled (Fig.4). There are two main streams to the model; the order process
(demand management) and the warehouse operations process. The main
warehouse functions are; inbound planning, tipping, storing, order picking,
dispatch planning and dispatch.
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Figure 4. IDEF0 Conceptual Model of Distribution Centre Operations
3.1.2. The Manufacturing Plant
Studying a plastic bag manufacturer, IDEF0 was also used to create a detailed
conceptual model of the manufacturing process (Fig.5). The production system
begins with the arrival of orders from the customer (Distribution Centre),
beginning a ‗pull demand‘ strategy through the production plant. Items have a
number of various routes possible, with all products having their own individual
characteristics. Elements that make up these characteristics are attributes such
as height, thickness, quantity needed and extrusion weight which lend
themselves to the specific tailoring required for the production of individual
items.
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4. Web-Based Simulation Portal System Structure
The proposed web-based simulation portal structure consists of a client site and
a server site connected over the web by TCP/IP protocol.
4.1. Server Site
The main structure of the system has been built on the server. This part consists
of web-server, simulation tool, content management system and database,
controller and listener (Fig.6). Each area is described briefly below:
Web server — the web server‘s main objective is to host the main web sites
responsible for the portal, manage the client requests and data storage. The
most common managed requests are Hypertext Transfer Protocol (HTTP).
Simulation Tool — a professional simulation toolkit has been employed to serve
the considerable simulation requirements. Using a professional simulation tool
with all simulation capabilities is considered as one of the privileges for this
framework over the other web-based simulation tools which run the simulation
tool on the client machine. This leads to limitations in simulation capabilities in
the client simulation tools. The main option of this tool is to run the required
simulation model based on the client requirement (Fig. 4 & 5) and save the
results to be transferred later to the client.
Controller — this is the part which is responsible for translating client requests
to the simulation tool commands. The inputs to the simulation tool are applied
from the client side through the controller and the output is then transferred
back to the client using the web and TCP/IP protocol. The controller uses a
shared communication space and two types of commands. The shared space is to
exchange data and commands with the simulation tool. There are two types of
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commands; commands to exchange data by applying inputs and getting outputs
to/from the simulation tool; and commands to execute options and services of
the simulation tool.

Login

Internet

User Data

Results

Content Management System

Web Server

Client Request

Controller

Login Check

Database

Login

Listener

Commands

Simulation
Tool

Figure 6. Server Site System Structure
Content Management System and Database — to control the accessibility of
the system and simulation model, a content management system has been built
using the four layer hierarchy method, as illustrated in figure 3. This system
differs between the two main types of users; TLE instructors and students.
Instructors have controlling options such as assigning models to users and
modifying models. Students are able to run their assigned models and check the
results. Login to this system is achieved through a username and password
interface (Fig.7). A database system has been built to support the content
management system. The database management system stores the registered
users, assigned simulation models and the privileges assigned to different types
of users.
Listener — the listener module is the interface between the client and the web
server. It is running to wait and listen for client requests and pass them to the
web server to be managed by the controller. The client uses a graphical user
interface to apply requests which are encoded and sent over the web in TCP/IP
protocol to the server.
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Figure 7. Client Graphical User Interface
4.2. Client Site
A client site represents the part of the system running on the client‘s machine.
The client site consists of two main parts; graphical user interface GUI and
translator module (Fig.8). These main two parts are described as following:

Graphical User Interface (GUI)
Translator Module

Internet (Web Layer)
Figure 8. Client Site System Structure
Client Graphical User Interface (GUI) — this interface works to receive the
client commands to be transferred to the server and display the results received
from the server to the client. Main software engineering capabilities have been
taken into account while building this interface, including; usability, accessibility
and reliability. Many operations can be achieved from the client side using this
interface. They are; login to the system, controlling the simulation model;
applying inputs and check the results, comparing two simulation models and
passing results from one model to other (Fig.9). One of the main benefits of this
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interface is to ease the capabilities of accessing distributed simulation systems
with keeping the professional simulation tools capabilities.
Translator — the translator is a background running module which encodes the
client commands in a way to be understood by the controller on the server site.
When the client/student chooses to run a simulation model, the translator
encodes these actions as a running command and the model name, and then
sends them over the web. This translator encodes all actions from all types of
users; students and instructors.
Login Process
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Content
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System

Instructor

Control Simulation
Models
permissions

Run Model with
Input Data

Compare 2
Simulation Models

Pass outputs from
model as an
inputs to other
model

Check the Results

Figure 9. User‘s Operations Scheme

Conclusion
The close relationship today‘s TLE students have with the technological world can
no longer be ignored by educational institutions. The emergence of eLearning as
a valid and effective educational process has never been more relevant. This
paper discussed the potential benefit of developing an interactive web portal that
will validate the emergence of eLearning techniques. Using simulation-based
learning, integrated with web-based simulation and a web content management
hierarchy model, an easy to use web-based simulation portal was developed. The
portal enables teachers/instructors of supply chain management to experience a
more interactive eLearning environment for TLE students.
Using a web-based platform has shown several advantages such as; (1) portals
are less expensive than simulation software packages, (2) easy to access from
anywhere (i.e. college or home), (3) authorization for teachers to manage the
class, and (4) instructors can assign different models to be used by different
students‘ groups and customize the input and outputs for the systems. The
system is designed to enable students to work in groups and access different
distributed models concurrently. It enables many users to get access into a
single simulation model from different sites, and/or a single accessibility to
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distributed simulation models to upgrade the decision making capabilities.
Students can apply various inputs and examine the outputs, compare simulation
models, connect between distributed models by passing the output of one as an
input to the second. In the case study, supply chain simulation creates an
animated experience and better understanding of the impact of uncertainty and
risks within supply chains. The portal interface has a potential to be used in other
subject areas that have high levels of multiple parameters and objective criteria
in decision-making process.
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FIVE CHARACTERISTICS OF QUALITY HOMEWORK
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Abstract
Homework often causes frustration for teachers, students, and parents because it has not
been well-designed. To determine what best constitutes quality homework tasks, a
thorough review of meta-analyses of homework research and individual homework
studies was conducted. Surveys of elementary and secondary teachers, students, and
parents were consistent with the research that quality homework tasks exhibit five
characteristics. First, a quality homework task has a clear academic purpose, such as
practice, checking for understanding, or applying knowledge or skills. Second, the task is
efficient in terms of time required to demonstrate student learning. Third, the task
promotes student ownership of learning by offering choices and by being personally
relevant. Fourth, the task instills a sense of competence —the student can successfully
complete it without help. And last, the task is aesthetically pleasing to the student—it
appears enjoyable and interesting (Vatterott, 2009).

Keywords
Homework – Motivation – Education

Introduction
It is a long standing tradition that children leave school each day with homework.
But does that homework actually contribute to learning or is it ―busy work‖—
tasks that are perceived by both students and parents as having little or no
value? Most teachers were never specifically trained in how to design effective
homework assignments, yet a consensus is emerging in the research and among
practitioners about what constitutes quality homework tasks. Quality homework
tasks are purposeful, efficient, personalized, and differentiated for student
readiness and skill level.

1. Clear academic purpose
Homework typically supports learning in one of four ways: pre-learning, checking
for understanding, practice, or processing.
The ultimate goal of the
assignment—pre-learning, checking for understanding, practice, or processing—
should be clearly communicated to the student (Marzano, Pickering, and Pollock,
2001; Pink, 2009). Students should easily understand the value of the task, or
be told explicitly how it helps learning. Students should have no trouble
connecting the purpose of homework to classroom learning.
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1.1. Pre-learning
Homework may be used to provide an introduction to a topic or provide
background for a more in-depth lesson (such as reading or outlining a chapter
before a discussion). Pre-learning may be as simple as finding out what students
already know about a topic, or what they are interested in learning about (such
as writing down questions they have about the digestive system). Pre-learning
may also be used to stimulate interest in the concept (such as listing eye color
and hair color of relatives for a genetics lesson).
1.2. Checking for understanding
Ideally, homework should provide feedback to the teacher about student
understanding, allowing the teacher to adjust instruction, and when necessary,
reteach concepts, before practice is assigned (Vatterott, 2010). Checking for
understanding is the most neglected use of homework, yet the most valuable
way to provide feedback to the teacher about learning (Fisher & Frey, 2007). For
instance, asking students to do a few sample problems in math and to explain
the steps lets the teacher know if the student understands how to do the
problem. Journal questions about a class science experiment can reveal the
student‘s understanding of what happened and why. Asking students to identify
literary devices in a short story demonstrates the student‘s understanding of
literary devices.
1.3. Practice
One traditional use of homework has been for the practice of rote skills, like
multiplication tables, or content that needs to be memorized, like spelling words.
Although practice is necessary for many rote skills, there are three mistakes
commonly made with the use of practice homework. First, teachers may believe
they are giving practice homework, when it is actually new learning. For
instance, the math teacher demonstrates how to divide fractions. Because
students can successfully complete problems in class (immediately after
instruction), the teacher assigns 20 problems as practice for homework.
However, when some students arrive home they realize that they do not
understand how to do the problems (Vatterott, 2010). Second, if teachers skip
the step of checking for understanding, students may be practicing something
incorrectly and internalizing misconceptions (Fisher and Frey, 2007). Practice
should be assigned only after the teacher is confident that students fully
understand the concept. When practice is assigned prematurely, it can cause
student frustration and confusion (Vatterott, 2009). Third, distributed practice is
better than mass practice—practice is more effective when distributed over
several days (Marzano, 2010; Marzano, Pickering, and Pollock, 2001). In other
words, a student may need to practice a math operation 50 times to master it,
but it is more beneficial for that practice to be distributed over several nights.
Some math teachers give two-tiered math homework: Part one is three problems
to check for understanding of a new concept taught today, and Part two is 10
problems to practice and reinforce a concept previously learned (Vatterott,
2010).
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1.4. Processing
Processing homework is used when we want students to reflect on concepts that
were discussed in class, think of new questions to ask, apply skills or knowledge
learned, synthesize information, or show that they see the big picture (Vatterott,
2009). Processing homework is often a long-term project, such as summarizing
major concepts in a unit, writing an original poem, or applying a number of math
concepts to the design of a landscape.

2. Purpose and the selection of homework tasks
The purpose of the homework determines the type of homework task the teacher
should design. This relationship is illustrated in table 1.
Table 1: The relationship between purpose of homework and homework
task (Vatterott, 2009)
Purpose of homework

Example of
skill or
content

Example of
homework task

Pre-learning

Main ideas of
chapter

Complete an
advance organizer
of the chapter

Pre-learning

Vocabulary
words and
definitions

Draw pictures to
illustrate each
vocabulary word

Checking for
understanding

Reading
comprehension

Create a concept
map of the chapter

Checking for
understanding

Division of
fractions

Explain the steps,
do three problems

Practice of skill

Division of
fractions

Do 10 practice
problems. Write
two word problems
for other students to
solve.

