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Teacher‟s knowledge and its value in studentsteachers‟ beliefs
Sofia Agathangelou, Mary Koutselini
University of Cyprus – Cyprus
agathangelou.sofia@ucy.ac.cy
edmaryk@ucy.ac.cy

Abstract
Following Shulman (1986, 1987), a theoretical distinction is often drawn between content
knowledge, general pedagogical knowledge and pedagogical content knowledge. It may
be hypothesized that the three types of knowledge represent conceptually distinct forms
of knowledge or that they are merged to form a single body of teacher‘s knowledge.
However, the precise nature of teacher‘s knowledge remains empirically uncertain
(Krauss et al, 2008). In this paper, the emphasis is placed on students-teachers‘ beliefs
regarding the value they attribute to Shulman‘s types of knowledge. A questionnaire with
Likert-scaled statements was developed and administered to 99 pre-primary and primary
education students–teachers in the second year of their studies at the University of
Cyprus. Results answer the question whether students-teachers attribute equal value to
the three types of knowledge or they consider a specific type more important than the
others for effective teaching. Student-teachers‘ beliefs are considered important
for teachers‘ development programmes.

Keywords: Teacher‘s knowledge – Teachers‘ beliefs – Effectiveness – Pedagogical
content knowledge.

1. Background to the topic
Students-teachers‘ professional learning and development has been much
emphasized (Clarke & Hollingsworth, 2002; Garcia & Roblin, 2008). In particular,
Shulman‘s (1986, 1987), pedagogical content knowledge (PCK) consists the
main issue of the current teachers‘ education revolution. Among the various
kinds of teachers‘ knowledge, Shulman and his co-workers provided the
substantial and essential framework for a knowledge base of teaching. This
framework included content knowledge (CK), general pedagogical knowledge
(PK), curriculum knowledge, pedagogical content knowledge (PCK), knowledge of
learners and their characteristics, knowledge of educational context, and
knowledge of educational ends, purposes and values (Shulman, 1987; Wilson et
al., 1987).
Following L. S. Shulman‘s work (1986, 1987), a theoretical distinction is often
drawn between CK, PK and PCK. The notion of CK refers to teachers‘
understanding of the structures of their domain. According to Shulman, ‗The
teacher need not only understand that something is so, the teacher must further
understand why it is so‘ (Shulman, 1986, p. 9), which implies a deep
understanding of his/her domain. On the other hand, PK refers to ‗those broad
principles and strategies of classroom management and organization that appear
to transcend subject matter‘ (Shulman, 1987, p. 8). The third type of teachers‘
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knowledge, PCK, is originally defined by Shulman (1986, pp. 9–10) as the
knowledge on how best to represent and formulate the subject to make it
comprehensible to others, as well as knowledge on students‘ subject-specific
conceptions and misconceptions. It is ‗that special amalgam of content and
pedagogy that is uniquely the province of teachers, their own special form of
professional understanding (Shulman, 1987, p. 8).
Despite its great relevance to teachers‘ development and teachers‘ training
curricula development, the precise nature of teachers‘ knowledge remains
empirically uncertain. It may be hypothesized that the three types of knowledge
represent conceptually distinct forms of knowledge or that they are merged to
form a single body of teacher‘s knowledge (Krauss et al, 2008).
Also, although much research has been conducted on PCK, students-teachers‘
beliefs on the issue of teachers‘ knowledge has seldom been addressed (Jang,
Guan & Hsieh, 2009). This is important as students‘ beliefs can provide rich
information for understanding students‘ cognition and classroom processes and
can enable researchers and teachers to appreciate the perceived instructional
and environmental influences on students‘ learning processes (Knight &
Waxman, 1991).

2. Focus of the enquiry
The purpose of this research is twofold: first, to describe the development and
validation of an instrument on students-teachers‘ beliefs regarding Shulman‘s
types of teacher‘s knowledge and second, to use this instrument in order to
identify and evaluate students-teachers beliefs regarding the value they attribute
to Shulman‘s types of teacher‘s knowledge.

3. Research Methods
For the purposes of the study, a questionnaire, with Likert-scaled statements (1
to 7), along with background information, was developed and administered to 99
pre-primary (N = 44) and primary (N =55) education students – teachers in the
second year of their studies at the University of Cyprus. The questionnaire‘s
statements were developed in order to best describe the three categories of
teachers‘ knowledge. Examples of items in the three categories are: In order for
a teacher to teach effectively, it is important for him/her to:
A. CK:
1. Know how theories or principles of the subject he/she teaches have
been developed
2. Not only to understand the concept he/she teaches, but he/she can
also explain it to students
B. PK:
1. Solve effectively the discipline problems that emerge during his/her
teaching
2. Use clear rules and routines in his/her classroom
C. PCK:
1. Know students‘ subject – specific misconceptions
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2. Use appropriate examples in order to explain subject-specific
concepts to his/her students
The number of items included in the instrument was 52; the categories of CK
and PCK comprised 17 items each, while PK 18 items.
This research used the quantitative research method. Statistical analyses on the
data were carried out using the SPSS15 for Windows. Reliabilities and validities
in connection with the questionnaire were tested. For reliabilities, Cronbach‘s
alpha was adopted to evaluate the internal consistency. On the other hand,
factor analysis was adopted to evaluate the constructed validities.

4. Analytical and Theoretical Frame
This questionnaire study consists part of a longer, longitudinal study. The study
is based on the theoretical framework and research of effective teaching,
teachers‘ knowledge and beliefs, aiming to empirically clarify the nature of
teachers‘ knowledge and examine its relationship with qualitative teaching and
learning and students‘ achievement.
The part of the study presented here focuses on students-teachers‘ beliefs about
the value they attribute to Shulman‘s types of teachers‘ knowledge. Specifically,
it responds to the numerous calls in the literature for further evidence for the
applicability of Shulman‘s (1986, 1987) taxonomy of teacher knowledge (e.g.
Krauss et al, 2008; Lanahan et al, 2004) from the perspective of studentsteachers‘ beliefs. This perspective has seldom been addressed and only in
relation to one of the types of knowledge, PCK (Jang, Guan & Hsieh, 2009).

4. Research Findings
Students-teachers‘ responses on the 52 items of the instrument to measure
students‘ beliefs of teachers‘ types of knowledge are shown for the three scales
as descriptive statistics, reliabilities and factor analysis.
4.1. Descriptive Statistics
Table 1 shows the descriptive statistics of students-teachers‘ responses to the
three types of teachers‘ knowledge in the questionnaire including mean scores
and standard deviation.
Table 1. Descriptive Statistics of the students-teachers‟ responses for the three
categories of knowledge
Category
CK
PK
PCK

Items
17
18
17

N
96
98
99

Mean
5.92
6.43
6.41

SD
0.52
0.43
0.44
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As Table 1 shows, the highest mean score is the PK (M = 6.43, SD = 0.43),
followed by the PCK (M = 6.41, SD= 0.44), with the score of CK being the lowest
(M = 5.92, SD = 0.52). The high mean score of each category indicates that
these types of teachers‘ knowledge are considered by students-teachers very
important in relation to effective teaching.
Furthermore, each item was also analyzed. The items with the lowest mean
scores (items with mean below 5.5) included Q27 (Teacher interprets in which
scientific paradigm his/her subject-matter position and point of view belongs to,
M = 5.31, SD = 1.07), Q8 (Teacher has made specialized studies in the subjectmatter he/she teaches, M = 5.32, SD = 1.33) and Q21 (Teacher can talk
scientifically from the viewpoint of his science, M = 5.35, SD = 1.19). All these
items belong to the category of teachers‘ CK. In other words, teachers-students
consider the aspects of subject-matter knowledge described in the abovementioned statements as the least important knowledge for effective teaching.
The statements with the highest mean score (M > 6.5) were 18, ranging from
6.52 to 6.75. The three statements with the highest mean score, that is the
knowledge students-teachers consider as the most important for effective
teaching, belong to the categories of PK and PCK and are as follows: Q43
(Teacher encourages the development of students‘ critical thinking, M = 6.75, SD
= 0.48), Q10 (Teacher shows respect towards all students through his behaviour
and his way of communicating with them, M = 6.74, SD = 0.53), and Q37
(Teacher offers each student the opportunity to express his/her opinion during
teaching, M = 6.69, SD = 0.55).
4.2. Reliabilities of the Instrument
In reliability of this instrument, Cronbach alpha values were used to evaluate its
internal consistency. After statistic analyzing, the Cronbach‘s alpha value of 52
items was 0.942, indicating that the questionnaire had a good internal
consistency. Moreover, in ‗Item-Total Statistics‘, the section of ‗Corrected ItemTotal Correlation‘ revealed that the majority of items presented a high correlation
(correlation values were greater than 0.400 for 44 of the statements).
Furthermore, from the section of ‗Cronbach‘s Alpha if item Deleted‘, it was shown
that if one of the items was deleted, the Cronbach‘s Alpha values were almost
the same.
The scales for each type of teachers‘ knowledge had high Cronbach alpha values
ranging from 0.86 to 0.88, indicating that the scales were a reliable measure of
the types of teachers‘ knowledge being investigated. The scales themselves
proved to be consistent, with only one statement (Q16 in the PK scale) having
less than 0.30 item-scale correlation. Also, another four statements (Q1, Q3, Q5,
and Q13) had less than 0.40 item-scale correlation. These five items were
deleted. Table 2 presents the ‗Item-Total Statistics‘ for the three scales.
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Table 2. Item-Total Statistics for the three categories of teachers‟ knowledge

Scale 1: CK
Scale
Mean if
Item
Deleted

Q1
Q3
Q4
Q5
Q6
Q7
Q8
Q9
Q11
Q13
Q15
Q17
Q19
Q21
Q23
Q25
Q27

94.1146
94.0208
95.0938
94.3438
94.8229
94.0521
95.3958
94.4583
94.5417
94.8229
94.9375
94.8646
94.8333
95.3542
95.1563
94.9792
95.3750

Scale
Variance if
Item
Deleted

72.545
74.315
67.265
71.702
68.968
72.745
66.894
71.072
71.872
71.537
69.154
68.224
69.130
66.673
66.702
66.863
66.447

Scale 2: PK

Corrected
ItemTotal
Correl.

Cronbach'
s Alpha if
Item
Deleted

.397
.366
.548
.384
.414
.516
.417
.402
.417
.394
.577
.662
.570
.517
.561
.518
.599

.855
.856
.848
.855
.855
.852
.857
.854
.854
.855
.847
.844
.848
.850
.847
.850
.845

Q2
Q10
Q12
Q14
Q16
Q18
Q20
Q22
Q24
Q26
Q29
Q31
Q33
Q36
Q39
Q43
Q47
Q50

Scale 3: PCK

Scale Mean
if Item
Deleted

Scale
Variance
if Item
Deleted

Corrected
ItemTotal
Correl.

Cronbach'
s Alpha if
Item
Deleted

109.5714
109.1327
109.2755
109.8061
110.1122
109.6837
109.2041
109.2653
109.6020
109.6735
109.3673
109.4082
109.3265
109.2551
109.7449
109.1327
109.3163
109.2143

53.072
57.209
55.233
53.952
55.998
53.456
56.143
54.795
53.603
52.799
54.255
54.120
54.470
56.192
55.635
57.848
55.353
55.428

.540
.498
.590
.456
.262
.577
.580
.590
.584
.621
.488
.650
.497
.503
.451
.432
.647
.601

.877
.879
.875
.881
.891
.875
.876
.875
.875
.873
.879
.873
.878
.878
.880
.881
.874
.875

Q28
Q30
Q32
Q34
Q35
Q37
Q38
Q40
Q41
Q42
Q44
Q45
Q46
Q48
Q49
Q51
Q52

Scale Mean
if Item
Deleted

Scale
Variance
if Item
Deleted

Corrected
ItemTotal
Correl.