Practice of rote memory

Multiplication
tables

Write, recite, or
create a grid of
multiplication tables

2.1. Efficiency
Some traditional tasks may be inefficient—either because they show no evidence
of learning or because they take an inordinate amount of time but yield little
learning (Vatterott, 2010). Such tasks as taking notes while reading a novel, or
coloring in a map may sound like good homework, but do those tasks actually
help students learn? (Bennett & Kalish, 2006). Does writing definitions of words
really help students to learn what words mean? Writing definitions is a low level
rote task- the meanings of new words are best learned by using them in context
(David, 2010). Better tasks might be: Show you know the meaning of the
science vocabulary words by using them in sentences or in a story; For each
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vocabulary word, read the three sentences below it. Choose the sentence that
uses the word in the correct way (Vatterott, 2010). Efficiency also means that
assignments are adequately explained (preferably in writing) and structured so
students are clear as to how to complete the assignment (Darling-Hammond &
Ifill-Lynch, 2006). Read Chapter Four is an inadequate direction at any grade
level. Reading to acquire information or to think critically about the content
requires a scaffolded task. Teachers may rely on worksheets, but when students
can simply fill in the blanks, they aren‘t necessarily demonstrating understanding
of the content (Vatterott, 2010). A more meaningful scaffold would focus on
broader concepts—graphic organizers, big picture questions, or reflective tasks
such as: List the four most important ideas in Chapter Three; Keep a journalAfter each chapter section, write a reaction to what you read; During your
reading place post-it notes on the parts of the reading that you had questions
about; During your reading place post-it notes on the parts that you found most
interesting to discuss in class (Vatterott, 2007).
If the homework assignment is to Study for the test does that mean memorize
facts, review concepts, or learn new material that the student did not learn in
class-how do students know? A study guide or take-home test that shows
students exactly what they need to know is helpful—but they don‘t necessarily
have to write or complete anything to study—each student should be encouraged
to create their own best method of reviewing the information. The teacher should
suggest possible ways for the student to do that, such as organizing notes into
an outline, writing test questions for themselves, putting important information
on note cards, or studying with a partner (Vatterott, 2010).
Inefficient homework tasks are often well-intentioned attempts to create fun or
interesting tasks, while losing sight of the academic focus. (What exactly is the
learning purpose of solving a word puzzle? What evidence of learning does it
show?). Projects that require non-academic skills (like cutting, gluing, or
drawing) are often inefficient. Classic homework projects like models or poster
displays are designed by teachers with all the best intentions - they see them as
a fun, creative way for students to show what they have learned. But unless
content requirements are clearly spelled out in a rubric, projects can reveal very
little about the student‘s content knowledge and much more about their artistic
talents (Bennet & Kalish, 2006). Even content rich projects can be inefficient in
terms of time spent. Often teachers don‘t realize how many hours students may
spend creating the projects and how tedious it may be for both the child and the
parent. For many types of projects, there are more efficient ways to accomplish
the same goal and to better demonstrate student learning. Instead of creating a
model of ancient Greece, students could write a diary entry as if they were living
in the time, discussing daily life, culture, and laws that affected them. Instead of
building a model of the solar system, students could create a poster to show the
planets‘ temperature extremes, periods of rotation in Earth time, and the
importance of inertia and gravity to the motion of the planets (Vatterott, 2010).
2.2. Ownership
Students often do not complete homework simply because the task is not
meaningful to them. In many classrooms students have little or no ownership of
their learning in general—we teach, we assign tasks, we test—and students are
the passive receptacles (Eisner, 2004; Guskey & Anderman, 2008; Intrator,
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2004). They have no stake in the outcome—it doesn‘t mean anything to them—
because it‘s not about them. As long as learning and homework is being ―done
to‖ them, the goals are ours not theirs (Cushman, 2010; Kohn, 2006). As a
teacher once said, ―I‘ve never heard of a child not doing his work, it‘s our work
he‘s not doing‖.
Often when students do not complete homework, we fail to examine the learning
task we have given them to do. Instead of asking, ―How do we get them to do
their homework?‖, we should be asking, ―What‘s the task?‖ (Darling-Hammond
& Ifill-Lynch; Kohn, 1999, 2006). Quality tasks allow students choices--the
freedom to work from their strengths and demonstrate their learning by creating
presentations or products that can be personalized (Eisner, 2002; Tomlinson,
2010). Students are most likely to be emotionally engaged by tasks that allow
them to give their opinion, share information about themselves or their lives,
solve a problem that is important to them, compete with others, imagine
possibilities, or be creative (Intrator, 2004; Vatterott, 2007). The following are
some examples of homework tasks that encourage student ownership:
Students design their own method for learning multiplication tables that they
then share with others—cards, writing, reading, drawing pictures, or creating a
song, rap, or poem. Students create a question and answer game that covers the
main ideas at the end of a unit. Students write directions for how to use a double
balance beam that can be used by other students. (Vatterott, 2007)
When students practice reading (and hopefully grow to enjoy reading for
pleasure), choice is especially important—choice of what, when, and how much
to read. Typical assignments dictate what as well as how much: Twenty minutes
each night or two chapters from the novel each night or 30 pages a night. But
forcing students into those requirements may have the perverse effect of
students actually reading less than they would if they were not ―on the clock‖
(Kohn, 2006).
A better way might be: Try to read an average of 30 minutes a
night. Once a week, estimate about how much time you have spent reading.
Write a short paragraph about what you have been reading.
If we want to promote ownership and encourage students to enjoy reading, we
must go beyond the assigned reading list. One student who usually enjoyed
reading lamented, ―I just want to read something that I want to read!‖ What
―counts‖ as reading should be broadened to include non-traditional sources such
as blogs, websites, and magazines (Vatterott, 2010).
Ownership of learning is enhanced when students are encouraged to self-assess
and reflect about their own learning (Costa & Kallick, 2004). Many students don‘t
know how to self-assess because assessment has always been ―done to‖ them. If
they‘ve been trained in a system of rote learning, to simply regurgitate
information back, reflecting and evaluating their own learning is a foreign
concept to them. They need scaffolded strategies to self-assess, check for their
own understanding, and follow their own progress (Vatterott, 2009). For
instance, a grade one teacher might encourage self-assessment with homework
by asking students to ―circle the part of the spelling word that is the trickiest‖.
The teacher could then use that feedback to explain spelling rules to her
students. Another way to help students to self-assess is to assign test corrections
as homework after a test. For each question students got wrong they must state
why they missed the question. They must then find the correct answer in their
notes or book.
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Once students learn how to take control of their own assessment, they feel more
positive about their learning. ―Students commented that self-assessment helped
them feel prepared, improved the quality of their work, and gave them a better
understanding of what they had achieved.‖ (Andrade, 2008, p. 60).
Given the knowledge we now have about developmental needs, brain-based
research, motivation, learning styles, and failure orientation, it seems obvious
that the locus of control for homework must reside in the student. ―Research
suggests that homework must be increasingly inspired by students‘ own interests
and motivations‖ (Corno, 1996, p. 29). If we claim we want students to take
responsibility for homework, we must give them more control over what they
learn, how they learn it, and how they show that they‘ve learned it. Students
need and desire power over their own learning and are motivated by the
prospect of choice and the opportunity for personal expression (Vatterott, 2007).
2.3. Competence
Quality homework tasks are designed not only to support classroom learning, but
also to instill a sense of competence in the mind of the learner (Sagor, 2002).
One of goals of homework is to help students feel positive about learning and for
them to develop their identity as a successful learner. Educators have long
understood that when students feel competent as learners they are more
motivated to approach learning tasks - success breeds success and failure is
demotivating (Corno, 1996; Sagor, 2002).
In fact, when students feel unsuccessful approaching homework tasks, they
often avoid the tasks completely as a way to protect their self-esteem (Goldberg,
2007; Past, 2006). A major demotivating problem with homework is tasks that
students are unable to complete on their own (Darling-Hammond & Ifill-Lynch,
2006). Homework that cannot be done without help is not good homework.
Failure-oriented students are particularly sensitive about how they feel about
approaching a task. If certain tasks reinforce their view of themselves as
―smarter‖, they will more likely attempt those tasks (Glasser 1992; Sagor,
2002). Being successful at completing homework feeds the student‘s sense of
competence. Tasks that make them feel ―dumber‖ will be avoided to protect their
self-esteem (Goldberg, 2007; Vatterott, 2009).
2.4. Differentiating homework tasks
Since learners differ in readiness and may vary in their pace and development of
intellectual skills, differentiation of homework tasks is an important strategy for
developing competence (Margolis, 2005; Minotti, 2005; Tomlinson & Imbeau,
2010).
As with classroom instruction, homework should be differentiated based on the
learner‘s unique profile of readiness, learning style, and organizational skills
(Tomlinson, 1999). Most students are eager to be successful when the difficulty
and amount of work are reasonable. To meet the needs of a variety of learners,
homework may be differentiated in one of three ways—by difficulty or amount of
work, by the amount of structure or scaffolding provided, or by learning style or
interest.
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Homework tasks that are too difficult for students to complete are a major
demotivator for many students, especially academically challenged students
(Tomlinson, 2003; Vatterott, 2003). Students with limited readiness may need
homework with simpler reading or more concrete tasks. More advanced students
may benefit from more challenging tasks or the opportunity to explore topics in
greater depth (Tomlinson & Imbeau, 2010). For example, in one grade three
classroom, students take a spelling pretest at the beginning of the year. Those
students who know all the grade three spelling words are not required to
complete grade three spelling homework.
In a secondary science class, a recent homework assignment contained eight
questions to check the student‘s understanding of kinetic and potential energy.
All students were expected to complete those questions. A challenge question
was also given—all students were encouraged to attempt the challenge question,
but only the students enrolled in geometry were required to complete the
challenge question.
Closely related to difficulty and equally important, is the amount of work
students are assigned. The same task that takes the average student 15 minutes
to complete could take another student over an hour, causing some students to
spend excessive time on homework. On the other hand, students who master
concepts quickly can easily become frustrated when they must complete the
same number of practice problems as students who have not yet mastered a
concept (Vatterott, 2009).
A simple means of differentiating is to make homework time-based instead of
task-based. Instead of assigning all students 20 questions to answer, all students
are instructed to complete what they can in a specified amount of time: ―Answer
as many questions as you can in 30 minutes, draw a line, and work longer if you
like‖ (Vatterott, 2010). This provides valuable feedback to the teacher about
working speed and level of understanding.
Adding structure or scaffolding to homework tasks may be appropriate for some
students. One method is to require less writing for some students, giving them
fewer blanks to fill in, or answers that can be circled instead of written out. Many
struggling students have poor fine motor skills, which makes writing tedious
(Vatterott, 2009). Some students may be expected to create a graphic organizer
of their reading, while other students may be provided with the skeleton of an
organizer and be required to fill in only a few key ideas. Some students may be
given a word bank for answering questions, or be given a copy of class notes to
help them study. Math homework may be given with a choice of correct answers
or math manipulatives may be loaned out for homework. Some students may be
allowed to use a peer helper who they call if they have problems with homework.
Hint sheets or lists of supplemental web sites can also be given.
2.5. Aesthetics
Every day students make decisions about whether to complete a homework
assignment based on their first impressions. The way homework looks is
important. Five page worksheets or endless lists of definitions or math problems
look boring and tedious. While those things may not be important to some
students, for others those aspects of the task strongly effect motivation and the
willingness to attempt the task (Minotti, 2005). Closely related to the student‘s
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need for ownership, the aesthetic component refers to the presentation of the
task--how enjoyable or engaging the task appears, as well as the visual
appearance (Vatterott, 2009). As a gourmet cook would say ―presentation is
everything.‖ The presentation of homework is about how appealing the task is
judged to be - the way it looks on paper, whether it appears easy or hard, fun or
tedious, interesting or boring. Presentation is probably most important to
younger students and academically challenged students. Those students are
easily overwhelmed by spaces that are too small to write answers in or
worksheets that have too much information on a page.
Wise teachers have learned that students at all levels are more motivated to
complete assignments that are visually uncluttered. Less information on the
page, plenty of room to write answers, and the use of graphics or clip art make
tasks look inviting and interesting (Vatterott, 2009).