Cronbach'
s Alpha if
Item
Deleted

102.3636
102.5152
102.5354
102.5758
102.9394
102.3636
102.6263
102.6364
102.7475
102.6768
102.6869
102.7273
102.5657
102.9495
102.7677
102.7172
102.4141

51.397
48.824
48.333
49.818
50.241
51.438
50.767
48.907
50.905
50.017
50.687
50.364
51.575
49.375
50.690
50.164
52.225

.560
.660
.657
.644
.433
.597
.558
.670
.417
.488
.520
.502
.452
.502
.409
.519
.417

.877
.872
.872
.873
.882
.876
.876
.872
.882
.879
.877
.878
.880
.879
.882
.877
.881
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After exploring the item-total and the item-scale statistics, the factor analysis of
52 items would be the next in order to test the constructed validity.
4.3. Factor Analysis
According to Zeller (1994, p. 6572) construct validity assess ‗whether a
particular measure relates to other measures consistent with a theoretically
anticipated way‘ and this is usually done by factor analysis (Anastasi, 1988). By
factor analyzing, it was examined whether construction of this questionnaire was
consistent to the three types of teacher‘s knowledge.
An extraction of twelve factors was made with eigenvalues over 1.00. Table 3
presents the rotated factor matrix which was derived by using the varimax
rotation procedure. Moreover, 71.84 % of the total variance is attributable to the
first twelve factors and this means that a model with twelve factors could be
considered as adequate to represent the data. Based on the factor loadings, the
items were deleted that had had factor loadings less than 0.40. In total 9 items
were deleted either because they had low item-scale correlation from the
reliability section (Q1, Q3, Q5, Q13, Q16) or had factor loadings less than 0.40
(Q51, Q44, Q29 and Q47)
The following observations arise from Table 3. The first 8 items (Q27, Q21, Q25,
Q23, Q17, Q19, Q4, Q15) presented in the table have high factor loadings on the
first factor. All these statements were developed to belong to teachers‘ category
of CK. Factor 2 loads on all the next six items. Items loading in this factor refer
mainly to teachers‘ category of PK (Q36, Q2, Q33, Q50), while two items were
developed to belong to PCK (Q52 and Q37). The next five items have high factor
loadings on factor 3. All items (Q10, Q22, Q12, Q20) in this factor were
developed for the PK category except from one (Q28) that it was developed for
the PCK category. The next six items have high factor loadings on factor 4, which
includes mainly statements of the PK category (Q24, Q39, Q26, Q18) and two
items of the PCK (Q30, Q32) category. Factor 5 loads on the next four items,
three of which were developed to belong to the PCK category (Q38, Q40, Q34)
and one to CK (Q9). All the items loading on factor 6 (Q45, Q46, Q49, Q48) as
well as both items of factor 7 (Q41, Q42) refer to the PCK scale. Acceptable
levels of internal consistency were indicated by Cronbach's Alpha coefficients
ranging from .65 to .85 for the first six factors. Factor 8 had Cronbach's Alpha
value of 0.54, while the remaining factors consisted only of one or two questions
and therefore they were not considered in the structure.
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Table 3. Factor Analysis of the 52-item instrument as derived by Varimax Rotation Procedure

Items
1
Q27. Interprets in which scientific paradigm his
subject-matter position and point of view
belongs to
Q21. Can talk scientifically from the viewpoint of
his science
Q25. Can see the relation of his science with
other sciences
Q23. Knows the limits of his science
Q17. Is aware of the developments in his
science, which he interprets
Q19. Can distinguish with clarity principles,
hypotheses, interpretations in his science
Q4. Knows how theories or principles of his
subject have been developed
Q15. Can answer contemporary issues based on
his knowledge of the subject-matter
Q36. Knows and applies differentiation, so that
to correspond to the different needs of students
in mixed ability classrooms
52. Identifies and organizes hierarchical
activities beginning from prerequisite knowledge
to basic and transformative knowledge
Q2. Uses various methods and strategies of
teaching
Q33. Evaluates each student in relation to his
progress

2

3

4

5

Factors
6
7

8

9

10

11

.809

12

h²
0.70
0.70

.790

0.69

.683
.602

.433

.564
.548

.440

0.77
0.69
0.71
0.68

.452

0.70

.415

0.75
.807
.786
.685
.624 .403

0.69
0.73
0.73
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Q37. Offers each student the opportunity to
express his opinion during teaching
Q50. Uses methods of active learning, giving the
opportunity to students to be actively involved
in learning
Q10. Shows respect towards all students
through his behaviour and his way of
communicating with them
Q22. Encourages interaction between his
students
Q12. Organizes activities that aim to involve all
students
Q20. Encourages interaction between himself
and the students
Q28. Represents the subject in a way that it is
understood by all students
Q24.Deals effectively with problems of discipline
Q39. Has the skill of good questioning
30. Knows for each subject which is the
prerequisite knowledge and the connections
between subjects
Q26. Knows and applies techniques of classroom
administration and organisation
Q32. Knows students‘ misconceptions for a
particular subject
Q18.Uses
explicit
rules
of
classroom
organization
Q38. Uses the suitable means that contribute to
the explanation of the central idea
Q9.Structures the lesson‘s content so that it has
a reasonable flow from simple to complex issues
Q40. Uses suitable teaching approaches of
content so that to transform it to

0.61

.562
.528

0.73

.513

0.72

.799

0.78

.722

0.69

.625
.590

0.72

.408

.500

0.68

.417

0.73
0.74
0.82

.677
.572 .523
.566

.484

0.68

.515
.420

.502

0.83

.451

.474

.473

0.78

.802
.512
.476

0.74

.431

0.82
0.70

15
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

comprehensible knowledge
Q34. Uses suitable examples for the explanation
.474
of concepts that are related to particular subject
Q45.Assigns exercises that help students to
.670
comprehend the subject
Q46. Uses different ways of teaching depending
.669
on the content and his students
Q49. Enriches the text book material
.545
.401
Q48. Can identify the lesson‘s basic knowledge
.522
and place emphasis on it
Q41. Identifies the prerequisite knowledge of
.824
students before his instruction
42. Identifies students‘ learning difficulties of a
.710
particular subject before his instruction
Q31. Uses evaluation criteria that correspond to
.571
the aim of his teaching
Q7. Not only does he comprehend the concepts
.429
.476
he teaches, but he is also able to explain them
Q6. Knows the answers to students‘ questions
.454
in relation to the subject
Q35. Uses known analogies of students in order
.430
.599
to explain the concepts of the subject
Q43. Encourages the development of students‘
critical thinking
Q11. Is informed about the developments in his
.423
field
Q8 Has made specialized study in the subject he
teaches
Q14 Help students to understand that he has
high expectations and he motivates them
Eigenvalue
12.8
3.6
2.3
1.8
1.7
1.6
1.4
1.3
1.2
Percentage of variance
9.6
9.5
9.0
6.4
6.3
5.7
5.3
5.0
4.0
Cumulative percentage of variance
9.6 19.0 28.0 34.5 40.7 46.4 51.7 56.8 60.7

0.67
0.74
0.68
0.62
0.68
0.80
0.78
0.71
0.59
.419

0.75
0.66
0.68

.741

0.69

.428

0.83

.859
.794
1.1
3.9
64.6

1.1
1.0
3.7
3.5
68.3 71.8

0.77
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Based on the results of the factor analysis, one can conclude that studentsteachers distinguish clearly the category of CK, the items of which load on Factor
1. The categories of CK and PCK are clearly distinguished in some factors (e.g.
Factor 6 consists only of items developed to belong to the PCK category);
however, items of the PK and the PCK categories are mixed in some factors.

5. Discussion
This study aimed to present students-teachers‘ beliefs regarding the value they
attribute to the three types of teachers‘ knowledge according to Shulman (1986,
1987). This issue has seldom been addressed by the literature (Jang, Guan &
Hsieh, 2009), although it is considered of major importance for teachers‘
development programmes and curricula. Consequently, it was worthwhile to
develop an instrument that could be used to investigate in a quantitative way
this issue. Results of analysis indicated that the instrument shows satisfactory
reliability. The scales themselves proved to be consistent, while item-scale
correlation provided suggestions to delete weak items. Also, almost all
statements had a standard deviation ≤ 1, a value that indicates a satisfactory
degree of coherence between the answers. By factor analysis, it was examined
whether construction of this questionnaire was consistent to the three types of
teachers‘ knowledge, as they were defined. Factor analysis revealed a good
factor structure, with the CK category to be clearly distinguished from PK and
PCK. Of course, future research could involve revision of some items based on
the suggestions of the factor analysis. Also, a new perspective in future research
could be to specify the subject matter in which the three types of knowledge are
investigated.
Concerning the question whether students-teachers attribute equal value to the
three types of knowledge or they consider a specific type of knowledge more
important than the others for effective teaching, this research has shown that all
categories are considered very important (mean score of the scales 5.92 and
above). Of course, the CK category had the lowest mean score and the items
with the lowest mean scores referred to CK, while the items with the highest
mean scores to PK and PCK. Also, factor analysis indicated that participants could
clearly distinguish the CK category from PK and PCK. Further research is needed
for the investigation of this question.
Concluding, this study can only provide limited insights into the validity of our
measures, while the generalizability of our results is limited due to the study‘s
small sample. Further research is needed in order to establish the reliability and
validity of the instrument and investigate student-teachers‘ beliefs on the issue
of teachers‘ knowledge.

6. References
Anastasi, A. (1988). Psychological Testing. New York: Macmillan.

17
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Clarke, D. J., & Hollingsworth, H. (2002). Elaborating a model of teacher
professional growth. Teaching and Teacher Education, 18(8), 947-967.
Garcia, L. M. & Roblin, N. P. (2008). Innovation, research and professional
development in higher education: Learning from our own experience. Teaching
and Teacher Education, 24(1), 104-116.
Krauss, S., Brunner, M., Kunter, M., Baumert, J., Neubrand, M., Blum, W., &
Jordan, A. (2008). Pedagogical Content Knowledge and Content Knowledge of
Secondary Mathematics Teachers. Journal of Educational Psychology, 100(3),
716 – 725.
Lanahan, L., Scotchmer, M., & McLaughlin, M. (2004). Methodological critique of
current NCES survey measures of instructional processes. Retrieved May 14,
2010, from http://www.air.org/search/?q=Lanahan&submit=Go
Shulman, L. S. (1986). Those who understand: Knowledge growth in teaching.
Educational Researcher, 15, 4 – 14.
Shulman, L. S. (1987). Knowledge and Teaching: Foundations of the new reform.
Harvard Educational Review, 57, 1 – 22.
Wilson, S., Shulman, L. S., & Richert, A. (1987). ‗150 different ways of knowing‘
Representations of knowledge in teaching. In J. Calderhead (ed.), Exploring
T eacher T hinking. London: Cassell.
Zeller, R. A. (1994). Validity. In T. Husen and T.N. Postelthwaite (eds). The
International Encyclopedia of Education: Vol 11. Oxford: Pergamon press.

18
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

Valeurs et profil de consommation télévisuelle
Ana Aierbe, Concepción Medrano, Juan Ignacio Martínez de Morentin
Université du Pays Basque - Espagne
ana.aierbe@ehu.es

Résumé
Le travail a été fait sur une analyse d‘un échantillon de 1318 personnes du Pays Basque
(Espagne) concernant certains aspects du profil de leur consommation télévisuelle et de
leurs valeurs personnelles. Les instruments utilisés ont été l‘Échelle des Domaines de
Valeurs Télévisuelles (Val-TV 0.1) et le Questionnaire des Habitudes Télévisuelles (CHTV.01). Dans les résultats en rapport avec les valeurs, on a constaté que les notes les
plus hautes qui ont été obtenues sont la bienveillance, l‘accord et l‘auto-direction. En ce
qui concerne le profil de consommation, ce sont les émissions ludiques et de
divertissement qui ont été mises en avant. Les personnages choisis par l‘échantillon ont
été en majorité masculins, d‘âge mûr, qui sont des personnages de fiction et qui n‘ont
aucune profession. Les résultats obtenus nous permettent d‘envisager les rapports entre
les valeurs et les préférences télévisuelles comme un recours éducatif pour l‘éducation
morale.

Mots clé: valeurs - personnages télévisuels - émissions de télévision - profil de
consommation - éducation morale.

1. Introduction
Aujourd‘hui, il y a un commun accord à reconnaître que le pouvoir et l‘attrait de
la télévision sont très importants et jouent un rôle essentiel dans le
développement et l‘acquisition de valeurs (Carr, 2006; Witenberg, 2007). Ce
média, en plus de distraire et de divertir, doit également former, ce qui se passe,
c‘est qu‘actuellement, il le fasse dans les deux sens. Nous savons que la
télévision transmet autant de valeurs matérialistes que prosociales et nous
considérons que cette ambiguïté est préjudiciable au point de vue de l‘éducation
morale (Aierbe et Medrano, 2008; Medrano et Cortés, 2007).
À ce sujet, différentes études faites dans le contexte américain (Lidz, 1984; Tan,
Nelson, Dong et Tan, 1997), ont analysé ce fait, en démontrant que la télévision
transmet des valeurs conventionnelles de la classe moyenne américaine: être
honnêtes, s‘efforcer que le travail soit bien fait, le sens du devoir, etc. D‘autres
auteurs affirment que par l‘intermédiaire de la télévision, on peut renforcer aussi
bien des valeurs positives que des valeurs négatives ou contre-valeurs (Muir,
1993; Wakfield, Flay, Nichter et Giovino, 2003). De même, on estime que la
télévision peut affecter non seulement les valeurs (Carr, 2006; Lee, 2007), mais
aussi les comportements des jeunes par rapport à ce qu‘ils achètent, à la façon
dont ils s‘habillent et agissent, comment ils définissent leur identité ou comment
ils arrivent à comprendre quelle est leur place dans le monde (Morgan, 2007).
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En définitive, conformément aux études préalables, nous sommes partis de
l‘hypothèse de base où les contenus télévisuels constituent, eux-mêmes, une
voie d‘apprentissage à travers les structures narratives qui y sont exposées.
Dans le but de connaître les valeurs de l‘échantillon étudié, on est parti d‘un
modèle élaboré par Schwartz et Boehnke (2004). Ces auteurs conceptualisent les
valeurs comme des représentations cognitives provenant des besoins biologiques
de base, de l‘interaction sociale et des demandes des différentes institutions
sociales. La structure de valeurs proposée par ce modèle nous permet
l‘interprétation des conduites visibles dans l‘interprétation dans les narrations
télévisuelles, en termes de valeurs. C‘est à partir de ce cadre de référence qu‘a
été confectionné l‘instrument de mesure destiné à connaître les valeurs des
sujets de notre étude.
D‘autre part, la télévision joue un rôle essentiel dans la socialisation, non
seulement dans l‘acquisition de l‘information mais aussi dans l‘adoption de
modèles de comportement par l‘intermédiaire des personnages qui apparaissent
dans les différentes émissions. En ce sens, Steenland (1990) trouve que les
émissions, émises à des heures de plus grande audience, transmettent l‘idée que
l‘image est plus importante que l‘intelligence, que les personnages féminins
apparaissent plus passifs et moins individualisés que ceux masculins. Dans cette
étude, la conclusion déduit que les adolescents s‘identifient aux valeurs que ces
émissions transmettent. Également, Hoffner (1996) trouve dans une étude faite
avec des adolescents où, tant les filles que les garçons, quand on leur demande
de s‘identifier à leur personnage favori, ils ont tendance à le faire avec des
personnages du même sexe, étant donné que ce sont les caractéristiques qui
marquent le plus les traits de la personnalité, l‘intelligence, l‘apparence physique,
le sens de l‘humour et même, la façon de parler. Ruiz, Conde et Torres (2005),
quant à eux, trouvèrent que l‘attrait physique apparaît comme un attribut
enviable chez les enfants et les adolescents.
Dans une étude réalisée par Harwood (1997) où sont comparés différents
groupes d‘âges (enfants, adolescents et adultes), on trouve qu‘il existe une plus
grande préférence vis-à-vis des personnages qui ont le même âge qu‘eux. Il en
est de même pour le travail de Saito (2007) qui démontre que la télévision tend
à cultiver des attitudes liées aux rôles de genre traditionalistes chez un grand
nombre de téléspectateurs, en particulier, des femmes. D‘autre part, on a étudié
le feuilleton télévisé comme quelque chose qui transmet des valeurs en
considérant que, grâce à lui, on arrive à de plus grands niveaux de prises de
conscience sociale que dans certaines campagnes de publicité sur différents
sujets (Montero, 2006).
Le but principal de cette étude a été de connaître les valeurs et certains aspects
du profil de leur consommation télévisuelle (préférences télévisuelles et
personnages d‘identification) dans un échantillon de 1318 personnes. On voulait,
en outre, analyser les rapports entre les valeurs et ce profil.
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2. Méthode
2.1. Conception
La nature de l‘étude a été quantitative/qualitative étant donné qu‘elle intégrait
les deux paradigmes. L‘approche a été faite conformément aux caractéristiques
d‘une conception corrélationnelle de base, étant donné que les variables n‘étaient
pas utilisées. C‘est le logiciel statistique SPSS qui a été employé pour les
analyses quantitatives. De même, des catégories d‘analyses émergentes ont été
prévues pour les analyses qualitatives. Le but de notre travail a été de décrire et
de rapporter certains indicateurs du profil de consommation et les valeurs de
l‘échantillon étudié.
2.2. Échantillon
L‘échantillon était composé d‘un ensemble de 1318 personnes dont 73,5% (969)
correspondait au groupe des adolescents, 12% à celui des jeunes et, 14% à celui
des adultes/parents. Les adolescents étaient des étudiants d‘Éducation
Secondaire Obligatoire répartis dans neuf centres du Pays Basque (Espagne)
avec des âges compris entre 13 et 15 ans. La sélection des adolescents a été
faite à partir d‘un échantillonnage à deux degrés par grappes et aléatoire, avec
un niveau de confiance de 0.95 et une erreur d‘échantillonnage de 0.02.
Initialement, les centres scolaires ont été pris comme unité de conglomérat afin
de pouvoir sélectionner aléatoirement les centres objet de notre enquête (en
tenant compte des critères public/privé et du modèle linguistique) et ensuite,
parmi eux, les salles de classe à enquêter ont été sélectionnées aléatoirement
(parmi toutes, celles qui correspondaient aux années de 2º et 3º de ESO). Les
jeunes étaient des étudiants universitaires avec un âge compris entre 19 et 30
ans et, dans ce cas, l‘échantillon a été par pertinence. Enfin, le groupe de
parents (adultes) a présenté une plage d‘âge entre 30 et 55 ans, et la sélection a
été effectuée par l‘intermédiaire de la technique de la boule de neige, c‘est-à-dire
qu‘ils ont été contactés par l‘intermédiaire de leurs fils.
2.3. Instruments de mesure
Deux instruments ont été utilisés dans cette étude. En premier lieu, un
questionnaire qui recueille tous les items liés à leur profil de consommation et les
arguments qui sont avancés pour choisir des émissions déterminées, ainsi que
leurs personnages préférés. Il s‘agit du Questionnaire des Habitudes
Télévisuelles (CH-TV.01) (Medrano, Cortés et Palacios, 2007). Le questionnaire
se compose de 30 items, où vingt-quatre sont fermés et les seize restants sont
ouverts. Pour ce travail, on a catégorisé les réponses correspondantes à l‘item 20
(pour quelles raisons aimez-vous ces émissions) ; à l‘item 24 a (quel est le
personnage qui vous plaît le plus) et 24 b (les motifs et les arguments pour
choisir de personnage).
L‘échelle de Domaines des Valeurs Télévisuelles (Val-TV 0.1) a été administrée
en second lieu. Cet instrument est une adaptation de l‘Échelle des Valeurs
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originale créée par Schwartz (SVS). Les nombres de points concernant les
valeurs ont été obtenus grâce à la réponse aux dix items de chaque sous-échelle
liés aux valeurs suivantes : auto-direction, stimulation, hédonisme, satisfaction,
pouvoir, sécurité, conformité, tradition, bienveillance et universalisme. Ces
nombres de points sont recueillis à l‘aide d‘une échelle de Lickert de cinq points
où est exprimé le degré d‘accord ou de désaccord de chaque item.
2.4. Procédure
L‘administration du questionnaire et l‘échelle de valeurs ont duré 60 minutes
environ. La collecte des données, dans le cas des adolescents, a été réalisée par
les propres enquêteurs avec un professeur du centre. Dans l‘application sur place
du test, deux questionnaires ont été remis à chaque adolescent : un pour le père
et un autre pour la mère dans une enveloppe fermée avec une lettre explicative
des objectifs de l‘enquête. Les données de l‘échantillon de jeunes, tous
universitaires, ont été obtenues par l‘intermédiaire d‘Internet, c‘est-à-dire de
façon virtuelle.
Pour les analyses quantitatives, le programme SPSS a été utilisé et différentes
analyses statistiques ont été effectuées. En ce qui concerne les analyses
qualitatives des questions ouvertes, trois phases ont été suivies afin de pouvoir
catégoriser les réponses ouvertes.
Dans une première phase, on a réalisé une transcription de toutes les réponses.
Dans une seconde phase, on a élaboré les catégories d‘analyses émergentes du
texte. Les catégories se sont épurées en tenant compte des critères suivants :
celui de l‘expérimentation et le critère théorique. Toutes les catégories ont été
comparées par l‘intermédiaire d‘une lecture collective par trois juges. Le degré
d‘accord obtenu en fonction du coefficient Kappa de Cohen a été de 0.7.
Dans une troisième phase et dans le but de pouvoir rendre maniable,
statistiquement, le nombre élevé de noyaux thématiques extraits, on a procédé à
leur recatégorisation. Le critère choisi, dans ce cas, a été de regrouper les
catégories qui avaient un pourcentage de réponse plus faible et de les réunir en
suivant un critère théorique relatif au contenu de la catégorie.

3. Résultats
Par rapport à notre premier objectif, connaître les valeurs de l‘échantillon étudié,
les plus grands nombres de points sont obtenus pour la bienveillance, la
conformité et l‘auto-direction qui vont au-delà des quatre points dans une échelle
avec un maximum de 5. En revanche, les nombres de points les plus bas sont
donnés pour le pouvoir qui n‘arrive pas au nombre de points moyen théorique de
l‘échelle de trois points. Le reste obtient un nombre de points entre 3 et 4.
En analysant les résultats obtenus concernant les second, troisième et quatrième
objectifs, l‘échantillon s‘est positionné différemment par rapport à la télévision.
Comme on peut l‘observer dans le Tableau 1, la raison la plus fréquente pour
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choisir les émissions (item 20, pour quelles raisons aimez-vous ces émissions ?)
est qu‘il s‘agit de contenus positifs (40,3%).
Tableau 1. Choix de l‟échantillon par rapport aux types d‟émissions, les
personnages choisis et les raisons du choix des personnages
Type d‟émissions
Question 20
Divertissement
Distractionhumour

Personnage des émissions
Question 24a

228

18.9%

268

22.2%

Information/a
ctualité

54

4.5%

Contenus

97

8.0%

Autres
contenus
positifs

487

40.3%

74

6.1%

Autres

Séries
policières
Séries
comiques
Séries
de
métiers et de
professions

43

4.6%

276

29.2%

31

3.3%

Sports

22

2.3%

Dessins
animés

225

23.8%

Feuilletons

97

10.3%

Concours

30

3.2%

107

11.3%

25

2.6%

32

3.4%

28

3.0%

28

3.0%

Humour
Autres

TOTAL

1208

Séries
générales et
films
Presse
du
coeur
et
show
émissions
Culturels
et
d‘information
s
TOTAL

944

Raisons dans le choix d‟un
personnage
télévisuel (Question - 24b)
Divertisseme
391 43.0%
nt
Identification
28
3.1%
personnelle
Non
conventionne 26
2.9%
lle
Professionnal
131 14.4%
isme
Personnalité
positive
Autres
caractéristiqu
es négatives
Autres
caractéristiqu
es positives
Autres
qualités
physiques
considérées
comme
positives

Total

89

9.8%

84

9.2%

53

5.8%

107

11.8%

909

C'est-à-dire des contenus qui ont un rapport avec des thèmes et/ou culturels,
suivis de loin par des émissions de distraction/humour (22,2%) ou de
divertissement (18,9%). Bien plus loin se trouve la catégorie des contenus
(8,0%), disons pour le contenu proprement dit et, en dernier, ceux
d‘information-actualité (4,5%) et le reste de programmes non inclus dans
d‘autres catégories (6,1%). Ils aiment avant tout les personnages de séries
comiques (29,2%) et ceux de dessins animés (23,8%), suivis à une certaines
distance de ceux humoristiques (11,3%) et ceux des feuilletons télévisés
(10,9%). L‘être amusant est la principale raison pour choisir un personnage
télévisuel (43%) tandis que de très loin apparaissent d‘autres raisons comme le
professionnalisme (14,4%), d‘autres qualités physiques considérées comme
socialement positives (11,8%). D‘autres catégories, comme présenter des
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aspects positifs, faciliter une identification personnelle
conventionnel, sont les moins fréquentes (Tableau 1).

ou

ne

pas

être

Tableau 2. Analyse de la variance selon les choix de l‟échantillon au sujet des
émissions de télévision

Auto-direction
Stimulation
Hédonisme
Satisfaction
Pouvoir
Sécurité
Conformité
Tradition
Bienveillance
Universalisme

Type
d‟émiss
ions
Questio
n 20

Personna
ge des
émissions
Question
24a

Raisons
pour
choisir un
personna
ge
télévisuel
(Question
- 24b)