Conclusion
If we want homework to be meaningful it must first be a positive experience—
work that is able to be completed without help and an experience that makes
kids feel competent. It must be adequately explained and scaffolded to be an
efficient task. To fully take ownership of homework, learners must have choices
of tasks that are customized to be meaningful to them. And most importantly,
they must be able to freely communicate to teachers when they are struggling
with homework, knowing that they can admit they do not understand a task, and
can do so without penalty.
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Abstract
This article is related to a research that investigates the relationship between pedagogy
and architecture in both the restoration of existing school buildings and in the
construction of new scholastic projects. An in-depth analysis of the methods and
processes of communication between the two central figures in scholastic design and
planning, namely the headmaster and the architect, is used to uncover the complex
dynamic played out through the development and execution of the project. The architect
not only works to fulfil the client‘s requests, but also works towards finding architectural
solutions that can arise from unexpected parameters (fire safety regulations, codes and
norms) in an effort to provide quality educational spaces. What is the role of the
educational and teaching instructions given by the head master within this framework?
How are the client‘s needs considered and taken into account? A two-pronged
assessment that gives equal weight to the strategies and approaches undertaken by both
the architect and the headmaster give a more accurate and incisive reading of the
arduous path taken towards the transformation/realization of an existing/new educational
facility. Analyzing the strategies the architect put into action as a response and best way
to optimise the opportunities for the realization of the building, is as important as
determining the head master‘s educational contribution. Pedagogy offers a reflection on
reality in terms of education (Scurati, 1997) and is characterised as a heuristic and
propositional discipline. This study gives value to the educational potentialities of both
the headmaster and the architect in building spaces for teaching and learning. Together
they can act as the driving force for school innovation.

Keywords
Pedagogy – Architecture – Schoolbuildings

Introduction
In the long process of construction/restoration of a school building, the architect
and the people in charge of the formative/educational methods operate in areas
which are for the most part separated and parallel, while meeting (if they ever
do so) only when the structure has already been built, or connecting one another
during the stages in which the planning of the buildings is too definitive to create
an effective and profitable collaboration.
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In order to bring the pedagogic field closer to the architectural one, fostering a
dialogue respectful of the mutual competences, it is necessary to understand and
express with more precision both the pedagogic/didactic references, to which the
school refers to, and the architectural ones, that found the basis of the planning.
This would allow to establish a relationship of mutual awareness and
responsibility, besides a constructive and profitable dialogue during the first
steps of the difficult and complex process of laying the foundations of a school.

The contribution of pedagogy and didactics in the school definition
Having a clear idea of the pedagogic/didactic direction of the school provides
important guidelines not only for the school system (teachers, students, parents)
but also for the planning of buildings, conceived as the ultimate place where the
teaching/learning processes are celebrated and where new social relationships
among people start developing.
The most renowned pedagogists have always reflected on the educational spaces
and areas and many ideas have long been taken in, especially regarding the
planning of kids‘ furnishings and finishes.
The most important contributions of the pedagogic dialogue on the school
architectures have already been outlined between the nineteenth and twentieth
century with the Aportiana (Piseri, 2008) and Froebeliana Schools (Froebel 19821986) and with those of the workshop school by Celestine Freinet (2000).
In the twentieth century, with the contribution of the Agazzi sisters, a full
discussion began on the concept of ―school as a home‖ (R. Agazzi, 1898), and,
with the innovative and experimental method by Giuseppina Pizzigoni (1930),
the importance of spaces for the experiences and the movement began to be
understood (the open-air school of the ‗renovated‘ school in Milan).
The reflections of Maria Montessori (1955,1962, 1981) on the renovated way to
conceive the spaces within the school, but mostly concerning the furnishing and
the finishes inside the schools, become the starting point for accurate in-depth
analysis, that must be then associated with the study of Rudolf Steiner (1983,
1992) on materials and colors which constitute an integral part of the
environment and which qualitatively affect the performance of the spaces.
Also worth considering are the proposals provided by the most important
representatives of the ―Reformpädagogik‖ (Eichelberger, Laner, 2007), a
reformed pedagogy so-called in the German speaking areas that – starting from
the new schools, moving on to Dewey and then to the latest reflections within
the constructivism – aims at placing the subject at the center of the
teaching/learning processes, by introducing the concepts of the teaching
workshop, an open methodology divided in stations, with extensive repercussions
on the requests of appropriate spaces.
Quite interesting are also the valuable guidelines offered by Loris Malaguzzi
regarding the innovative elaborations put to test by the society of the Emilia
region, with the contribution of Reggio Children (A.A.V.V. 1998), and the creative
concepts by Bruno Munari (1971, 2005), who, although he was not a pedagogist,
has provided important incentives and contributions for the educational/teaching
reflection, with his concept of art becoming environment, in which the user is
stimulated, not just mentally, but also on a multi-sensorial level.
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These pedagogy historical contributions constitute examples for schools, by
showing how it is possible to plan spaces and environments starting from a clear
view and from a specific direction on how to intend the relationship teacherstudents, student-student, school community/afterschool community, etc.
Knowing in-depth one‘s approach to didactics and education allows to develop
visions and proposals also about the places where they are supposed to take
place.

The issues concerning the planning
The normative standards of the school staff, the guidelines and regulations for
school building required by the law, the context in which the building is
integrated and the client, the users with their specific educational/didactic needs,
the architect: all these factors concur in the process of building a school. The
architect‘s job is to develop a project that will meet the aesthetic and creative
criteria, respect the existing regulations, satisfy the needs of the client and know
how to interpret and transform into volumes, spaces and environments the
users‘ pedagogic/didactic guidelines. Quite often these turn out to be complicated
and difficult stages.
The issues – that must be taken into consideration by the school players
participating in the planning group in order to prepare the architects to develop
their project – are, according to Scheidegger (2004), the following:
Which pedagogic objectives and which contents must be translated into spaces?
And how must the users of the structure place themselves in the planning of
their (new) learning/teaching environment?
Which kind of learning culture is the school aiming at? And which are the
requests needed for the spaces and the environments?
How is the school organized? (by separate spaces for single classes, by mixed
level elementary classes, by places based on learning stations, etc.)? And which
organizational structure will come out?
Which is the idea of school time (students‘ work pace, free-activity area, 5 or 6
days weekly schedule, part-time, full-time …)? And how much time is thought
necessary to organize the rooms?
Is the school perceived as the act of assembling different and smaller units or
rather is it conceived as a community open to all its users?
Has the school decided to open itself up to the territory, and therefore to its city,
or would it rather opt for a clear-cut separation between the places of formal and
informal learning?
On the basis of these guidelines, it is possible to develop a typology of school
and also to pinpoint examples and samples of corresponding school architecture.

South Tirol as a privileged observation post
The new February 2009 regulations for school building in South Tirol
(Implementing regulations under the article 10 of P.L.36 21 July 1977 n.21)
envisage a new focus on didactics and on the school participation in the
36

Provincial law
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processes of planning, approving and implementing the restoration works or of
constructing a new school building (public or private), new gyms and external
facilities, areas devoted to playgrounds and sports.
This constitutes a major innovation indicating a widespread awareness towards
the importance of finding new communication channels between the
pedagogy/education and architecture worlds. This awareness is confirmed on a
national and international level by a series of initiatives (conventions, setting-up
of associations and institutional networks, travelling exhibitions) aimed at
stimulating reflections and awareness on the mutual responsibilities and on the
theoretical and operative, educational and planning references.
Moreover, in the last few years, the school buildings are connected to other and
different functions (squares, multipurpose rooms, offices and multifunctional
areas for different associations, local libraries, centers for children and parents
and in some specific cases, multifunctional centers or exhibition spaces). This
process has been included in the regulations taking into account as a basic
principle for the architectonic planning the ―opening of the school towards the
outside,‖ as defined by the article 2. Also this aspect constitutes the starting
point for interesting reflections on how the school culture is opening up to the
concept of culture of the social community and on how architects creatively
interpret both the client‘s and the users‘ new needs.
These regulations provide a new special focus on the processes of planning,
approving and implementing the works (art.15,106,100) by stating that ―An
organizational concept indicating the pedagogic direction and the foreseeable
future of the school under discussion must be placed at the basis of the school
building project‖. According to the law, the following players will participate in
the meetings with the group of consultancy and coordination for the project
development: representatives of the school, representatives of the professional
training division, the school principal. Where it is possible, also students, parents
and teachers should be involved in the setting up of the schoolyards.
This new policy has been welcomed also by architects, who often detect a lack of
specific guidelines on the didactic and functional direction of the areas they are
about to plan, and by the school itself, that finds a legitimate place where it can
express its own needs.
It is important to examine the range of action and responsibility of the major
players in the planning project and, especially, of the school principal concerning
the educational and meta-didactic aspect and of the architect on the theme of
translating the school architecture into a creative-functional planning.
As a matter of fact, bringing the pedagogic field closer to the architectural one
requires a relationship of mutual awareness and willingness among the players
that could produce a constructive and profitable discussion during the first steps
of the difficult and complex process of building a school.
South Tirol stands as an interesting research field for its geographic position, an
area where the Northern/Middle-European/German culture meets the Italian
culture, open to contributions given both to the pedagogic reflection and to the
architectural planning by the international arena.
Moreover, this region can boast a prominent and internationally renowned role in
terms of its architectonic infrastructures. All the architects registered in the
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professional association of architects of the Bolzano province are graduated in
architecture not only in other Italian regions (the universities of Milan, Venice,
Florence and Rome) but also abroad, in Austria and Germany. The fact that this
region does not have a university school of architecture allowed the architects
operating on the territory to place themselves on an international network since
the beginning. These links beyond the limits of the Bolzano province have
produced a network of knowledge, acknowledgments, publications and academic
activities that strategically place the Alto Adige- South Tirol contemporary
architecture scene within the national and international context.
Another equally important aspect concerns the awareness displayed by this
region on the issue: starting with the new above-mentioned regulations on
school building, then moving on to the studies and the initiatives of the German
principal Josef Watschinger, mostly renowned within the German-speaking areas
for his thematization of the concept of new learning culture and new school
architectures, and ending with the initiatives promoted by the ASSA, the
Association of South Tyrolean independent schools, which has chosen precisely
to study in-depth the issue of school architecture and is establishing an
association called ―Lehr und Lernraum Kindergarte /Schule‖ (Learning and
teaching areas for the school), putting on the web schools, universities, the
professional association of architects and other institutional and non-institutional
players in order to promote focus and awareness on the issue.