Genre du
personna
ge

Âge du
personna
ge

Nature
du
personna
ge

Activité
du
person
nage

F
.934
.131
1.676
1.012
1.555
1.033
1.967
1.950
.275
1.002

F
1.440
1.509
1.249
1.828*
1.533
1.125
1.659
.939
1.995*
1.301

F
2.351*
.725
.871
1.994
.786
1.418
.988
2.470*
1.912
1.464

F
.096
1.052
3.320
2.983
4.696*
.832
.124
.079
.424
2.261

F
1.213
2.051
.310
1.387
1.007
.243
1.857
.272
.657
1.391

F
.015
2.251
2.961
4.008*
2.596
.584
.022
1.408
.316
.153

F
.111
.933
.002
.001
.453
.221
.383
1.480
1.029
.463

* P<.05
Par rapport à notre cinquième objectif, la description des caractéristiques des
personnages sélectionnés conformément au sexe, à la nature, à l‘âge du
personnage et à la profession, nous obtenons les résultats suivants : les
personnages choisis par l‘échantillon sont en majorité masculins (82,2%), ils
correspondent à un âge mûr (74,4%), ils sont de fiction (84,4%) et, souvent, ils
n‘exercent aucune profession (73,2%).
En ce qui concerne notre dernier objectif, connaître les rapports entre les valeurs
des participants dans l‘enquête et certains aspects de leur profil de
consommation télévisuelle, on peut observer dans le Tableau 2, les statistiques
de contraste des analyses de variance effectuées parmi les différentes catégories
de préférences télévisuelles. Etant donné que l‘âge peut conditionner le type de
choix d‘émissions de télévision, on a intégré le groupe d‘âge chronologique
comme co-variable.
En principe, il n‘y a pas de différences dans les valeurs que montrent les
participants en fonction des types d‘émissions de télévision qu‘ils choisissent
(Question 20). Pourtant, il est vrai que nous trouvons certaines différences dans
les valeurs de satisfaction (F=1,828, p=.046) et de bienveillance (F=1,995,
p=.026) en fonction du type de personnage que choisissent les participants dans
cette enquête (Question 21). Néanmoins, les pourcentages de variance expliqués
sont faibles (êta carré partiel 0.024 dans le premier cas et 0.026 dans le
second). Les comparaisons par paires (Sidak) montrent dans le premier cas
(p=.049) uniquement de plus grands niveaux de satisfaction parmi ceux qui
choisissent des personnages de concours contrairement aux personnages de
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séries policières [4,40 (0,764) vs. 3,47 (1,298)]. Dans le second cas (p=.023),
ceux qui choisissent des personnages de feuilletons télévisés montrent de plus
grands niveaux de bienveillance que ceux qui choisissent les dessins animés
[4,40 (0,764) vs. 3,47 (1,298)].
On trouve également certaines différences statistiquement significatives dans les
valeurs d‘auto-direction (F=2,351, p=.022) et de tradition (F=2,4470, p=.016)
en demandant les raisons pour lesquelles ils choisissent ces personnages
(Question 24 b). Tout comme dans le cas précédent, les pourcentages de
variance expliquée sont faibles, êta carré partiel 0.020 dans le premier cas et
0.021 dans le second. Les comparaisons par paires (Sidak) signalent dans ce cas
que ceux qui choisissent des personnages par identification personnelle ont un
nombre de points plus faible pour tradition que ceux qui le font pour
professionnalisme [2,85 (0.229) vs. 3,772 (0.105), p=.008] ou pour personnalité
positive [2,85 (0.229) vs. 3,658 (0.124), p=.048]. Dans le cas de l‘autodirection, malgré que le contraste soit significatif, aucune différence entre paires
n‘arrive à être statistiquement significative.
Le choix de personnages masculins ou féminins est associé à des différences
dans la valeur de pouvoir (F=4,696, p=.031), bien qu‘une fois de plus, avec un
pourcentage de variance expliquée très faible, seulement 0,6%. Les personnes
qui choisissent des personnages masculins ont un nombre de points plus haut
pour pouvoir que ceux qui choisissent des personnages féminins [2,82 (1,244)
vs. 2,58 (1,192)].
Le choix de personnages, selon leur nature de fiction ou de réalité, est associé à
des différences dans la valeur de satisfaction (F=4,008, p=.046), en trouvant
que les personnes qui choisissent des personnages réels affichent un nombre de
points plus haut pour satisfaction que ceux qui choisissent de fiction [4,11
(0,995) vs. 3,92 (1,086)].
Il n‘y a pas de différences dans les nombres de points sur des valeurs dans le
reste de variables considérées, un groupe d‘âge du personnage télévisuel choisi
ou nature de celui-ci par rapport à l‘exercice ou non d‘une profession.

4. Discussion
L‘objectif principal de cette étude était de connaître certains aspects du profil de
consommation télévisuelle et les valeurs d‘un échantillon d‘adolescents, de
jeunes et d‘adultes. On voulait également analyser les rapports entre les valeurs
et ce profil. Avec les données prises dans leur ensemble, une première
conclusion que l‘on peut tirer est la grande diversité de préférences dans le
média télévisuel. À partir de cette variété de préférences, on trouve quelques
différences dans les valeurs que montrent les personnes qui ont été étudiées.
Ainsi, par rapport à leurs valeurs, on constate que celles-ci ne sont pas
intégrées seulement dans un domaine, en suivant la perspective de Schwartz,
mais qu‘il y a plutôt une tendance hétérogène. Une possible explication que l‘on
peut donner sur ces données réside dans l‘accord avec ce qui a été mentionné
dans l‘introduction de ce travail en ce qui concerne l‘ambiguïté qui existe dans la
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société, où coexistent des valeurs tant prosociales que matérialistes que la
télévision transmet également (Carr, 2006; Morgan, 2007).
En nous référant aux choix de l‘échantillon en ce qui concerne les types
d‘émissions, de personnages choisis et les raisons de leur choix, les participants
optent pour des aspects ludiques et de divertissement. Il faut souligner que le
profil du personnage de télévision le plus désigné est celui qui se trouve être le
plus amusant. Pourtant, dans d‘autres travaux, la préférence est donnée à
l‘attrait physique (Ruiz, Conde et Torres, 2005). À notre avis, les données
collectées viennent confirmer que le but de la télévision est le divertissement et
la distraction et, presque jamais, une formation. De même, ce sont les
personnages de séries qui sont les plus appréciés, comme l‘ont également
constaté d‘autres études analysées auparavant. Ce fait s‘explique car c‘est le
genre qui représente le mieux la réalité des téléspectateurs et, en général, nous
nous sentons représentés dans ces séries. De même, nous trouvons que l‘une
des raisons les plus marquantes dans le choix d‘une émission est qu‘elle ait des
contenus positifs, c‘est-à-dire, de présenter des contenues liés aux thèmes
sociaux et/ou culturels. Il faut, en outre, souligner que les personnages de la
dénommée télévision « poubelle » sont très peu désignés.
Nous avons également trouvé que les personnages choisis par l‘échantillon sont
majoritairement masculins, ils correspondent à un âge mûr, ils sont de fiction et
souvent, n‘exercent aucune profession. Dans ce sens, le résultat attire l‘attention
car ils s‘identifient à des personnages masculins bien qu‘il y ait plus de femmes
que d‘hommes parmi l‘échantillon. Ces données sont opposées à celles trouvées
dans d‘autres études (Steenland, 1990; Hoffner, 1996) et nous voulons mettre
en avant l‘influence que peut représenter la plus grande présence du sexe
masculin dans la télévision comme un aspect à travailler à partir de l‘éducation
morale (égalité), étant donné que la télévision tend à transmettre des rôles de
genre traditionalistes (Saito, 2007).
Il est curieux qu‘ils préfèrent des personnages d‘âge mûr puisque la majorité de
l‘échantillon est composée d‘adolescents et ces résultats ne concordent pas non
plus avec ceux trouvés par d‘autres auteurs (Harwood 1997; Montero, 2006) qui
mettent en avant que les personnages préférés des adolescents sont souvent des
personnages avec le même qu‘eux.
À notre avis, l‘étude des rapports entre des valeurs et des aspects du profil
télévisuel, en plus de leur importance méthodologique, nous permet d‘envisager
certaines implications pour l‘éducation morale. Ainsi, dans les analyses
effectuées, on observe des différences significatives entre des valeurs et certains
aspects du profil télévisuel. Il est intéressant de souligner, par exemple, que la
valeur de pouvoir présente un nombre de point plus haut quand sont choisis des
personnages masculins ; tandis que celui de tradition est plus haut quand ils
signalent le professionnalisme dans le choix d‘un personnage. Cependant, la
bienveillance est liée aux personnages de feuilletons télévisés. Ces données,
interprétées à partir du modèle de Schwartz, nous fournissent de nombreuses
pistes pour continuer à approfondir et à travailler autour de l‘éducation morale et
le visionnage télévisuel.
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Nous considérons qu‘il ne s‘agisse pas tant de créer de nouvelles émissions
éducatives que de travailler à partir de leurs programmes favoris dans les deux
sens. D‘un côté, il est nécessaire d‘intervenir pour décoder les messages et
d‘autre part, il faut promouvoir des stratégies déterminées qui favorisent le
développement de valeurs, par exemple, l‘éclaircissement de valeurs, la
discussion de dilemmes qui se présentent dans les narrations télévisuelles, des
phrases incomplètes, une reconstruction conceptuelle de textes narratifs, etc. En
définitive, nous pensons que le média télévisuel est une bonne ressource pour
l‘éducation morale.
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Abstract
The present study attempted to discover the impact of reduction recasts on the
improvement of the speaking ability and on the repaired grammatical uptakes rate of EFL
learners. After administering a language proficiency test, 52 homogeneous students were
randomly assigned to the experimental and the control group respectively. The
comparison of the two groups on the speaking pretest confirmed the homogeneity of the
subjects before the instruction. During 12 sessions of instruction, the experimental group
received reduction recasts and the control group received non-reduction recasts. After
the treatment, both groups took part on the speaking posttest. The results indicated that
the performance of the subjects in the experimental group was significantly better than
that of the control group. Furthermore, the comparison of the repaired grammatical
uptake means between the experimental and control groups revealed that the former
group had outperformed the latter to a great extent.

Keywords: reduction recasts – non-reduction recasts – repaired grammatical uptakes
– speaking ability

1. Introduction
Today the need for communication taps on the social aspect of human being
realized in two channels of oral or written, but the emphasis is on oral
communication as the best manifestation of language abilities (Celce-Murcia,
2001). From the teaching point of view, speaking in a second or foreign language
has often been looked at as the most demanding of all four skills (Baily &
Savage, 1994). Speaking as an important element of communication needs
special attention and instruction in the domain of Teaching English as a Foreign
Language (TEFL). In order to provide effective instruction, it is necessary to
examine the factors, conditions, and components underlying speaking
effectiveness. Thus, away from respectful approaches to improving speaking
skill, like finding a way to treat low status students and/or high status students
who might take over the group (Cohen, 1996), or how to provide enough
opportunities for students to become involved in different oral activities, the
need for investigation in some areas like the types of the teacher's corrective
feedback in the classroom remains important.
Over the past two decades, corrective feedback and learner uptake have been
targets of investigation for researchers working in the field of classroom second
language acquisition. One of the researchers examining the effects of such
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teacher-student interactional moves is Lyster, who worked extensively on the
observational classroom research in French immersion programs in Quebec,
Canada (Lyster, 1994, 1998a, 1998b, 1999; Lyster & Ranta, 1997). Of particular
interest is a study by Lyster and Ranta (1997), in which they identified different
types of corrective feedback and student uptake. In their study, corrective
feedback is described as the provision of negative evidence or positive evidence
upon erroneous utterances, which encourages learners' repair involving accuracy
and precision, and not merely comprehensibility. Also, learner uptake is defined
as a student's utterance that immediately follows the teacher's feedback, and
that constitutes a reaction in some way to the teacher's intention to draw
attention to some aspects of the student's initial utterance (Lyster & Ranta,
1997).
Lyster and Ranta's study is significant in that it offered a systematic picture of
patterns of interactional moves between teachers and students, such as the type
of feedback arising from different types of errors, and the type of feedback that
leads to more uptakes. In addition, their findings can serve as a basis for SLA
research that investigates whether feedback-uptake sequences indeed contribute
to language learning.
Lyster and Ranta (1997) defined recasts as "the teacher's reformulation of all or
part of a student's utterance, minus the error" (p. 46). This definition points to
the fact that the reformulation can involve either the entirety or a part of the
original erroneous utterance. The latter is what Roberts (1995) calls 'partial
recasts', when the teacher only models the segment of the utterance in which
the error occurs. Lyster (1998a) calls this type 'reduction recasts'. According to
Sheen (2006), in reduction recasts the reformulation is shorter than the learner's
erroneous utterance. This is opposite to 'non-reduction recasts' in which the
reformulation repeats the learner's entire utterance.
Another controversial issue in the study of recasts is the significance of uptake
and its role in acquisition. For the purposes of their study of corrective feedback,
Lyster and Ranta (1997) defined uptake as "a student utterance that
immediately follows the teacher's feedback and that constitutes a reaction in
some way to the teacher's intention to draw attention to some aspect of the
student's initial utterance" (p. 48). Uptake can constitute 'repair' (i.e., the uptake
move corrects the initial error) or be characterized as 'needs repair' (i.e., the
uptake move does not correct the initial error). Controversy centers on whether
the learner's uptake does or does not contribute to acquisition.
A few studies have examined the relationship between different types of recast
and uptake with repair. Sheen (2006) found that mode, linguistic focus, and type
of change influenced repair. Philip (2003) examined learners' ability to recall
recasts immediately after hearing them. She found that short recasts were
recalled better than long recasts, especially by less proficient learners, and
recasts with just one or two changes were recalled more accurately by all
learners, irrespective of proficiency.
However, no study has yet been conducted on the impact of different types of
teacher recasts on the language learners' speaking ability. Moreover, the effect
of recast types on the learners' uptakes rate has not been investigated.
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Accordingly, the present study attempted to discover the impact of reduction
recasts on the speaking ability and on the repaired grammatical uptakes rate of
EFL learners. To fulfill the purpose of the study the following research questions
were formulated:
1. Is there any significant difference between English speaking ability of EFL
learners corrected by reduction recasts and those corrected by non-reduction
recasts?
2. Do reduction recasts result in greater amount of repaired grammatical uptakes
than non-reduction recasts among EFL learners?