Conclusion
A pedagogy for architecture and an architecture for education
Pedagogy allows to reflect on the reality from an educational point of view
(Scurati, 2001) and stands as a heuristic and constructive discipline. As a matter
of fact, the main thing is not finding the best architecture or the best pedagogy
to take into account. The focus must be placed on what a school really is and
wants to be, on what can indeed be done, on what then is suggested in terms of
visions and images that can contribute to the architect‘s creation and project.
Therefore, let‘s not forget that also the architect resembles the teacher for he
leaves on the territory signs that will last in time and from which young people
can also indirectly learn. The school architecture is also a text, something that
allows to comprehend reality. A good architecture also trains the aesthetic sense,
which, according to Friedrich Schiller back in 1795, defines human nature; in his
words: "...der Mensch spielt nur, wo er in voller Bedeutung des Wortes Mensch
ist, und er ist nur da ganz Mensch, wo er spielt...".
A school tells a story. It is a text conveying a cultural heritage; the image that a
society plans to hand down of itself to posterity. As the school it contains, the
building conveys education. And as the teacher, also the architect teaches.
Finding proposals to introduce a fair and conscious dialogue among teachers,
municipal administration and the architect represents an urgent need that must
be met. Through the efforts which are currently been undertaken towards this
goal, we hope to detect possible decisional patterns aimed at facilitating the
project process precisely in the moment when the players meet and exchange
their ideas.
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Abstract
The author of the paper analyzes Baltic piano playing schools for the beginners by
applying components and principles of the holistic approach to education which imply
that teaching aids are transformational; are intended for a unitarian personality; are
designed bearing in mind a unique and creative personality; stimulate pupils to actively
participate in the world‘s community; contribute to obtaining new cognitive and learning
experience and interact with perspectives and approaches that are different than this
one. The quality principles for text books: transparency, reliability, attractiveness,
flexibility, generativeness, participation, socialization, developed by The European
Educational Publishers Group (EEPG), are applied as well. The paper is aimed at
analyzing Latvian, Lithuanian and Estonian piano playing schools for the beginners by
applying the text book quality principles developed by the international organization
EEPG. In the result of the research the obtained information has been aggregated and
the compliance of text books with wholistic principles and EEPG quality principles has
been investigated. The research was done on the books as follows: „Jaunasis pianistas‖
(2008) by Vida Krakauskaite, „Algus‖ (1994) by Leelo Kolar and „Dziedāsim, rotāsim‖
(1991) by Andris Vītoliņš.

Keywords
Holistic approach - EEPG principles - Piano playing school

Introduction
Since regaining national independence, considerable changes have occurred in
the education system in Latvia. The quest for new and more interesting study
materials continues. New study materials are created. Materials for parents are
prepared. It has always been possible to choose various study materials in piano
playing, especially textbooks and teaching materials (for instance, Zosts, Zāne, &
Kalniņš ―Klavieru spēles skola‖ [Piano Playing School]; Ozoliņa & Rozenberga
―Pirmie soļi klavierspēlē‖ [First Steps in Piano Playing], etc.). These tendencies
illustrate the quest for ever better, more interesting and comprehensive
textbooks. For instance, in the period between 1924 and 1999, six schools for
piano playing have been created in the Latvian language and, at the same time,
teachers used the experience of foreign schools as well (e.g., Germany, Russia,
Ukraine). Having engaged in the study of piano playing textbooks for novices not
only in Latvia, but also in other countries (Lithuania and Estonia), I came to the
following questions. Do these books correspond to the quality principles for
textbooks set by the European Educational Publishers Group (EEPG)? Are traces
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of holism identifiable in any of these books? The present study therefore aims to
conduct an analysis of Latvian (Andris Vītoliņš „Dziedāsim, rotāsim‖ [Let‘s Sing,
Let‘s Carol] (1991)), Lithuanian (Vida Krakauskaite „Jaunasis pianistas‖ [Young
Pianist] (2008)) and Estonian (Leelo Kolar „Algus‖ (1994) [Beginning]) piano
playing schools for novices on the basis of the quality principles set by EEPG.

Research methods
To understand holism in pedagogy, philosophical and pedagogical studies have
been analysed. Philosophical conclusions are based on the insights of Salīte, Sīle,
Miller, Feingold.
To obtain objective information about the ways of regulating the creation of
study materials in Latvia, state documents were summarised.
Evaluation of study materials is based on quality principles of textbook evaluation
set and adopted by Zvaigzne ABC Publishers Textbook Development and Quality
Group and EEPG.
Criteria for evaluation of study materials
On the grounds of contemporary teaching and learning theories, EEPG have
designed a set of quality principles for textbooks that are applicable for analysis
of textbooks in general education. I believe that this approach can also be used
for analysis and evaluation of textbooks and collections in specialised subjects
(e.g., piano playing for novices).
At the same time, I analysed scientific literature about the features of holism in
pedagogy to determine the correspondence of particular study materials to the
holistic approach; I also tested if the above-mentioned criteria are applicable for
evaluation of textbooks on piano playing for novices.

Holism in pedagogy
The whole is made up of its parts, the structure – of its components, and neither
in science, nor in practice are these two considered equal. Over the last 10-15
years in Latvian pedagogy, various concepts with similar or even identical
meanings are used – „holisms‖ (holism), „veselums‖ (wholism) and
„kopveselums‖ (whole). In fact, upon closer examination these concepts carry
identical semantic meaning, but linguistically they have been translated into the
Latvian language is three different words. Although this paper contains
references to all three concepts, we selected the term ―holism‖ for the purpose of
the present study.
Salīte (1993) explores the holistic perspective in pedagogy. She notes that
―holistic perspective orients individuals towards respecting the diverse individual
links with the world and seeking varied pedagogical solutions for ecological
upbringing‖ (p. 49).
In music, the term ―wholism‖ (Latvian – ―veselums‖) is used by Sīle (2001). She
regards wholism through the prism of the child‘s personality, which, in a sense,
is a whole: ―The basis of the wholistic approach is the child‘s personality as a
united, unique whole that develops in an active and creative self-realisation
process. Any pedagogical phenomenon is captured in its whole. Whole is the
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unity of diversities.‖ (Sīle, 2001). Entirety (Latvian – ―kopveselums‖ is explored
by Lieģeniece (1999).
In the art of music Feingold (2002) defines the entity of musical ear, musical
understanding, playing technique and sensitivity to music as ―holistic‖ in a
musical personality (pp. 97–111).
Vidnere (2000) believes that holism views the world as a united whole, and its
phenomena and objects carry meaning only as constituents of a greater whole
(pp. 70–75).
―Holism is an alternative, a critical perspective that envisages viewing all
phenomena, all beings as mutually related‖ (Miller, 2000, p. 91).
Lieģeniece (1999) opines that all pedagogical phenomena should be viewed in
their entirety, as a whole. She therefore summarises the ideas on wholism, which
she term ―entirety‖ (Latvian – kopveselums). For instance, ―person as a part of
various systems; person tends to perceive things in their entirety; to learn about
the whole, it is divided and analysed; seeking internal structures is required; the
objectives for wholistic upbringing and instruction are mutually related, etc.‖ (p.
89). It thus becomes clear that the whole depends on its constituent parts.
Holism is considered to be a personality‘s integrative, systematising function, a
phenomenon of an integrative individuality in the structure of a personality‘s
holistic conception. Holism is also related to creativity and integration.
Understanding of a whole (unitary) personality is based on Gardner‘s theory of
multiple intelligences and Goleman‘s emotional intelligence theory, Hay and
Nye‘s studies on awareness of relationships, constructivism and constructivist
learning theory, as well as Wilber‘s integral philosophy (Schreiner, Banev, &
Oxley, 2005).
To recapitulate, holism in study materials on piano playing for novices is related
to diversity, uniqueness, creativity, equality, participation and reflection.

Normative basis for creating study literature
Traditionally, the main materials that teachers use for creating the learning
content are monographs, textbooks, methodical teaching materials, sheet music
compilations, etc.
In pedagogical literature the term ‗study material‘ is
unreasonably narrowed. Nowadays study literature includes didactically
substantiated literature, visual materials, technical means, study materials and
equipment, which are used for acquisition of information, deepening of
understanding and independent work.
To get a more objective idea about the creation of study materials in Latvia, I
summarised the websites of accessible normative bases containing normative
documents, such as:
- Law on Education (1998);
- Law on General Education (1999);
- Regulations of the Cabinet of Ministers No. 97 ―State Order of Organising and
Financing the Publishing and Purchase of Study Materials‖ (2001);
- Regulations of the Ministry of Education and Science and National Centre of
Educational Content.
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Legislation of the Republic of Latvia states that ―learning materials comprise
literature, visual and technical means, materials and equipment required for
implementing educational programmes‖ (Vispārējās izglītības likums, 1999).
As pointed out in the study and methodical suggestions ―Design and Evaluation
of Study Literature Content in Accordance with National Educational Standards‖
commissioned by the Ministry of Education and Science of the Republic of Latvia,
―study literature will only be effective if it observes didactic principles‖ (Valsts
izglītības standartiem atbilstošas mācību literatūras satura izstrāde un
izvērtēšana 2010, 34). This document also states that ―creating study literature
is one of the most important issues related to providing strategic development of
education‖. Another normative document – Latvian National Development Plan
for 2007-2013 (Regulations of the Cabinet of Ministers from July 4, 2006, No.
564) emphasises that strategic direction ought to be observed in education. The
plan emphasises orienting the learning process towards developing ability to
acquire knowledge independently among all individuals and in all spheres of
human activity. It thus follows that study literature should promote learners‘
individual activity and stimulate the development of learning skills.
The study ―Design and Evaluation of Study Literature Content in Accordance with
National Educational Standards‖ (Valsts izglītības standartiem atbilstošas mācību
literatūras satura izstrāde un izvērtēšana, 2010) defines 10 didactic principles for
developing the content of learning materials:
- Purposefulness,
- Conformity to learners‘
(comprehensibility),

developmental

and

perception

peculiarities

- Scientific character,
- Systemic character,
- Consistency,
- Consecutiveness and successiveness (or moduling),
- Objectivity,
- Visuality,
- Relation to real life,
- Cultural education.
In the present paper, while analysing the study materials on piano playing for
novices, I used EEPG quality principles for books evaluation that assess the book
as a whole by focusing on such issues as relevance (appropriateness);
transparency; reliability; attractiveness; flexibility; generativeness; participation,
involvement; socialisation (see Best European Schoolbook Awards).
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Analysis of textbooks on piano playing
A. Latvian textbook by Vītoliņš „Dziedāsim, rotāsim” [Let’s Sing, Let’s
Carol]
This particular piano playing ABC has been issued twice – in 1964 in Stockholm
and in 1991 in Riga. The book contains 216 pages and two tables of contents –
one sorted by page numbers and the other by the songs used.
Content quality of the textbook
The content and topics of the textbook correspond to the study aims. The
collection is intended for novices, as indicated in the subtitle ―Piano Playing ABC‖.
The selected topics are based on the learners‘ prior knowledge. The book touches
upon the daily environment which is familiar to the learners (Latvian
environment, Latvian folk songs). As early as in the introduction the author
points out that ―...for the sake of simplicity all the explanations are provided in
the masculine form. A kind suggestion to the girls‘ teachers and parents – in all
relevant places please cross out the masculine word endings and write the
corresponding feminine endings‖ (Vītoliņš, 1999, 3). The subject matter is
presented in a manner that corresponds to the learners‘ age peculiarities. The
topics are outlined in a captivating manner and it is interesting for the learners to
follow the text in the book. All the texts are precise, yet are relevant to the
Swedish context, e.g. ―DO‖ in Latvia, but ―C‖ in Sweden.
The content of the textbook is flexible – one can either work gradually on an
exercise or a folk song, or use it as a sample material, or material to be read
from the sheet. The illustrations are appropriate and supplement the folk songs;
theoretical explanations are also suggested. The number of musical examples is
sufficient, complete lyrics are provided for the folk songs. The author uses
various teaching methods. For instance, when displaying complicated pitches, the
drawings of an elephant and a duck are added, and it helps infer the low and the
high pitches. The author suggests learning the notes in two clefs at a time –
violin and bass, beginning from the first octave ―DO‖.
Content and pedagogical approach of the textbook
When using the textbook, the learner is acquainted with the new information
gradually, in a form of dialogue. The author draws notes and the key board,
describes one concept in various ways. The textbook envisages playing the
instrument and walking the rhythm. The teacher acts as a counsellor and
assistant, because the author provides ample cues. The exercises are formulated
precisely and strengthen the novice‘s knowledge and skills. The author
introduces the theory and scales up to seven symbols. At the end of each chapter
the learner can evaluate him-/herself by gaining points for correct answers. All
the musical pieces in the book are Latvian folk songs and games. No additional
materials are envisaged for the book, but the author admits that ―...alongside
Latvian folk music [..], the learners ought to be acquainted with folk music of
other nations, as well as classical and popular music‖ (Vītoliņš, 1999, 4). The
author also acknowledges that ―adhering to a single national style hampers both
musical and general growth‖ (Vītoliņš, 1999, 4). The book contains the total of
85 musical pieces.
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Design, artistic layout and format of the textbook
The book is bound in hardcover and covered by a white fabric. The title is dark
red. The book contains plenty of black and white drawings. The print quality of
the texts and the notes is high and they are easily legible and played. The notes
are printed in large font; the staffs are drawn so that it is easier to grasp the
transition from bass clef to the violin clef. The format of the book is appropriate
for children (23cmx23cm).
I thus conclude that the strong points of the present collection are participation
and creativity. The collection should be supplemented with pieces of music from
other nations and coloured drawings.
B. Lithuanian textbook by Vida Krakauskaite „Jaunasis pianistas” [Young
Pianist] (2008)
Piano playing book „Jaunasis pianistas‖ [Young Pianist] has been issued five
times (1959, 1975, 1988, 2005, 2008) in Vilnius. The book contains 200 pages.
At the end, a table of contents and methodical suggestions for teachers are
provided. The subject matter is divided in 65 topics.
Content quality of the textbook
The content and topics of the textbook correspond to the study aims. The
collection is intended for novices, as indicated in the title ―Young Pianist‖. The
introduction states that the book is intended for two years of study. The selected
topics are based on the learners‘ prior knowledge. The book touches upon the
daily environment which is familiar to the learners (Lithuanian folk songs). The
book begins very gradually – the first eight pages contain ample illustrations.
The topics are outlined in a visually captivating manner, but all the texts adultoriented.
The book is organised in a gradual manner. For instance, a new note is
rehearsed in various exercises. The illustrations are splendid and they
complement the selected folk songs, original pieces by Lithuanian composers and
theoretical explanations. The number of musical examples is sufficient, complete
lyrics are provided for the Lithuanian folk songs. The author uses various
teaching methods. For instance, when displaying various pitches, the drawings of
a bird and a bear are added, and it helps infer the high and the low pitch
respectively. The author suggests beginning to learn the notes from the violin
clef – starting from the first octave ―DO‖. The bass clef is introduced on page 65
from the note ―FA‖ (small octave) when the learner has mastered all notes in the
violin clef.
Content and pedagogical approach of the textbook
When using the textbook, the learner is acquainted with the new information
very gradually. The first eight pages introduce such issues as rhythm, piano
pitches and hand placement with the help of drawings. The drawings are cute,
childlike, which encourages the learner to turn the pages and search for more
drawings. The textbook envisages playing the instrument. The teacher is the
chief assistant that helps the learner to become familiar with the presented
musical theory. The book contains scales up to two symbols.

Actes de la 3ème Conférence Internationale Éducation, Économie et Société – Paris 2011

647

The book has a supplementary material – a black and white, 18 pages long
workbook. The exercises included therein strengthen the novice musician‘s
knowledge and skills. All the musical pieces in the book are Lithuanian folk
songs and original pieces by Lithuanian composers. No self-examination tests are
envisaged. The book contains the total of 259 musical pieces.
Design, artistic layout and format of the textbook
The book is bound in coloured hardcover in A4 format and has coloured
illustrations. The print quality of the texts and the notes is high and they are
easily legible and played.
It is thus possible to conclude that the collection should be supplemented with
contemporary pieces of music and creative exercises, thus extending the range
of the used methods. The strong point of the present collection is uniqueness of
the musical pieces (folk melodies, original pieces by Lithuanian authors).
C. Estonian textbook by Leelo Kolar „Algus” [Beginning] (1994)
The book for novices was issued in 1994 in Tallinn. It is made of parts – the first
part ―Early Beginning‖ is essentially an exercise book of 48 pages for novices and
envisages becoming familiar with the basics of music. The sequel is entitled
―Beginning‖ and it is a book of 384 pages. No additional workbook is envisaged.
Content quality of the textbook
The content and topics of the textbook correspond to the study aims. The
collection is intended for novices in piano playing – the introduction states that
the book is intended for two years of study. The selected topics are based on the
learners‘ prior knowledge. The book touches upon the daily environment which is
familiar to the learners (Estonian folk songs). The book begins very gradually –
with an exercise book ―Early Beginning‖ where the notes are printed in large font
and the text is spelt only in capitals while new concepts are highlighted in a
different colour.
The topics are outlined in a visually captivating manner, and all the texts are
oriented to learners who know how to read – senior preschoolers or first graders.
The learner‘s attention is drawn to natural sounds and the sounds that surround
us. Then the rhythm is learnt gradually – by reciting rhymes and adding meter to
syllables. The author suggests writing the rhythm down in the music book. The
first notes are presented in the letter system. The book is organised in a gradual
manner. For instance, each new note is rehearsed in three pieces of music with
different rhythm, some text is added and the note itself is highlighted in red.
The coloured illustrations complement the selected folk songs and musical
pieces. The number of musical examples is sufficient, complete lyrics are
provided for some songs.
The author uses various teaching methods. For instance, when mastering the
fingering, both hands are drawn in the size of the child‘s hands, which is helpful
for the learners. The illustrations are not added on every page; they seem to be
filling in the spaces where shorter songs are included. The author suggests
beginning to learn the notes from the violin clef, arguing that it is the most
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appropriate pitch for a child‘s voice. The bass clef is introduced starting from the
note ―C‖ (on page 22)
Content and pedagogical approach of the textbook
When using the textbook, the learner is acquainted with the new information
very gradually and considerately – explanations for the teacher and a separate
book for the child in large font are provided. The child is gradually acquainted
with sounds. Assumptions are built about sound and noise. Although the author
suggests ideas for the teacher for working with the book, the music book and the
instrument, the textbook itself is only meant for playing the instrument. The
teacher is the chief assistant that helps the learner to become familiar with the
presented musical theory. No self-examination tests are envisaged. The book
contains the total of 300 musical pieces.
Design, artistic layout and format of the textbook
The book is bound in coloured hardcover and has coloured illustrations. The print
quality of the texts and the notes is high and they are easily legible and played.
At the beginning of learning piano playing the sheet music is printed in much
larger font than at the end. The staffs are drawn so that it is easier to grasp the
transition from bass clef to the violin clef. The 48 pages long early beginner‘s
exercise book is small and horizontal (19cmx25cm), but the textbook itself is
thick – (20cmx20.5cm).
It is thus possible to conclude that Kolar‘s collection should be divided into
smaller exercise books and supplemented with creative exercises. The strong
point of the present collection is the variety and uniqueness of the musical
pieces.

Conclusion
Holism in study materials on piano playing for novices is related to diversity,
uniqueness, creativity, equality, participation and reflection. The content is only
valuable if it is whole.
The conducted interview suggests that, when creating their textbooks for general
education, Zvaigzne ABC Publishers rigorously observe the specifications
provided in several Latvian normative documents, as well as the requirements
set by the international organisation EEPG.
Each of the analysed books exhibits certain features of holism – participation and
creativity in the collection by Vītoliņš, uniqueness in the collection by
Krakauskaite, variety and uniqueness of musical pieces in the collection by Kolar.
When creating a contemporary original school on piano playing for novices, it is
advisable to observe all features of holism.
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Abstract
The European project ‗An Integral Teacher Training for Developing Digital and
Communicative Competences and Subject Content Learning at Schools‘ deals with
training Primary and Secondary School student teachers through a methodology that
fosters the development of communicative competence and subject content knowledge
through digital tools in pupils. The project provides a teacher training which is based on
the integration of communicative and digital competences with content learning, and it
also promotes a conceptual and attitudinal change concerning the teaching/learning
process in student teachers. A multidisciplinary team of experts in Linguistics, ICT,
Science and Humanities, involved in initial teacher training, from six Universities -Alcalá
University (Spain), Comenius University (Slovakia), University of Leicester (United
Kingdom), Lisbon University (Portugal), Helsinki University (Finland) and Karadeniz
Technical University (Turkey)- participate in the project. The project proposal was
accepted by the European Commission in October 2009 and it will end in October 2012.
This paper presents the project and some examples of the materials produced in English
and in mother tongue of the respective countries taking part in the project. The project
methodology can be transferable to other academic levels or other educational and
vocational environments.

Keywords
Teacher training - Communicative and digital competences – Subject content

1. The Project: Aims and Outcomes
Six Universities, Alcalá (Spain), Comenius (Slovakia), Leicester (United
Kingdom), Lisbon (Portugal), Helsinki (Finland) and Karadeniz Technical
(Turkey)- participate in a European project, financed by the European
Commission. The project proposal was presented under Long Life Learning
Programme to the Commission in March 2009 after a preparatory visit held in the
University of Alcalá, coordinator of the project in November 2008, and it was
accepted in October 2009. The teams of the respective Universities consist of
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experts in ICT, Teacher Training, Language, Applied Linguistics, Sciences and
Humanities and have been working together in different European projects,
which means a guarantee of coordination and coherence to achieve the aims of
the project.
‗An Integral Teacher Training for Developing Digital and Communicative
Competences and Subject Content Learning at Schools‘ is a project which deals
with initial teacher training in primary and secondary School. The general
objective of the project is to train future school teachers in order to improve the
development of communicative competence in pupils of compulsory education,
using model materials which meld information technology with scientific and
humanistic content across different subjects of the primary and secondary school
curriculum.
The specific aims are to:
- promote a change in attitude and practice among student teachers through
initial teacher training so that they are capable of developing communicative
and digital competences in pupils across the range of subjects,
- design a methodology which favors the development of communicative and
digital competences in the different subjects,
- produce model materials leading to activities, a fusion of subject content and
information technology, which assist the development of communicative
competence in both mother tongue and foreign language, and at the same time
provoke the acquisition of subject content and digital competence,
- apply and evaluate model materials in the different countries in order to test
their viability,
- provide student teachers with ideas for the exploitation of information
technology (e.g. Internet, video, TV, cinema, mobile, i-pods) and digital tools
(wiki, moodle, blog, e-portfolio, etc.) as didactic resources for the development
of communicative competence in pupils, and the learning of subject content,
- foster pupil-acquisition of communicative competence across scientific and
humanistic subjects in the primary and secondary school curriculum,
- improve communicative and digital competences in school pupils so that they
can take responsibility for their own personal and professional development,
- foster student teachers mobility so as to familiarize student teachers in the
European context and exchange good didactic practice on the basis of the
model materials,
- inform various agents involved in compulsory education of the importance of
communicative and digital competences and to motivate their support,
- disseminate the outputs of the project in different contexts and at different
levels.
The next question is what will this project produce? We expect several outputs:
1. A methodology, which includes the:
- significant use of digital media,
- use of digital media and tools both as objective of learning and as a
communication tools,
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of model