2. Method
2.1. Participants
In order to conduct this study, 63 Iranian female adults were selected among
intermediate level students of an English language school in Tehran. They were
between 17 and 27 years of age. To ensure the homogeneity of the participants,
a language proficiency test was administered to them. After analyzing the
results, 52 students who scored nearly within one standard deviation above and
below the mean were included in the study. Later, the participants were
randomly assigned to two experimental and control groups. The experimental
group included 27 students, while the control group contained 25 participants.
It is worth mentioning that 41 other intermediate students, who were similar to
the actual participants of the research, took part in the pilot study of the abovementioned language proficiency test.
2.2. Instrumentation
2.2.1. Language Proficiency Test
A Preliminary English Test (PET) was used for homogenizing the subjects of this
study in terms of their general English proficiency. It was published by
Cambridge English for Speakers of Other Languages (ESOL, 2006). The PET test
consisted of four sections: reading (35 items), writing (8 items), listening
comprehension (25 items), and speaking (four sub-parts).
The writing section of the PET consisted of three sub-parts. The first sub-part of
writing section included four items which were scored objectively. However, the
other two sub-parts were scored utilizing the analytic scale for rating writing
tasks (PET exam package, 2006).
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2.2.2. Speaking Pretest
To make sure the participants in the two groups belonged to the same population
in terms of speaking ability, the researchers utilized the speaking section of the
PET as the pretest.
This section consisted of four sub-parts (a two-minute interaction on a general
topic, a two-minute interaction on a visual stimulus, a three-minute speech on a
verbal prompt, and a three-minute general discussion) which were scored by two
raters using the analytic scale of the PET speaking test (2006). Based on this
scale, the students were assessed on their appropriate use of grammatical forms
and vocabulary, discourse management, pronunciation, and interactive
communication.

2.2.3. Speaking Posttest
At the end of the instruction period, the speaking section of the PET was
administered to the subjects of the study. To avoid practice effect, the speaking
posttest was administered 75 days after the pretest exactly with the same
procedure.

2.3. Procedure
Since the researchers needed to select and homogenize the participants of the
study, they first embarked on piloting the PET with 41 students at the
intermediate level. Once the test was modified following the piloting, it was
administered to the 63 target participants described above. Then, the
homogeneous students were randomly assigned to the experimental and control
groups.
To ensure that the two groups were homogeneous in terms of their speaking
ability, the scores of the speaking section of the language proficiency test were
used as the pretest scores of the subjects. As mentioned earlier, the speaking
section of the PET consisted of four sub-parts. It started with a two-minute
interaction of candidates with the interlocutor. Each interviewee had to respond
to general questions about herself on topics such as job, family, sport, hobby,
etc. during this part. Next, there was another two minute interaction, during
which the testees had to interact on a visual stimulus. They had to use functional
language to make and respond to suggestions, to make recommendations, and
to negotiate agreements. By the end of Part Two, a photograph was given to
each of the candidates in turn as a verbal prompt to talk about a particular topic.
During these three minutes, the subjects‘ speaking ability were assessed through
describing photographs, managing discourse, and using appropriate vocabulary
in a longer turn. All photographs used in this part were related to the same topic.
The last three-minute discussion of the speaking part was a general
conversation. The students interacted with each other in this phase on the topic
established on the theme of Part Three. Their discussion was about their
opinions, likes/dislikes, preferences, experiences, habits, etc.
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The subjects' speaking performance on all parts of the pretest was recorded and
subsequently rated by two raters.
The instructional intervention consisted of 12 sessions of 75 minutes each. Both
groups were taught based on the same teaching method and activities. At the
beginning of each session, 30-45 minutes were allocated to the students‘ news.
In each session, the students were required to prepare a piece of short news (23 minutes long). When one student was giving her report, others listened to her
carefully and benefited from the teacher‘s recasts. After a student was finished,
others exchanged their opinions about what they had heard, and they added
their information related to the topic. The teacher provided comments on the
erroneous utterances of the students through reduction recasts in the
experimental group and non-reduction recasts in the control group during the
treatment.
The teacher's reduction recasts included reformulated phrases shorter than the
erroneous utterances produced by the learners. They were usually made up of a
verb and a content word or a combination of two words in length. The teacher
used non-reduction recasts through repetition of the reformulated error in the
form of a statement, a tag question, a clarification request, a wh-question, or a
confirmation check. In case, there was more than one error in a sentence and
the teacher could not focus to correct them all, it was the first one which
received a recast. It is worth mentioning that all the 12 sessions of instruction
were video-recorded for further analysis of the students‘ erroneous utterances,
the teacher's corrective feedback in reduction form for the experimental group
and in non-reduction form in the control group in response to the students‘
errors, and the subjects‘ linguistic reactions to teacher's feedback (uptakes) in
each class.
After the news, the teacher started to teach a structural point based on the
related lesson plan; and finally an assigned part of the story book was retold by
the students. While a student was speaking, the teacher tried to act as a listener
mostly; she interrupted when there was a need for correction, which took place
with the same procedure explained above.
At the end of the instruction period, the speaking posttest was administered to
both groups to track any possible improvement in their speaking ability and in
the rate of their grammatical uptakes with respect to the kind of correction they
received throughout the treatment period.

3. Results
3.1. Piloting the Language Proficiency Test (PET)
At first, the objective sections of the PET were piloted to 41 intermediate level
students, whose language proficiency was similar to that of the participants of
the study. Then, NRT item analysis including item facility and item discrimination
was conducted for each item. After omitting 11 malfunctioning items, the
reliability of the test was estimated using the KR-21 formula; and it came out to
be satisfactory with an index of 0.78 (Table 1).
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Table 1 – Reliability of the objective sections of the PET
KR-21 r

K

0.78

54

3.2. Administering the PET
Following the piloting phase, the PET consisting of four sections (reading, writing,
listening, and speaking) was administered to 63 intermediate level students, the
descriptive statistics of which are presented in Table 2. The students whose
scores were within one standard deviation above and below the mean were
included in the study. Out of 63 subjects, 52, who met the aforementioned
criterion, were randomly assigned to two experimental and control groups.
Table 2 – Descriptive statistics of the PET
N

Mean

V

SD

Range

Minimum

Maximum

63

64.21

118.97

10.90

47

41

88

3.2.1. Intra-rater Reliability of Scoring the PET Writing Section
The writings were assessed twice, once right after the administration of the PET,
and once again sometime later after the first scoring prior to the instruction. The
assessments were done utilizing the PET rating scale (ESOL, 2006). The intrarater reliability of the writing part was 0.90, showing a high degree of
consistency between the two scorings (Table 3).
Table 3 - Intra-rater reliability of scoring the PET writing section
Ratings

Mean

SD

V

Rating 1

12.90

3.26

10.66

Rating 2

12.65

3.15

9.97

Pearson
Correlation
0.90

3.2.2. Inter-rater Reliability of Scoring the PET Speaking Section
In this phase, each subject was assessed by two raters, the interlocutor and the
assessor, utilizing the analytic scale of PET speaking test (2006). The inter-rater
reliability of the speaking pretest was 0.76, showing an acceptable degree of
consistency between the two sets of scores (Table 4).
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Table 4 – Inter-rater reliability of scoring the PET speaking section
Raters
Interlocutor
Assessor

Mean
12.92
11.25

SD
2.58
2.20

V
6.66
4.85

Pearson Correlation
0.76

3.3. Checking the Homogeneity of the Two Groups
In the next phase of the study, the scores of the subjects on the PET speaking
section were analyzed in isolation in order to make sure that the participants of
the two groups bore no significant difference in terms of their speaking ability
before the treatment. Table 5 below demonstrates the descriptive statistics of
the speaking section.
Table 5 – Descriptive statistics of the scores of both groups on the speaking pretest
Groups

N

Mean

V

SD

Range

Minimum

Maximum

Experimental

27

14.480

10.02

3.17

13.00

7.00

20.00

Control

25

14.481

4.01

2.00

9.00

11.00

20.00

As indicated in the table, the two groups' mean scores were nearly the same.
Thus, it could be concluded that both groups belonged to the same population in
terms of their speaking ability at the outset of the instruction.
The following figure represents the above mean scores of the two groups in a
more readily understandable visual modality.
Figure 1 – Mean scores of the groups on the speaking pre-test

3.4. Speaking Posttest
Following the 12-session instruction, the speaking posttest was administered to
both groups. Table 6 demonstrates the descriptive statistics of the posttest of the
two groups separately.
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Table 6 – Descriptive statistics of the scores of both groups on the speaking posttest
Groups

N

Mean

V

SD

Range

Minimum

Maximum

Experimental

27

16.81

4.77

2.18

7

14

21

Control

25

15.44

5.84

2.42

11

10

21

Figure 2 below shows the mean differences of the experimental and control
groups on the speaking posttest.
Figure 2 – Mean scores of the two groups on the speaking posttest

3.4.1. Inter-rater Reliability of Scoring the Speaking Posttest
Since each subject was assessed by two raters, the interlocutor and the
assessor, the inter-rater reliability was computed after the speaking posttest.
The result (r = 0.77) indicated a relatively high agreement between the two
scorings (Table 7).
Table 7 – Inter-rater reliability of the sores of the speaking posttest
Raters

Mean

SD

V

Pearson
Correlation

Interlocutor
Assessor

14.00
12.65

2.44
1.95

5.96
3.79

0.77

3.4.2. T-test Analysis of the Speaking Posttest
To answer the first research question, the scores of the two groups on the
speaking posttest were used for the analysis. However, in order to legitimize
running a t-test, the normality of the distributions of the scores for the two
groups were checked (Table 8).
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Table 8 – The results of the normality check
Standard Error of
Groups
Skewness
The Significant Value
Skewness
Experimental
0.327
0.448
0.729
Control

0.378

0.464

0.814

As demonstrated in Table 8, the significant values for the groups fell within the
range of -1.96 and +1.96; therefore, it was concluded that both distributions
were normal and running the independent t-test was legitimized (Table 9).
Table 9 – Independent Samples t-test of the means of the two groups on the speaking
posttest
Levene's Test for
Equality of
t -test for Equality of Means
Variances
F
F
observe
t observed
t critical
df
Mean Difference
critical
d
Equal variances
0.01
4.03
2.15
2.02
50
1.37
assumed

As indicated in Table 9, the F-observed value was 0.01, which was lower than Fcritical value (4.03) at 0.05 level of significance for 50 degrees of freedom. This
meant that the variances of the two groups could be assumed equal. The tobserved value was 2.15 at 50 degrees of freedom. It exceeded the t-critical
value of 2.02.
This revealed that the treatment was effective enough to make a significant
difference between the means of the experimental and control groups and that
using reduction recasts did bring about significantly positive effect on EFL
intermediate level students' speaking ability.
3.5. Repaired Grammatical Uptakes of the Two Groups
In order to answer the second research question, the recorded tapes of 12
instructional sessions were watched by the researchers to analyze the amount of
recasts and repaired uptakes. As mentioned earlier, repaired grammatical
uptakes were the successfully repeated grammatical reformulations produced by
the subjects. An example may help clarify this point:
S: You should go see doctor. (Grammatical error)
T: The doctor. (Reduction recast)
S: The doctor. (Repaired grammatical uptake)
The results are summarized in Table 10.
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Table 10 – Rate of the two groups‘ repaired grammatical uptakes
Sessions
1
2
3
4
5
6
7
8
9
10
11
12
Total
Mean (Total divided by
number of sessions)

Number of repaired Grammatical
uptakes in the Experimental Group
3
14
50
41
39
25
48
33
51
72
91
76
543

Number of repaired Grammatical
uptakes in the Control Group
2
1
8
5
5
5
1
7
13
16
21
24
108

45.25

9.00

As indicated in the table, the average number of the repaired grammatical
uptakes in the experimental group was 45.25, which was much higher than that
of the control group (9.00). This revealed that reduction recasts resulted in
greater amount of repaired grammatical uptakes in comparison to non-reduction
recasts.
Figure 3 below shows the mean difference of the experimental and control
groups on their repaired grammatical uptakes rate during 12 sessions of
instruction.
Figure 3 – The mean difference of the groups on the repaired grammatical uptakes rate