- development of critical analysis by pupil‘s so as to drive significant learning,
- development of strategies which improve communicative competence both in
mother tongue and in foreign language, through model materials,
- acquisition of subject content in different areas in Science and Humanities,
- use of digital media both as objective of learning and as a communication tools.
2. Support documents:
- selected media and digital tools appropriate for creating model materials,
- skills and strategies for developing communicative and digital competences
- fusion of communicative competencemediadigital toolssubject content,
- criteria for the design of activities related to the various aspects of
communicative and digital competences plus subject content,
3. Model materials
- Didactic activities to develop the skills of recognized components of
communicative competence based on the fusion of communicative
competencemediadigital toolssubject content,
- Six CDs, one per partner, which consist of two modules including didactic
activities, one module in mother tongue and the other in English to allow for
transference
across
cultures.
Moreover,
didactic
suggestions
and
recommendations for student teachers will also be included trying to help them
in the implementation of the activities.
4. Student teachers mobility
A mobility of student teachers is planned for the third year. Two weeks classroom
experience in a primary or secondary school in the Consortium countries
observing and participating fully in the life of the centre. This experience will
allow for working with the model materials.

2. Didactic materials: general framework and criteria
As we have said, one of the main aims of the project is the acquisition of
communicative competence which implies the development of the four skills:
listening, speaking, reading and writing; linguistic knowledge and use of rule
governed language; sociolinguistic cultural correctness in context and discourse
structure. The project favors language learning and linguistic diversity as didactic
materials will be produced in mother tongue and in English using the required
linguistic strategies to achieve communicative competence. One of the
innovations of the project is that these materials are aimed at being
implemented in any subject lessons not only in mother tongue or foreign
language lessons as it is generally done in schools. Consequently, these
materials will deal with the contents of several subjects integrated in the didactic
activities whose objectives are to improve communicative and digital
competences as well as to learn contents.
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As digital tools are essential in the project, and it is not supposed that every
University will employ all of them, project partners agreed the selection of some
of them to work with. This was decided in the first meeting in the University of
Alcalá, held in December 2009. Here is the final selection:
- wiki (Universities of Lisbon, Helsinki, Leicester and Trabzon)
- e-portafolio (Universities of Trabzon, Alcalá, and Lisbon)
- blog (Universities of Trabzon, Alcalá, Leicester, Helsinki and Lisbon)
- moodle (Universities of Helsinki, Comenius of Bratislava and Lisbon)
- videoconference (university of Leicester and Comenius of Bratislava)
- movie makers University of Trabzon
Concerning subject content, there was a similar agreement in the same meeting.
As most subjects appeared in the school curricula of the different countries
taking part in the project, every University partner has decided to work with the
following subjects:
- Leicester University: Language and Geography
- Comenius University of Bratislava: Chemistry and English as a foreign language
- University of Trabzon: Physics and History
- Lisbon University: Physics, Chemistry, Biology, Language and Literature
- University of Alcala: Spanish as mother language, English as a foreign
language, Literature, Art, History, Geography and Culture
- University of Helsinki: Finnish, Literature and Physics
The project team has adopted a general framework to coordinate the design of
the model materials. Seven points were included in this framework:
- Selection of subject content should consider relevant topics and learning
objectives
- Selection of initial materials/sources to work with, which implies the elaboration
of criteria for selecting these materials/sources
- Selection of digital tools implying the elaboration of criteria for this selection
- Developing communicative competence through the selected digital tools
implying criteria for using digital tools
- Design of didactic activities addressed to school pupils implying to follow the
four points already mentioned
- Elaboration of didactic reflections and suggestions addressed to student
teachers and in-service teachers trying to help them in the implementation of
the activities
- Implementation of activities using the selected digital tools
Now, we will present the criteria for selecting the initial material/sources which
are the base to elaborate the didactic activities. The resources are selected from
Internet, web pages, television, films, newspaper, books, etc. These criteria
consider, content, pedagogical properties and usability.
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As far as content is concerned we study the aspects appearing in this list:
- Curricula Relevance
- Subject content related to other subject content
- Suitable language for primary and secondary school pupils
- Suitability of conceptual level
- Motivational aspects
- Prompts for discussions, writings, further studies, research etc.
- Links with other related sites or to other materials which can be used
Concerning the pedagogical properties of these initial material or resources, we
are careful with the:
- Use of multimedia
- Reliability of the provided information
- Subject content accuracy
- Relation to daily life, experiences, other contexts
- Amount of reading content, including downloadables and links to other
materials
However, it is necessary to be aware of what we define as usability of these
resources
- Easy access and navigation
- Easy to be related to other materials
- Easy to be learnt
- Pleasant to be used
Once the materials or resources have been selected, we prepared the criteria for
designing the didactic activities, and here it should be taken into account that
some parts of these activities are addressed to student teachers, for instance,
the didactic suggestions, and some others are addressed to school pupils, then
we establish different aims depending on the kind of activity.
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Addressees

Aims

Student Teachers and Pupils

Provoke a significant use of digital competence in student teachers
and pupils
Provoke a change of attitude in student teachers and pupils:
make them aware that digital competence is an essential resource
for learning,
avoid the weak use of digital competence as copy and paste
develop communicative competence of the pupils
develop the following communicative components:
the four skills of listening, speaking, reading and writing
linguistic knowledge and use of rule governed language (lexis, syntax
and pronunciation)
sociolinguistic cultural correctness in context
discourse structure: cohesion and coherence

Student Teachers and
Teachers

Achieve subject content through digital competence tools and at the
same time improving communicative competence
Know the strategies that will help pupils to understand spoken and
written discourse and express themselves in oral or written language
Know the strategies that will help student teachers to develop digital
competence in pupils
Develop strategies in order to:
Create awareness of digital and language needs in the learner
Create activities and tasks suitable for stimulus and allowing for pupil
autonomy
Implement activities through digital competence
Promote critical thinking
Make available resources for problem resolution
Identify and reflect on the relation of the subject content with other
subject.
Raise pupils‘ awareness of the uses of subject content.
Acquire the basic terminology needed in the subject content.
Develop/acquire the following attitudes
Develop their autonomy as learners

Pupils

Take on responsibility for their own learning
Collaborate with other pupils
Communicate with other pupils different from those of their school
Use of digital tools as a communicative tool
Develop/acquire the following transferable skills
Ability to locate information in digital tools
Analysis and argumentation
Inference
Making decisions
Solving problems
Critical thinking

Table 9. Aims of Didactic Activities
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3. Methodology: a fusion of communicative competence, subject
content and digital competence
3.1. Communicative competence
Why have we decided to use a methodology which includes language strategies
to develop communicative competence? There are several reasons and all of
them are relevant for the process of learning. Generally speaking, the level of
language of most school pupils (even in their mother tongue) is poor, according
to Pisa report 2010, because they scarcely read and rely more on visual
communication, text messages or e-mails. However, language teachers,
especially teachers of foreign languages, try to develop communicative
competence in both oral and written skills using typical strategies which help to
improve communication, but these strategies are not normally used in other
subjects of the school curriculum, on the contrary teachers are usually very
pressed with finishing their syllabus whatever the subject is and they have no
time to investigate whether their pupils understand the concepts they try to
explain to them or not. Nevertheless, we believe that the first step in any lesson
is that pupils can understand what the teacher explains or when reading a text
they can understand the ideas and concepts concerning the subject or in a
problem statement they can clearly catch what it is expressed there.
Consequently, language is the window that can open pupils´ minds to
understand subject content, so communicative competence should be as
important in the lesson of History, Physics or Mathematics as language is in a
lesson of Language that is why we defend this change of attitude in teachers and
we try to create linguistic activities to improve communicative competence.
Furthermore, we need to be aware that the language of subjects can present
variations, if we compare subjects of Humanities with those of Science we can
realize that language in Science subjects is very precise and has specific
linguistic characteristics, for instance, we can find some differences in the
rhetorical organization, syntax and lexis. As an example of the differences
between scientific and general discourse, a wider use of passive voice is found in
scientific language than in general language as processes and procedures are
dealt with in Science (Bronckart, 1994). As far as lexis is concerned we should
distinguish specific terminology of every subject area.
These cases are studied in Applied Linguistics in English for Specific Purposes
(ESP). The notion of a language with specific characteristics originated in the
sixties and in the early seventies of the last century, being associated above all,
with the pioneering research of Henry Widdowson (1978) and the so called
Washington School with Larry Selinker (1979), and Trimble (1978, 1985).
Hutchinson and Waters (1987) make principal distinctions among English as a
Mother Language Teaching (EMT), English as a Second Language (ESL) and
English as a Foreign Language (EFL). The division continues with a differentiation
within the EFL branch, which they split into General English (GE) and English for
Specific Purposes (ESP). Reaching that point in classification, the authors once
more divide ESP into three subcategories: English for Science and Technology
(EST), English for Business and Economics (EBE) and English for Social Sciences
(ESS). There is no need to expect that we are giving school pupils linguistic
explanations about this point, however it is required that they are able to use, at
least, the correct specific lexis of the subject they try to learn.
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So, when preparing linguistic activities, communicative methodology is being
used, with the aim of helping pupils to have a better understanding of subject
contents and concepts. First of all, we have selected the most important
language abilities that should be developed to improve comprehension and
expression, mainly in reading and writing.

Reading comprehension

Then, we present the linguistic abilities to be developed in reading, listening, oral
expression, writing and lexis and the activities/exercises that can be useful to
acquire these abilities.
Extracting the main idea,
Extracting secondary ideas,
Distinguishing secondary ideas from main ideas
Skimming
Scanning
Identifying content
Locating information
Inferring information
Predicting information

Listening

Listening for the main idea
Listening for gist
Listening in order to distinguish secondary ideas from main ideas
Listening for identifying content
Inferring information
Predicting information

Table 10. Abilities to be developed in reading comprehension and listening
Then, we have prepared linguistic activities in order to acquire these abilities that
can be useful either for reading comprehension, but also for oral comprehension
(listening).To achieve this, we have used different kind of didactic
activities/exercises. The table below shows some of the activities/exercises to
improve oral and written comprehension.
Reading comprehension

Direct questions
True/false questions
Multiple choice
Text structure
Re-building a text (given them paragraphs from a text that should be given
a logical order in order to build a text)
Find the word referred to
demonstrative pronouns, etc.)
Discussing and debating
Drawing conclusions

Listening

Direct questions
True/false questions
Multiple choice
Discussing and debating
Drawing conclusions

(relative

pronouns,

personal

pronouns,
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Table 11. Useful activities/exercises to develop reading comprehension and
listening

Writing

In the same way, here we have a selection of writing and oral expression abilities
to be improved.
Writing summaries synthesizing information, ideas, concepts, etc.
Writing short reports developing an argument and giving reasons in support of
or against a particular point of view
Creative writing: tell stories

Oral expression

Oral summaries
Oral conversation
Arguing
Debating
Drawing conclusions
Telling a story
Telling an event

Table 12. Writing and oral expression abilities
Consequently, we have elaborated some activities to improve writing and oral
expression of pupils.
Summarizing
Writing

Paraphrasing
Re-writing a text
Writing conclusions
Transferring non-verbal language (graphic, tables, etc) to verbal language or
vice versa
Writing stories
Talking in pairs
Talking in little groups
Oral expression

Oral summaries
Transferring non-verbal language (graphic, tables, etc) to verbal oral
language
Given arguments
Participating in debates
Presenting conclusions
Role-play
Simulations
Playing theater

Table 13. Useful activities/exercises to improve writing and oral expression
Lexis is another important chapter in communicative competence. Nowadays,
pupils´ language is extremely poor concerning vocabulary. Pupils are usually not
able to use adequate vocabulary in the given contexts. Reinforcing and enlarging
pupils‘ vocabulary will help pupils not only to enrich their language, but also to
improve their comprehension and expression. These tables show vocabulary
abilities to be developed by means of the following activities.
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Vocabulary
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Recognizing vocabulary
Inferring meaning of new words from the context
Using of suitable vocabulary within a context
Defining words
Building up vocabulary

Table 14. Vocabulary abilities

Vocabulary

Matching words with definitions
Defining words
Synonyms/antonyms
Find-the-odd-man-out
Guessing unknown words
Word formation
Collocation

Table 15. Didactic activities/exercises to acquire and reinforce vocabulary
3.2. Subject content and digital tools
The first step before elaborating activities was to take into account the
characteristics of school pupils, their daily reality and context and their cognitive
difficulties. We have also considered that activity contents focus in contexts that
can be useful for pupils as citizens, and that allow them to develop
comprehension and application of subject concepts. In this line, we have selected
some competences that we think are basic in the process of learning:
- Acquiring cognitive schemes in order to explain reality and implementing more
rigorous and systematic strategies and solving problems techniques than those
used in solving everyday situations
- Developing logical and critical thinking
Following the point of view stated above, the project team has selected a series
of abilities/skills to be worked with school pupils so that they can acquire them,
as we all know, these abilities are interrelated. Here we have the list of abilities
to be developed:
- Being aware of subject concepts
- Establishing relationships between different concepts
- Comparing different concepts
- Relating subject content to other subject content
- Interpreting data
- Interpretation graphical information
- Predicting
- Summarizing ideas
- Leading to conclusions
- Solving problems
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- Using scientific language precisely
However, competences and abilities cannot be acquired in abstract, they must be
worked within the frame of school curriculum contents. We have designed
activities dealing with common curricula contents appearing in every country that
participates in the project. In the module in English, addressed to Secondary
school pupils, we have taken as a main resource a film The Prime of Miss Jean
Brodie, directed by Ronald Neame and based on the novel of the same title
written by Muriel Spark, practical activities have been developed in order to
acquire subject content of various subjects: Literature, Geography, Art, History
and Cultural, Political and Social concerns. These subject contents are related to
the film and the novel, they appear integrated within the novel, so the didactic
activities will be a fusion of linguistic strategies, digital tools and strategies for
learning subject content as we cannot forget that these activities aimed at
developing communicative and digital competences as well. The technological
support of these activities are Internet, video, blog and e-portfolio as tools to
search and share information, to discuss and argue, to summarize ideas,
conclusions, etc.
In the module in Spanish we have chosen the cultural
traditional popular local feast of Saint Isidro in Madrid, held the 15th of May
every year since the sixteenth century, and from this topic we have touched
Geography, History, Art, Culture, Mathematics and, of course, Spanish as mother
tongue trying to improve the communicative competence of primary school
pupils as well as their digital competence using the same tools we have
employed in module two.
As the project will last for another year, the implementation of activities is
planned for the Academic year 2011-2012. The activities will not be only used in
initial teacher training courses where they will be presented and discussed, but
obviously we will not have the real context, so they will be implemented in real
lessons at schools with groups of primary and secondary school pupils. Meetings
and seminars with school teachers will be held previously to the implementation
and after. The mobility programme in April 2012, will give the chance to student
teachers from every University to travel to the other partner countries to attend
and give lessons at a school, supervised by mentors, during two weeks in order
to work with these activities at the host school, so this programme will be a good
test to implement the activities and to compare, check and evaluate their
suitability and viability. We expect this implementation can be successful, and in
this case the activities will serve as a model for the student teachers during their
training under the supervision of mentors but also in a near future when they
become in-service teachers.

Conclusion
Before presenting some practical activities of the modules in English and in
Spanish in this Conference, we can conclude saying that we have shown how the
didactic activities can be used for developing two key competences, the
communicative and digital ones, and at the same time they can be employed in
the learning process of different subject contents. We have an example where
taking a cultural topic as the main initial resource, Mathematics, a subject
apparently so apart from Culture, can also be taught as it can be related to other
points of this cultural topic, which means that reality is very rich and contains a
lot of aspects. In our view, this is one of the relevant reflections student teachers
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and teachers should take into account when they are teaching. Moreover, these
adaptable activities can be used to support the development of similar activities
on a range of subject or topics to be used in different educational contexts and
levels, so this integrated methodology can be transferable to other academic
levels or other educational and vocational environments.
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Abstract
This research investigated changes in task-related self-efficacy beliefs for 4th- 6th grade
boys diagnosed with Attention Deficit Hyperactivity Disorder. The individual pre-toposttest design assessed students‘ skills and related beliefs about errand planning after
they engaged in a collaborative session with a non-ADHD peer who received prior
training in performance -related feedback and task strategy. Comparison of pre-toposttests revealed significant positive changes in beliefs for boys with ADHD. Findings
offer implications for the use of peer contexts as vehicles for promoting positive
perceptions of academic competence.

Keywords
ADHD – Collaborative Learning – Self-Efficacy

Introduction
Peer-mediated learning, has demonstrated a strong data base supporting its use
in education (Fuchs, Fuchs, & Burish 2000). Specifically, peer-mediated
instructional practices encourage shared thinking and decision making in the
context of peer assistance and support (Slavin, 2011). While researchers concur
that learning in peer-mediated dyads can direct student outcomes (Greenwood,
Terry, Arreaga-Mayer, & Finney 1992), less is known about the effects of such
interactions on the participants‘ beliefs about their task-related competence.
This is particularly important for students with Attention Deficit Hyperactivity
Disorder (ADHD) who exhibit poor relationships with peers and are expected to
benefit from engaging in collaborative learning activities. Research on peerassisted learning (DuPaul & Henningson, 1993; Watkins & Wentzel, 2008) has
demonstrated positive changes in strategy use and levels of participation for
students with ADHD when they are placed in settings with a peer who has
received a prior training intervention. The purpose of the following study was to
investigate whether changes documented in ADHD boys‘ skills following
collaborative problem solving are paralleled by changes in their self-efficacy
beliefs about task-competence. The question examined was: Do changes in
beliefs occur for students with ADHD after they collaborate with a peer who has
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received prior training on encouraging participation through feedback and guided
direction in planning tasks that require strategy?

1. Theoretical Sources of Self-Efficacy
The theory of self efficacy postulates that individuals evaluate their own
experiences and thought processes through self-reflection. Self-efficacy refers to
personal beliefs individuals maintain about their capabilities to organize and
implement actions that are necessary to attain desired levels of performance
(Bandura 1986). This conceptual focus derives from Bandura‘s social cognitive
learning theory which views human functioning in terms of reciprocal interactions
among behaviors, environmental variables, cognitions, and other personal
factors. Research demonstrates that self-efficacy beliefs can predict students‘
academic achievement (Pajaras & Urdan 2006), and is associated with selfconcept, achievement goal orientations, academic help-seeking, and causal
attributions in typical children (Brown & Lent 2006). Students who feel confident
about their academic capabilities are found to monitor their work time more
effectively, show more persistence and efficient problem solving, and engage in
more self-regulatory behaviors than peers with low self-efficacy (Schunk &
Pajaras 2005).
The classroom functions as the primary context for the cultivation and social
validation of cognitive capabilities (Bandura 1997). Research examining the
impact of peer models in school settings supports that perceived similarity of
observers and models serve as cues used to assess how well student participants
are progressing and performing (Schunk 1989). Models that are similar but
slightly higher in competence are found to offer the best information particularly
when the observer has something to learn and the model has expertise in the
task and conveys this information through a demonstration of skills and
strategies (Bandura 1997: 101). Students who use cues from competent peer
models to assess their learning have been shown to gain higher efficacy which
enhances their skill acquisition (Schunk 1989: 16).
Specific behaviors peer models demonstrate have been associated with changes
in self-efficacy for less competent peers. For example, verbal persuasion and
evaluative feedback signal that their peers are making progress in learning and
underscores personal capabilities as does feedback framed as gains during early
stages of skill development (Schunk 1989). Providing direct information about
strategy use to students who have learning difficulties also enhances their selfefficacy and academic skills because performance is perceived as achievable
through use of sophisticated strategies and increased effort (Schunk & Rice
1987).
Guided enactive mastery is associated with improved self-efficacy
because such experiences allow for authentic, explicit, and immediate evidence
of ability to master tasks (Gist, Schwoerer & Rosen 1989). However, selfefficacy beliefs are altered most readily in such settings when appraisals are
realistic and mastery arises from effective performance on difficult and novel
tasks.

2. Self-efficacy and students with ADHD
Of interest to this study is the self-efficacy of students with ADHD who display
the inattentiveness, impulsivity, disorganization, and over-activity found to
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disrupt social performance and learning outcomes in peer learning settings
(Stormont 2001).
The literature on ADHD reveals that inadequate social
communication and behavioral regulation exhibited by boys with ADHD during
peer learning leads to unfavorable impressions and reactions from peers. Landau
and Milich (1988) state that working with an ADHD partner produces less
reciprocal and more negative interactions. This research suggests that ADHD
may carry an implicit reputation that elicits negative responses from peer
partners. If their perceptions of social identity and academic ability are attached
to negative stereotypes peers hold, children with ADHD may allow these
preconceptions to guide self-efficacy beliefs they formulate during peer learning.
Research indicating that students with ADHD find tasks significantly more difficult
and make lower ability attributions for their own performance following
collaborative learning, supports the adverse influence interpersonal expectancy
can have on their didactic social interactions with non-ADHD peers (Landau &
Moore 1991).
The nominal research utilizing self-report measures to assess self-efficacy beliefs
of ADHD makes it difficult to assess how these children perceive their didactic
experiences in peer learning. The dearth of self-report is probably attributable to
findings that low-achieving boys with ADHD report unrealistically optimistic
perceptions of competence in academic domains (Hoza, Pelham, et al. 2002). In
defense, however, is research documenting that initially positive self-ratings
plummet when boys with ADHD report their beliefs following a challenging task
(Milich & Okazaki 1991). This suggests that post-task reports may more
accurately define their beliefs.
Two factors found to increase the relation between the accurate perceptions of
self-efficacy and performance for children with ADHD are stimulant medication
(Ialongo et al. 1994) and positive performance-related feedback from a peer
partner (Diener & Milich 1997). In structured task settings, medication has been
shown to improve their communication, diminish dissension, and regulate
emotional intensity and interpersonal exchange (Whalen, Henker, & Granger
1989). The increased persistence on difficult tasks as a result of medication
enables students with ADHD to acquire the skills necessary to experience success
(Milich, Carlson, et al. 1991) and increases the relationship between their selfevaluations of performance and actual performance (Milich, Licht, et al. 1989).
More realistic beliefs are also found when students with ADHD work in dyads and
receive positive, evaluative feedback from a peer partner.