4. Conclusion
There has recently been a proliferation of studies investigating recasts in
different shapes and forms (see for example, Ellis & Sheen, 2006; Leeman,
2003; Lyster, 2004, Hauser, 2005).
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In this study, the impact of reduction recasts, as one type of corrective feedback,
on speaking ability was investigated. The results indicated that reduction recasts
did significantly improve the speaking ability of the experimental group. This is in
line with the findings of a study conducted by Iwashita (2003) who found that
recasts are more salient to second language learners than other types of positive
evidence from native-speaker interactional moves.
The two groups were also compared on the amount of their repaired grammatical
uptakes. The results revealed that reduction recasts were effective on the rate of
the repaired grammatical uptakes. This may be due to the fact that much of the
pleasure of speaking lies in distinguishing our own errors and repeating the
correct forms, which reduction recasts seek to establish.
Reduction recasts are advantageous since they build up communication and
provide a rich environment for the learners in the classroom. They are mediums
of increasing reflection in students although using them is not without
drawbacks.
The characteristics of recasts, as meaningful and indirect repetition of the
students' performances, make them good instruments for teachers to check the
students‘ spoken errors in the classroom. They can also provide the students with
a critical eye to find out the difference between their own speaking and their
teacher's; and this makes them sensitive to their errors (Long, 2006). Such
characteristics lead the recasts, especially reduction recasts, to become
important tools for the correction of the spoken errors. However, the successful
integration of the reduction recasts into EFL classes is mainly dependant on the
teacher's method. Furthermore, learner's needs, attitudes, and proficiency levels
should be considered in this regard.
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Abstract
Assuring job satisfaction, over the long-term, requires managers' styles, careful planning
and effort both by management and by workers. Job satisfaction is influenced by the
employee's personal characteristics, the manager's personal characteristics and
management style, and the nature of the work itself. The aim of this study was to
determine the management styles of female managers based on the four styles of Reddin
(directive, executive, benevolent autocrat and bureaucrat) and their effects on job
satisfaction of teachers in girl high schools in Isfahan in the academic year of 84-85. The
research method in this study is correlational descriptive. The participants of this study
were 150 teachers in girl high schools which were randomly chosen from 2591 teachers
and finally, 125 questionnaires were analyzed. The data collection tools included two
researcher- made questionnaires which were about the management styles and job
satisfaction, with 37 and 41 questions accordingly. The questions were based on the
Likert scale. The validity of the questionnaires was content-based validity and the
reliability of the questionnaires was 0.81 and 0.92, based on the Cronbach Alpha
Coefficient. To analyze the data, descriptive analysis (mean, variance, frequency
distribution and percent) and inferential analysis (Pearson coefficient correlation,
independent t-test, multi variance regression and Toki test) were used. The results of the
study showed that only directive and executive management styles affect positively the
teachers‘ job satisfaction. Also among the teachers there are different views about the
directive style based on their gender and the level of education. In terms of executive
style, there is a different view among the teachers based on their teaching experience.
There was not a significant difference between the teachers‘ degree and the kind of high
school. Among the demographic factors, only the Kind of high school (governmental or
non-profit) was effective on the job satisfaction, which the teachers in the non-profit high
schools were more satisfied.

Keywords: Job satisfaction - management styles - four styles of Reddin - principal.

1. Introduction
Nowadays, Education has changed and developed fundamentally due to cultural,
social and political changes. Education is under intense scrutiny by public and
private interests who question the systems ability to fulfil its goals of teaching
basic skills, instilling values, preventing dropouts, and producing a productive
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workforce. Such an incredible responsibility requires high committed to fulfilling
the high expectations .Nurturing and educating the new generation have
assigned to educational systems. Today, educational administration means:
leadership, directing, reform and change. Therefore, achievement to high level
goal of education in each society, demand renovation and reorganization and
new thinking in management of educational systems (Allahabad, 2004).
Schools must give more attention to teacher job satisfaction because it may
promote efficiency and staff satisfaction. One of the important factors in
improvement of psychological and spiritual energy for staff in the organization is
promotion of job satisfaction in teachers. In fact, job satisfaction is a kind of
emotional and affective coping with job and its conditions which it consists of two
components: cognitive and behavioural. The cognitive aspect is indicator for staff
believes about their job conditions and behavioural aspect means individuals
trends to their job. Cognitive aspect has more validity than other behavioural
aspects due to further relationship with individuals' attitudes. A successful
education system is dependent upon a high quality teaching staff. In order to
develop this high quality teaching staff, one must look at factors associated with
teacher quality and retention. One of these factors is teacher job satisfaction. Job
satisfaction can be defined as an overall feeling about ones job or career in terms
of specifies, i.e. compensation, autonomy, co-workers; administration. Job
satisfaction has been studied for many years. Happock (1935) was one of the
first researchers to study job satisfaction. He found that workers were more
satisfied with a supervisor who was understanding and helpful (as in cited, Bass,
1990). Frederick Herzberg (1959), psychologist and researcher studied job
satisfaction because he believed higher satisfaction led to higher productivity,
decreased absenteeism, and better working relations. He found that positive
feeling about work, a sense of personal worth, and a sense of personal fulfilment
were related to achievement and responsibility.
Lurnsden (1998) reported on job satisfaction among teachers. Teachers
identified administrative support, leadership, good student behavior, a positive
school atmosphere, and teacher autonomy as factors associated with higher job
satisfaction. Parental support and workplace conditions were also positively
related to job satisfaction. Salaries and benefits were found to be weakly related
to job satisfaction.Derlin and Schneider (1994) studied job satisfaction of both
principals and teachers. In their research, they found that, in urban areas, job
satisfaction was most affected by teacher school climate and working conditions.
In suburban areas, the most important factor was teacher involvement and
empowerment. Winter and Sweeny (1994) also found that climate affects
satisfaction. They identified areas in which administrators could focus on in order
to improve climate. These were recognizing achievement, supporting teachers,
encouragement, caring, and fairly enforcing school rules. Anderman et al. (1991)
studied both school culture and principal leadership and its effect on job
satisfaction. The analysis of the study showed that accomplishment, recognition,
and affiliations were related to job satisfaction. The results indicated that
principal's leadership behavior fostered different perceptions of teachers on
school culture, and also in teacher satisfaction and commitment.
Reddin (1970) introduced a model of leadership style containing four basic types,
namely Integrated, related, dedicated, and separated. Further, by measuring the
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level of effectiveness of each style Reddin developed this basic model into eight
leadership styles. The modified model is called" The 3-D Theory of Managerial
Effectiveness".It can be seen that the four less effective styles are Deserter,
Missionary, Autocrat, and compromiser while executive which they describe
briefly as following:
Bureaucratic style is a legalistic and procedural approach, adherence to rules and
procedures; acceptance of hierarchy of authority; preference of formal channels
of communication. They function at their best in well-structured situations where
policies are clear, roles are well defined and criteria of performance are objective
and universally applied because they insist on rational systems. Developer style
is concerning for people development professionally: subordinates are allowed to
participate in decision making and are given opportunities to express their views
and to develop their potential. These leaders enjoy tackling operational problems
and may have less patience dealing with problems of human relations. They keep
in touch with subordinates, instructing them, answering their questions and
helping them with operational problems. They structure daily work, set
objectives, give order or delegate with firm accountability. Executive style
integrates task orientation and human relations orientation in response to
realistic demand. It is best described as consultative, interactive, and problem
solving approach. They favour a team approach in problem solving, planning and
decision making. They stimulate communication among subordinates, thus
obtain collective ideas and suggestions for collective commitment.
In general, job satisfaction is one of human motivation issues in the human
resource management and some theories argue it such as needs hierarchy,
equity, achievement, and two-factor theory of motivation. Despite the
importance of job satisfaction and its effects on management styles, there is not
enough researches particularly on female management styles based on Reddin
model. This research carried out to assess female management styles based on
Reddin model and its effects on job satisfaction of female teachers of girl high
school in the Isfahan. Iran. If women have more responsibilities in the
community affairs, they may get the more and better position in the institutions
and in states. Half of Schools have female managers and they manage and
monitor human, material and financial resources and their exploitation is
depended on their management. Here, It was used related job satisfaction
theories particularly two-factor of Herzberg. Management and leadership are
essential for many aspects of social life and educational organization, it is more
important, also staff job satisfaction is one of most disputable issues in the
management. Teachers, in the educational systems, have pivotal role, therefore
their job satisfaction is a key issues in the management and leadership because
their satisfaction improve education, teaching- learning process and student
achievement. Satisfied teachers, have better efficacy and then it will has positive
effect on education quality.
Overall, it may said that the importance of this study is due to the pivotal role of
educational managers and leaders on teachers job satisfaction and then focus on
the importance and effect of job satisfaction on students learning .Moreover, this
research and similar researches may provide the background for seeking and
finding behavioural styles and patterns of female managers in educational
systems with determining of behavioural patterns of female managers, we can
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analysis the behavioural styles and patterns which they can help us to
reproduction, notation and improvement of existence styles. At least, this
research is an effort to present some suggestions to improve management styles
and increasing teachers job satisfaction in the schools.

2. Review of Literature
Bogler (2001),in his research as The Influence of Leadership Style on Teacher
Job Satisfaction, examined the effects of principals‘ leadership style
(transformational or transactional), principals‘ decision-making strategy
(autocratic versus participative), and teachers' occupation perceptions on teacher
satisfaction from the job. More specifically, it attempts to find out how much of
the variation in teachers' job satisfaction can be attributed to their perceptions of
their occupation, as compared to their perceptions about their principals‘
leadership style and decision-making strategy. A quantitative questionnaire using
Likert-type scales was administered to 930 teachers in the schools, of whom 745
responded. Path analysis was used to explain teacher job satisfaction by the
exogenous variables. The most salient finding was that teachers' occupation
perceptions strongly affected their satisfaction. Tsai (2008) did a research about
the correlation between the style of managerial leadership and employee's job
satisfaction in the international tourist hotel industry. A total of 300
questionnaires were returned (73 percent). Through correlation analysis, this
research discovers that employees are more satisfied under consideration-styleleadership than construction-style-leadership. After controlling for differences in
salary, employees appear to prefer consideration-style-leadership. Lucas(1991),
in his research on nurses determine nurses' perceptions of the current and
desired management styles of hospital units and to investigate the relationship of
management style with job satisfaction, find that The staff nurses were currently
experiencing a benevolent-authoritative management style, but preferred a
participative style. Management style and job satisfaction were significantly
correlated (r = .6050). Management style perception scores predicted 36.6 per
cent of the variance in job satisfaction scores. Sellgrens et al. (2006), in a study
of Leadership styles in nursing management: preferred and perceived, explored
explore nursing leadership regarding what nurse managers and subordinates see
as important and to explore subordinates' opinions of their nurse manager's
performance in reality. The manager's style can be fundamental for subordinates'
acceptance of change and in motivating them to achieve stated visions and goals
and high quality of care. Results showed that there are statistically significant
differences in opinions of preferred leadership between managers and
subordinates, especially related to production and relation orientation.
Mehrotra(2001), in his study," A Comparative Study of Leadership Styles of
Principals in Relation to Job Satisfaction of Teachers and Organizational Climate
in Government and Private Senior Secondary School of Delhi", used Leadership
Behavior Description Questionnaire (LBDQ), for 1120 i.e. 20 teachers from each
school, and found that The Principals of Government and Private Schools
manifest different Leadership Styles. The majority of the Government school
principals have Low Initiation – High Consideration (LH) style. While majority of
Private school principals have a unique High Initiation – High Consideration
pattern (Mehrotra,2005) . Bogler (2002), in his study two proﬁles of
schoolteachers: a discriminate analysis of job satisfaction, attempted to
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construct proﬁles of two types of teachers: those with a low level of job
satisfaction and those with a high level of job satisfaction. In addition to their
background and demographic characteristics, teachers‘ perceptions of their
occupation and of their principals‘ leadership styles (transformational or
transactional) are examined as predictors that discriminate between teachers
with low and high levels of satisfaction. Alan M. Barnett(2005), in his study
examined The Impact of Transformational Leadership Style of the School
Principal on School Learning Environments and Selected Teacher Outcomes,
examines the effects of different types of secondary principals‘ leadership
behaviors on aspects of a school‘s learning environment, and selected teacher
outcomes. Study 1 involved a quantitative analysis of teachers‘ perceptions of
principals‘ leadership style, school learning environment and selected teacher
outcomes, using an instrument administered in 52 randomly selected schools
and involving 458 teachers from across New South Wales, Australia. Study 2
involved a qualitative analysis of data collected from 12 respondents in three
schools, examining those leadership practices that enhanced or eroded teachers‘
perceptions of school learning environment and teacher satisfaction.
Parkinson(2008), in his study an examination of the relationship between the
perceived leadership style of the principal and late career teacher job satisfaction
in selected elementary schools investigated investigate the relationship between
the perceived leadership style of the principal and late career teacher job
satisfaction.
With conducting this study, would provide further information about this subject
for educational authorities. To respect with this issue, our Research questions
are:
What are the female managers' management styles?
Is there any relationship between developer management
satisfaction?
Is there any relationship between executive management
satisfaction?
Is there any relationship between benevolent management
satisfaction?
Is there any relationship between bureaucrat management
satisfaction?