3. Collaborative peer learning and ADHD
The efficacy of collaborative learning documented for students with ADHD has
been associated with specific characteristics of the task and partner. For
example, the use of individualized content presented at the student‘s level and
active responding under conditions of frequent, immediate feedback are shown
to benefit students with ADHD (Du Paul & Henningson 1993). Complex planning
tasks that require abstract thinking and strategy such as errand planning in the
present study are particularly effectual because they encourage experimentation
with new ideas which facilitates social interaction and discussion (Blaye et al.,
1991: 473). The benefits of dyadic partnerships are most clear when less
competent students are given opportunities to participate through higher-order
explanations and encouragement by higher-achieving peers (O‘Conner & Jenkins
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1996). Cosden, Pearl, and Bryan (1985) demonstrate that female partners are
more likely to guide the participation, provide feedback, and collaborate with
their less competent partners. Under these conditions, less competent peers
participate at a higher level, exhibit better task engagement, demonstrate more
strategic thinking skills, and report more positive interactions following their
performance.
Conditions shown to enhance sustained attention in students with ADHD,
increase task engagement leading to better performance (DuPaul, Ervin et al.
1998) and produce more accurate self-perceptions (Deiner & Milich 1997) were
manipulated in this study in order to provide the optimal conditions that would
bring about hypothesized changes in beliefs for subjects with ADHD.

4. Method
4.1 Participants
Twenty-eight students (24 males and 3 females; mean age =11.1 years),
enrolled in three public schools serving a range of SES participated. Students
diagnosed with ADHD were selected based on developmental histories, direct
observations, significant scores on the DSM-IV (American Psychiatric Association
2000) and Conners‘ Teacher Rating Scale, (Goyette, Conners, & Ulrich 1978),
exclusion of co-existing disabilities (Wechsler 1991), Metropolitan Achievement
Test scores (Psychological Corporation 1993), and psychostimulant medication
intervention. Female partners were selected based on MAT scores (upper
10%ile) and IQ scores above 130, grade point average, placement in gifted
program, social desirability, and non-significant scores on CTRS.
4.1.1. Procedure
The original study (Watkins & Wentzel 2008) was designed for the observation
and description of interactive sessions between boys with ADHD working
collaboratively on an errand planning task with an unfamiliar female peer who
had received prior training in social interaction skills and task strategy. Individual
pre-to- posttest trials documented changes in boys‘ planning efficiency and
beliefs about planning competence. Trials were designed around the collaborative
session with the trained partner. The errand planning task (Figure 1) required
partners to plan a shopping trip using the most efficient (shortest) route around
an imaginary town map. All sessions were set in a school conference room one
hour after subjects with ADHD had received regularly scheduled dosages of
medication. Collaborative sessions were video and audio-taped.
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Fig. 1. A sample map of an imaginary town from ―Children‘s guided participation
in planning imaginary errands with skilled adult or peer partners,‖ by
Radziszewska and B. Rogoff 1991, Developmental Psychology, 27, p. 383.
Copyright 1991 by the American Psychological Association. Reprinted with
permission of the author.
4.1.2. Measure
A questionnaire, consisting of five context specific questions relating exclusively
to the errand planning task was developed to document beliefs about errand
planning competence for ADHD subjects and to corroborate changes in beliefs
between the pre-to-posttest trials (Appendix A). Means and standard deviations
for the pre and posttest measures of competence beliefs are presented in Table
1.
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Table 1. Mean Differences in Beliefs about Planning Competence by Question
Pretest
M/SD

Posttest
M/SD

5.3/.99

6.3/.69

21.23*

.48

2. How would you do on this
Errand route tomorrow?

5.2/1.5

6.1/1.1

9.06*

.28

3. How good are you at using
Strategy to plan errand routes?

4.8/1.9

5.6/1.2

10.2*

.30

4. How good are you at doing
errand planning activities?

5.1/1.7

5.6/1.1

3.12

.12

5. Compared to other school
activities, how good are you
at errand planning?

5.3/1.5

5.5/1.2

.86

.04

Question
1.How confident are you that
you planned errand route
well?

6. Total Overall

5.2/1.1

5.8/.84

F value

28.53*

ES

.55

Note. Degrees of freedom were (1, 23) for each repeated-measures ANOVA. ETA
sqd. Statistic was used as a measure of effect size (ES).
*p < .01

5. Results
A repeated-measures ANOVA revealed that posttest scores regarding overall
beliefs about errand planning competence for ADHD were significantly higher (M
= 5.842, SD = .844) than pretest scores, (M = 5.158, SD = 1.122), F (1, 23) =
28.53, p < .01, (ES= .554) thus supporting the hypothesis.
A repeated-measures ANOVA examined whether specific questions were driving
the significant difference for the overall score. Means, standard deviations, and F
values are reported in Table 1 for each item. Results of ANOVAs showed a
significant main effect of test, F (1, 21) = 34.43, p < .05, (ES = .621) verifying
the presence of a significant change in beliefs for the first, second, and third
questions only.
A 2 (pre-to-posttest) X 3 (female partner) ANOVA indicated no significant change
in beliefs about errand planning competence as a function of female partner F (2,
21) = .06, p >.0, (ES= .006) and a non-significant interaction of partner and
test, F (2, 21) = 2.76, p > .05, (ES= .208). A 2 (pre-to-posttest) X 2 (type of
diagnosis) mixed ANOVA revealed a non-significant effect for diagnosis, F(1, 22)
= .06, p > .01, (ES = .002) and a 2 (pre-to-posttest) X 2 (schools) mixed
ANOVA showed a non-significant effect for school, F(1, 22) = .842, p > .01, (ES
= .037).

6. Discussion
The current study informs our understanding of the task-related beliefs children
with ADHD hold and suggests that, collaborative learning can facilitate selfefficacy in ways consistent with a social cognitive learning model. By pairing
boys with ADHD with a peer partner trained to guide social interaction and task-
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strategy, this study attempted to document changes in self-efficacy beliefs for
boys with ADHD across the pre-to- posttest versions of an errand planning task.
Although speculative, specific sources of information relating to task and
situational factors provided by the female partners during collaborative sessions
(e.g., the modeled behavior, guided participation, and positive corrective
feedback) influenced the positive significant changes in beliefs documented for
the subjects with ADHD. It is possible that feedback reflecting their ability to
plan effectively motivated ADHD to persist since proposed by a peer.
Statements to this effect were evidenced across the videotaped sessions (see
Watkins & Wentzel 2008) as female partners made ability attributions for their
ADHD partners‘ planning. Evaluative feedback of this nature has been shown to
raise children‘s self-efficacy beliefs about performance (Schunk 1984). The link
between female partners‘ summarizations of their ADHD peers‘ progress and
significant changes in beliefs found is supported by the relationship between
performance evaluations framed as gains and self-efficacy appraisal (Bandura
1997). It is likely that the advanced planning strategy introduced and guided by
female partners also provided a means for students with ADHD to produce an
efficient errand route. The belief that they could produce desired effects through
their own strategic actions may have reinforced the subjects‘ perceptions that a
combination of skill and effort facilitated the efficient route. Similar outcomes
have been found to raise self-efficacy through the belief that better strategies
bring about such accomplishments (Pintrich & Schunk 1996).
While significantly higher post-test beliefs were found overall, the significant
change present for just the first three questions may be linked to the specificity
of those questions. Similar research utilizing self-report measures of self efficacy
confirms that task-specific judgments are considered more explanatory and
predictive ( Pajares 1996).

Conclusion
Although significant changes in beliefs were documented, conclusions pertaining
to the effects of the collaborative sessions are made with caution. Given that the
boys‘ task-related beliefs improved, it is reasonable to assume that improved
performance was a direct outcome of the interactive training they received from
female partners during collaborative sessions. However, given the within-subject
design does not incorporate a control group; the effects of having a trained
female peer partner can not be definitively linked to the positive changes in
beliefs that occurred for ADHD. In support of these findings is other research that
has found positive changes in interactions where partners provided the ―other
regulation‖ necessary for the child to carry out a task successfully even though a
control group was not included (Slavin, 2011). Therefore, it is reasonable to
speculate that having a trained peer partner contributed at least in part to the
changes demonstrated in the subjects‘ beliefs. In contrast, research that has not
provided training to partners has consistently documented the difficulties
students with ADHD have responding in peer learning contexts, regardless of
medication status (Clark, et al. 1988). However, changes in self-efficacy beliefs
might also be explained by practice effects. Therefore, the next step in this area
of research should be to control for this possibility.
While this study offers the prospect that the beliefs about performance can be
altered short term, studies investigating whether such changes generalize to

670

Proceedings 3rd Paris International Conference on Education, Economy and Society – 2011

classrooms are warranted because results may vary as a function of specific
student and partner characteristics, task variables or setting. Finding no effects
of having a specific female partner on the amount of change that occurred in
beliefs suggests that changes could be attributed to the trained females‘
behaviors rather than individual differences associated with having a specific
partner. However, this does not eliminate the possibility that changes in selfefficacy were a function of gender, particularly given research defending the
benefits of female partners (Cosden et al. 1985). Further, the results may not
generalize to ADHD females or non-medicated students. These hypotheses
should be investigated in future research employing between-groups designs in
the classroom thus allowing researchers to compare the effects of gender,
medication, task, and setting.
Given research confirming that students with ADHD present social and attention
problems that thwart motivation, the current study offers implications for
teachers. If ADHD students maintain preconceptions of social and academic
incompetence and do not receive positive feedback, they will not benefit from
efficacy-relevant information or become agents of their own learning. Results
offer the possibility that, with explicit training, peer partners can be prepared to
work profitably in ways that promote perceptions of academic competence for
their peers with ADHD. However, forming such partnerships would require
teachers implement programs that train peer partners. Such training could have
a reciprocal effect teaching partners to cope effectively with peers who have
exceptionalities. Such research may reveal benefits for all peer partners.
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Appendix A:

MY COMPETENCE BELIEFS ABOUT ERRAND PLANNING

Name (initials) ____________ Trial:
Individual
Pre-___Post___
****************************************************************
***
Mark an X on the number from 1 to 7 that best describes you
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1. How confident are you that you planned this errand route well?
1

2

3

Not sure at all

4

5

kind of sure

6

7

very sure

2. How do you think you would do on this errand planning activity if you
were to do it
tomorrow?
1

2

3

Not sure at all

4

5

kind of sure

6

7

very sure

3. How good are you at using strategy to plan errand routes?
1

2

3

Not sure at all

4

5

kind of sure

6

7

very sure

4. How good are you at doing errand planning activities like this one?
1

2

3

Not sure at all

4

5

kind of sure

6

7

very sure

5. Compared to most of your other school activities, how good are
you at doing errand planning activities?
1
Not sure at all

2

3

4
kind of sure

5

6
very sure

7
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