style and job
style and job
style and job
style and job

3. Methodology
This study was designed to determine if there is a relationship between female
mangers management style and teacher job satisfaction.
This is a descriptive correlation and cross sectional survey. This study focused on
Girl high schools in Isfahan, Iran, in which the managers had been at the girl
high schools at least on complete year. The decision to limit the managers'
sample to those who had been at the site for at least one complete year was to
ensure they had time to affect teacher job satisfaction. Statistical populations
were 2591 female teachers of girl high schools in the Isfahan city on academic
year 2006-2007. After doing a pilot study and multi-stage randomized sampling,
150 teachers were selected that ultimately 125 managers completed
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questionnaires for a return rate of 83%. A demographic questionnaire was
intended to furnish the researcher with the respondent‘s biographical,
educational information and working experiences in the managerial position and
teaching. Management styles questionnaire, the conceptual framework for this
study derives from Reddin‘s 3-D theory of management effectiveness styles.
According to Reddin, the four styles are more effective which outstanding leaders
use Developer, Executive, Bureaucrat, and Benevolent autocrat. This
questionnaire consist of 37 items about four more effective styles. Each
statement includes a five-point Likert scale (from very rarely =1 to often=5). Job
Satisfaction survey questionnaire, a self-administered job satisfaction
questionnaire was used to assess the level of job satisfaction among teachers
according to nine sub-scales (salaries, fringe benefits, recognition, promotion,
and communication, working conditions, nature of the job, supervision, and coworkers). This questionnaire had 41 items. Each statement includes a five-point
Likert scale (from strongly disagree= 1 to strongly agree=6).The content and
face validity for questionnaires by a panel of experts consisting of management
experts. To determine the reliability of questionnaires used the cronbach‘s alpha
coefficient of internal consistency and calculated 0.81 and 0.92 accordingly.
All data were analyzed using the statistical package for the Social sciences (SPSS
15). Appropriate statistical procedures for description and inference were used.
The missing values were checked prior to further statistical analysis. The
differences between groups were tested with the chi-square, Mann-Whitney and
Kruskal Wallis tests. The correlation coefficients were calculated to evaluate the
relationship between variables. Forward conditional logistic regression analysis
was used to identify the most important predictor domains in global satisfaction.
P-value considered less than 0.05 as significant.

4. Results and Conclusion
1- How are the management styles of managers in girl high school?
T-2 hoteling and P-value are shown in following table. There is a significant
difference among four-style of Reddin model.
P-Value

Table (1) the results of T-hoteling and its p-value
Error df
F
Value
Effect
Intercept

00.0

00./121

35.120393

946.3979

Hotelling's
Trace

2- Is there relationship between developer style and teachers‘ job satisfaction?
Table 2 – correlation coefficient between developer style of management and job
satisfaction. There is a significant relationship between developer style of
management and job satisfaction (P<0.01). Therefore, while correlation
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coefficient is always positive, there is a direct relationship between developer
style of management and job satisfaction.
Table (2) correlation coefficient between management styles of managers with

Bureacrat
2020.=r
0.024=p
125=n

Beneleven
t Autocrat
0.221=r
0.013=p
125=n

Executive
0.649=r
0.001=.p
125=n

Develope
r
0.627=r
0.001=p
125=n

Management
Styles
satisfaction

3- Is there relationship between executive style of management and teachers‘
job satisfaction?
Correlation coefficient between executive style of management and job
satisfaction, showed significant (P<0.05) and it has been positive, then there is a
direct relationship between executive style of management and teachers‘ job
satisfaction.
4- Is there relationship between benevolent autocrat style and teachers‘ job
satisfaction?
Correlation coefficient between benevolent autocrat style and teachers‘ job
satisfaction is significant (P<0.05).
Regarding that correlation coefficient
between benevolent autocrat style and teachers‘ job satisfaction is negative;
therefore, there is a reverse relationship between them. But it is very small,
result in weak relationship.
5- Is there relationship between bureaucrat style of management and teachers‘
job satisfaction?
Correlation coefficient between bureaucrat style of management and job
satisfaction, showed significant (P<0.05) and it has been positive, then there is a
direct relationship between bureaucrat style of management and teachers‘ job
satisfaction.
Table (3) Multiregression relationship between \ management styles of managers
sig

T

Beta

B

Sig

F

R2

R

0.001

10.7

0.672

1.90

0.001

101.03

0.451

0.672

Predictive
Variable
developer

0.001

3.49

0.431

1.22

0.001

54.93

0.474

0.688

executive

Criteria
variable
Job
satisfaction
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6-Is there relationship between female managers‘ style of management and
teachers‘ demographic variables (gender, working experience, education level,
and kind of high school)?
T-test showed a significant between developer style and bureaucrat style of
management (P<0.05). Therefore there is difference between teachers‘
viewpoints based on education level. In other hand, the teachers with master
degree pointed that their managers used developer style of management more
than others styles. And the teacher with bachelor degree point that their
managers used bureaucrat style of management more than other styles. There
was not any difference between teachers‘ viewpoints based on their education
field. Findings in table 8 showed that the observed t- test is significant
particularly about developer style of management. Therefore there is difference
between teachers‘ viewpoint based on teachers‘ gender, in other hand, female
teachers mentioned that their managers have used developer style of
management. There is not any difference between teachers‘ job satisfaction and
gender, education field and education degree, accordingly P=0.366, P=0.954,
P=0.161.
The results from table (1) about first question of research showed that
correlation coefficient between developer style of management with teachers‘ job
satisfaction is significant(r=0.627, P=0.001, æ=0.01). Therefore there is a direct
relationship between developer styles of management with teachers‘ job
satisfaction. In other hand, those managers who allowed the teachers with
regarding their aptitudes and innovations to give suggestions and participate in
decisions to provide a silent, secure and trustable workplace for them, these
mangers provided more job satisfaction in them. The results from table (1) about
first question of research showed that correlation coefficient between developer
style of management with teachers‘ job satisfaction is significant(r=0.627,
P=0.001, æ=0.01). Therefore there is a direct relationship between developer
styles of management with teachers‘ job satisfaction. In other hand, those
managers who allowed the teachers with regarding their aptitudes and
innovations to give suggestions and participate in decisions to provide a silent,
secure and trustable workplace for them, these mangers provided more job
satisfaction in them. The results of table (2) about second question of research
showed that correlation coefficient between the executive style of management
with teachers' job satisfaction was significant(r=0.649, p=0.001, æ=0.01). Then,
there is direct relationship between executive styles of management with
teachers‘ job satisfaction. In other hand, those mangers who emphasizes human
relationship, encourage people to hardworking, believed in promotion based
people aptitude and abilities, they induce more job satisfaction in the teachers.
Because they will be happy for delegating according their abilities and reward for
completing their tasks. The results of table (3) about third question of research
showed that correlation coefficient between the benevolent autocrat style of
management with teachers' job satisfaction was significant(r=0.221, p=0.013,
æ=0.01). Therefore there is an inverse relationship between the benevolent
autocrat styles of management with teachers' job satisfaction. This means that
those mangers who have self –confidence and self-trusting and don't mention to
informal relations among teachers, don't delegate to others, these managers
don't induce job satisfaction to the teachers because doing right things by
teachers is more important than their moral and affect and they want the school
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without any opposition. In other hand, those mangers who do not consider staff
problems and conflicts, administer rules and regulations exactly, do not induce
optimum job satisfaction in the teachers, because these managers monitor the
teachers and report their lack of discipline inconsiderably. Then it seems that job
satisfaction associated with leadership behavior. This was similar to
Bartok‘s(1999) , Blood‘s(1968) Wyckoff and Skogan‘s(1994) and Mosadegh Rad
(2006)studies. Female mangers stated that their managers' styles were more
developer style. Overall, the results showed that developer and executive styles
of management had more effective on teachers‘ job satisfaction than others. Also
the results cleared that teachers‘ education degree, gender and field of education
have influenced on determining mangers‘ management styles.
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Abstract
The aim was to evaluate the decision making self-esteem, decision making style in
University students with different irrational belief levels. Data were collected from the
Melbourne Decision Making Questionnaire (MDMQI-II) and Irrational Beliefs Scale-short
form. The participants were 750 (513 female and 237 male) university students. T test
was determined. Results of the study indicated that there was a significant of irrational
belief levels on decision making self-esteem, procrastination, hypervigilance, buckpassing
styles.

Keywords: Irrational beliefs - decision making - self-esteem

1. Introduction
For the individuals to feel satisfied about their lives and to improve themselves,
they should be helped to gain appropriate and effective decision making skills
(Ersever, 1996). Decision is choosing the most appropriate one among the
possible various action types which can be probable according to the existing
opportunities and conditions in order to achieve a certain goal. Decision making
is the sum of physical and mental efforts about choosing or preferring one from
the various attitudes (Byrnes, 1998). Helping the individual to gain effective
decision making skill is one of the behaviors that psychological consultancy
services try to develop. In the most general sense, decision making is the
process of choosing one of the various paths which are estimated to carry the
individual to the target he/she is trying to reach (Kuzgun, 1992). Individual
differences are effective on decision making behavior. The number of dimensions
of information alternative offered to the individual is also important in decision
making process. Decisions concerning multiple choices are much tougher for the
individuals. This condition creates decision complexity and stress in the individual
(Shiloh, Koren and Zakay, 2001). Even though it is observed among people that
emotional reactions are not preferred and the will to behave rationally is much
more common, individuals may act based on their emotional tendencies in many
situations. This observation gives rise to the thought that there are factors
preventing individuals to act rationally even though they want to. Individuals
develop various thoughts about the situations they face and these thoughts
which are the products of learning reveal themselves automatically (Özer, 1990).
These kinds of beliefs (thoughts) are generally are unchangeable, permanent
traits developed during the childhood period and they are supported with
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cognitive distortions (SavaĢır and Batur, 1998; Ellis, 1999). In order for the
individuals to make healthy and effective decisions, they should think rationally.
All types of irrational beliefs prevent individuals to make objective and right
decisions. At each age and condition, people face cases where they should make
various decisions and each decision that is made is affected from the values,
attitudes and beliefs of the individual. The individual, who cannot make an
objective, effective and healthy decision in such a case, can regret their decision
or feel unsatisfied. For the individuals to avoid such negative emotions; the
individuals should make more effective and rational decisions by knowing and
analyzing their irrational beliefs and changing these with the rational ones (Can,
2009). The effects of irrational beliefs on the mental health of individuals
especially compose the study field of Rational Emotive Behavior Therapy (REBT)
that is developed with the leadership of Albert Ellis. According to this approach,
the causes of the psychological disorders that are seen in individuals who have
both rational and irrational tendencies are irrational beliefs. These beliefs are
absolute evaluations that include the obligations, requirements concerning the
events the individuals perceive in their own lives. If the individuals can learn how
to think rationally and minimize their irrational beliefs, then these individuals can
relieve themselves from the burden of emotional or mental disorders (Dobson,
1988). The aim was to evaluate the decısıon making self-esteem, decısıon
making style in University students with different irrational belief levels.

2. Method
2.1. Participants
The survey model was used in the current study. The sample set of the research
was taken from faculties of education, occupational, technical education, arts and
science at Selcuk University in Konya / Turkey. Participants were 750 university
students (513 female and 237 male) who participated in the research voluntarily.
2.2. Instruments
2.2.1. The Irrational Beliefs Scale-Short Form(IBS-S):
The Irratioanal Beliefs Scale-Short Form was developed by Türküm (2003). It
consists of 15 items, each rated on a 5-point scale, ranging from 1 (strongly
disagree) to 5 (strongly agree), with the higher the score, the greater the
tendency towards holding irrational beliefs. Test-retest reliability (r=0.81, 10
weeks), internal consistency (α=0.75), and overall validity of the IBS-S had been
found to be satisfactory (Türküm, 2003).
2.2.2. Melbourne Decision-Making Questionnaire (MDMQ):
The Melbourne Decision-Making Questionnaire was developed by Mann, Burnett,
Radford, and Ford (1997) based on Flinder‘s Decision-Making Scale I-II. Mann et
al. (1998) used the DMQ in cross-cultural research that included six countries
with the aim of comparing decision self-esteem and the decision-making styles of
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university students. The DMQ-I is a scale that aims to determine decision selfesteem level. It consists of 6 items. Grading is done by giving numerical values
to items according to the answer as follows: true for me: score 2, sometimes
true: score 1, not true for me: score 0. Higher scores are the indicators of a
higher level of decision self-esteem. In this cross-cultural research, Cronbach
alpha coefficient of the scale was found to be .74. The DMQ-II consists of 22
items and measures decision-making styles. The scale has 4 subscales, namely
vigilance (6 items), buckpassing (6 items), procrastination (5 items) and
hypervigilance (5 items) decision-making styles. This scale is answered and
scored in the same way as the DMQ-I. Reliability coefficients of the subscales
were calculated as follows: for vigilance .80, buckpassing .87, procrastination .81
and hypervigilance .74 (Mann et al., 1998). The adaptations of the DMQ-I and
DMQ-II to Turkish were performed by Deniz (2004). The reliability coefficients
obtained from subscales calculated by the test-retest method varied between
r=.68 and r=.87. Cronbach alpha coefficients of the DMQ I and DMQ-II varied
between alpha=.65 and alpha=.80. Scale validity similar to those of the DMQ-I
and DMQ-II was performed with the Decision Strategy Scale (DSQ) of Kuzgun
(1992). Significant relationships between r=.15 and r=.71 were found between
correlation coefficients of the DMQ I-II and DSQ (Deniz, 2004).

3. Results
Table 1: Averages and Standard Deviations of University Students‟
Irrational Belief Scale Minimum and Maximum Scores
N
Minimum Maximum
S.s.
X
Irrational beliefs
750
21,00
108,00
56,39
6,45
The lowest score that the 750 students from the sample group received from
irrational beliefs scale was 21 and the highest score was 108. Even though the
irrational beliefs scale score average of the sample group was 56.39, the
standard deviation was 6.45.
Mean ( X ) – Standart Deviation (S.s) = 49
Mean ( X ) + Standart Deviation (S.s) = 62
Scores of Irrational Belief
Between 1-49 points lower
Between 50-62 points normally
Between 63-108 points highly

N
62
567
121

When the difference and sum of the average and standard deviation values of
the scores that students received from Irrational Beliefs Scale were calculated, it
was determined that the scores 49 and lower were Low, the scores between 50
and 62 were Normal, and the scores 63 and higher were High. By this way, it
was aimed to calculate the irrational belief scores of students which are below
and above the average, and to evaluate the difference between the Irrational
Beliefs Scale Scores that students in the Low and High groups received and the
Melbourne Decision Making Scale I-II scores. And the purpose of this evaluation
was to determine which decision making styles that the group whose irrational
belief scores were "low" and the group whose irrational belief scores were "high"
mostly use.
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In order to determine the difference in the level of decision making styles that
the students whose irrational belief scores were high and low use, whether the
decision making style scores of the group whose irrational belief scale score was
below the average and the scores of the group whose irrational belief score was
above the average differentiate or not was checked with t test by considering the
two values obtained by subtracting the standard deviation from the arithmetic
average of the group, and adding the standard deviation to the arithmetic
average of the group. Table 2 shows the results obtained from the t test.
Table 2: t Test Result about the Decision Making Style Levels of Students
whose Irrational Beliefs Scale Score were Below and Above the Average
Decision Making
Styles

Irrational
belief

N

X

S.s.

t

p

Vigilance

Low
High

62
121

9,58
10,21

2,58
1,88

-1,89

.060

Buck-passing

Low
High

62
121

2,98
4,36

2,68
2,40

-3,52

.001**

Procrastination

Low
High

62
121

3,09
4,21

2,50
2,56

-2,81

.005**

Hypervigilance

Low
High

62
121

3,90
5,18

2,28
2,67

-3,21

.002**

Self-esteem

Low
High

62
121

9,48
8,70

2,10
2,08

2,39

.018*

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

When table 2 was analyzed, it was determined that the difference in the score
averages of the ―vigilance‖ sub-dimension of students who are in the low and
high group is not significant (t = -1.89, p>.05).
However, it was determined that the differences in the score averages of the
―buck-passing‖,
―procrastination‖,
―self-esteem‖,
―hypervigilance‖
subdimensions of students who are in the low and high group are significant. When
the averages were analyzed, it was seen that the students whose irrational
beliefs are high use more buck-passing, procrastination and hypervigilance
decision making styles. Also it was found that the students whose irrational
beliefs are low have higher self-esteems.

4. Discussion
In this study,
"procrastination",

negative significant relationships was found in the
"hypervigilance" and "buck-passing" sub-dimensions of
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decision making scale of students whose irrational belief scores are below the
average in other words whose irrational belief scale scores are low, a positive
significant relation was found in the "self-esteem" sub-dimension, and no
significant relationship was found in the ―vigilance‖ sub-dimension.
As individuals believe in themselves more during the decision making process,
they tend to display the "vigilance" decision making style in this process. Also
the individuals who don‘t believe themselves during the decision making process
use procrastination, hypervigilance and buck-passing decision making styles. The
findings of the study conducted by Heppner and Anderson (1985) which stated
that those who cannot solve problems effectively are more nervous, worried, and
insecure and have more emotional issues are parallel to the finding of our study.
We see that as individuals believe in themselves more in the decision making
process and respect themselves more, their decision making is more vigilance.
Individuals to know themselves, have the sufficient information of their own
potentials, be in peace with who they are and believe in themselves can enable
individuals to act more vigilantly in the decision making process. This can also
trigger the skill of choosing the right one among the different decision choices
during the decision making process. Individuals to not respect themselves, not
trust their abilities can cause individuals to buck pass, procrastinate and act
hypervigilantly in times when they have to make decisions (Izgar and Yılmaz,
2007). The studies which analyzed the decision making behavior of children and
teenagers show that as the age of the children increases they participate more to
the process of making decisions about themselves in the school and decision at
home, and their tendencies to make more vigilant and right decisions increase.
The students who are academically successful and the students with superior
intelligence make more right and effective decisions. And the social support of
the family and the rise in the education level of parents affect the decision
making behaviors of the children positively (Çivitçi, 2003).
Based on these results, the following can be recommended:
1. In our study, it was observed that the students whose irrational beliefs are
high tend to use more hypervigilance, procrastination and buck-passing decision
making styles then those students whose irrational beliefs are low. Because of
that, when this relationship between irrational beliefs and decision making styles
is considered, it can be said that it would be appropriate to use programs and
guidance studies that develop rational thinking and effective decision making
skills of individuals.
2. And another finding of the study was that the students with high irrational
beliefs display low self-esteem levels in the decision making processes. When
this finding is considered, it can be stated that the approaches that improve the
self-esteems of students will enable them to have less irrational beliefs. Because
of that, it would be appropriate for those who are important in the lives of
students such as family, friends, and teachers etc. to display reassuring
approaches that develop the self-esteems of the children.
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Abstract
The purpose of this study is to analyze social skills in children with different
perfectionism. The participants were 514 (254 female and 260 male) elementary school
students. Data were collected from Multidimensional Perfectionism Scale and Matson
Evaluation of Social Skills with Youngsters. In order to analyze data, t test were
employed. In the study it was found that average positive social skill scores according to
perfectionism levels did not significantly vary. Furthermore, it was found that average
negative social behaviors scores according to perfectionism levels significantly varied and
average negative social behavior scores of the children with high levels of perfectionism
were higher than those of the children with low levels of perfectionism.

Keywords: social skill - perfectionism and social behavior

1. Introduction
Social skills have a significant role in establishing good relationships with other
people, obeying social rules, undertaking responsibility, helping others and
enjoying one‘s rights. Primary education enables the individuals to acquire basic
competencies to solve the problems they encounter, to adapt to social values
and to apply social rules (Çubukçu and Gültekin, 2006). Socialization means
learning the beliefs and attitudes of the society a child belongs to and learning
the behaviors a child is expected to show (Bayhan and Artan, 2004).
Socialization means becoming a member of the society. As a result of the
interaction with the environment, a child develops similar behaviors with the
people around him/her (KağıtçıbaĢı, 1996).
Social skills are one of the important factors of social and psychological
development of a child. Acquiring and developing social skills are one of the
important characteristics from the period of childhood. Since the children with
high level of social skills have more techniques in solving daily interpersonal
problems, they are more successful in their social relationships (Bacanlı and
Erdoğan, 2003). The children with social skills find more pleasure in activities
they participate and can take their decisions on their own. However, the children
who lack adequate social skills might be excluded by their friends (Çelik, 2007).
Humans communicate with each other through the skills which are defined as
social skills. In addition to maintaining social order, psychological health of the
people and establishing healthy relationships with other people depend on their
social skills (Yiğit,2008). Social skills are also defined as the ability of
establishing healthy and effective communication with other people (Sergin,
2001; Bacanlı, 1999; Kabasakal and Çelik,2010). Initiating, maintaining and
properly ending interpersonal relationships can be considered within the scope of
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social skills. Being raised in such a way to show the behaviors the society
expects and requires from an individual is related with the social development of
that individual. In addition, considering that the psychological health of an
individual depends on establishing healthy relationships with other people, social
skills are also beneficial for psychological health (Çubukçu and Gültekin, 2006;
Bacanlı, 1999; Yiğit, 2008). The success of an individual in family, school and
working life are also important factors for social skills (Yüksel, 1997; Deniz,
2002).
Perfectionism is one of the personal traits affecting psychological and social life
of an individual (Yatar-Yıldız, 2007). Dictionary definitions of perfectionism
indicate that perfectionism reflects high standards or expectations about the
performance in an individual‘s life (Sapmaz, 2006). Perfectionism refers to being
unhappy about something which fails to have high standards or which is not
perfect (Bencik, 2006).
In recent years, psychologists began to consider
perfectionism as a multidimensional concept. Perfectionism might hinder success
and cause many pathologic situations and this situation creates a problem. On
the other hand, it plays a motivating role in achieving a success and might
enable the individual to be more cautious, responsible and successful (Bencik,
2006). The aim of the present study is to analyze the effect of different
perfectionism levels on social skills of children.

2. Method
2.1. Participants
The survey model was used in the current study. The participants were 514 (254
female and 260 male) elementary school students in Konya/Turkey. Participants
participated in the research voluntarily.
2.2. Instruments
2.2.1. Matson Evaluation of Social Skills with Youngsters
In order to measure the social skill levels, the Matson Evaluation of Social Skills
with Youngsters (MESSY; Matson, Rotatori, & Helsel, 1983) and adapted into
Turkish by Bacanlı and Erdoğan (2003), was used. According to the results of
factor analysis, unlike the original form – which consisted of 47 items – items
were loaded in 2 factors. Factor I was negative social behaviors and Factor II
was positive social behaviors. The reliability of the MESSY was determined by
test-retest reliability and internal consistency. The test-retest procedure showed
that the correlations on subscales were 70 (p < .01) for the negative social
behaviors subscale and 74 (p < .01) for the positive social behaviors subscale.
As a result of the internal consistency of the scale alpha values were found to be
.68, for positive social behaviors and .74, for negative social behaviors (Bacanlı &
Erdoğan, 2003).
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2.2.2. Multidimensional Perfectionism Scale (MPS):
The MPS was developed by Frost, Marten, Lahart & Rosenblate. (1990) and the
adaptations of the MPS to Turkish were performed by Özbay and TaĢdemir
(2003) for children. It consists of 35 items, each rated on a 5-point scale,
ranging from 1 (strongly disagree) to 5 (strongly agree), with the higher the
score, the greater the tendency towards holding perfectionism. The internal
consistency coefficient of the scale was found to be .90.

3. Results
Table 1: Averages and Standard Deviations of Children‟ Multidimensional
Perfectionism Scale Minimum and Maximum Scores
N
Minimum Maximum
S.s.
X
Perfectionism
514
40
169
114.79
17.94
The lowest score that the 514 children from the sample group received from
perfectionism scale was 40 and the highest score was 169. Even though the
Multidimensional perfectionism scale score average of the sample group was
114.79, the standard deviation was 17.94.
Mean ( X ) – Standart Deviation (S.s) = 96
Mean ( X ) + Standart Deviation (S.s) = 132
Scores of Perfectionism
N
Between 1-96 points lower
84
Between 97-132 points normally
345
Between 132 and higher points highly
85
When the difference and sum of the average and standard deviation values of
the scores that children received from Multidimensional Perfectionism Scale were
calculated, it was determined that the scores 96 and lower were Low, the scores
between 97 and 132 were Normal, and the scores 132 and higher were High. By
this way, it was aimed to calculate the perfectionism scores of children which are
below and above the average, and to evaluate the difference between the
multidimensional Perfectionism Scale Scores that children in the Low and High
groups received and the Matson Evaluation of Social Skills with Youngsters
scores. And the purpose of this evaluation was to determine which social skills
that the group whose perfectionism scores were "low" and the group whose
perfectionism scores were "high" mostly use.
In order to determine the difference in the level of social skills that the students
whose perfectionism scores were high and low use, whether the social skills
scores of the group whose Matson Evaluation of Social Skills with Youngsters
score was below the average and the scores of the group whose perfectionism
score was above the average differentiate or not was checked with t test by
considering the two values obtained by subtracting the standard deviation from
the arithmetic average of the group, and adding the standard deviation to the
arithmetic average of the group. Table 2 shows the results obtained from the t
test.
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Table 2: t Test Result about the Social Skills of Children whose
Perfectionism Scale Score were below and above the Average
Dependent
Level of
N
S.s.
t
p
X
variables
Perfectionism
Negative Social
Behaviors

Low
High

84
85

76,13
81,41

8,19
9,79

-3.802

.000**

Positive Social
Behaviors
**p<.01

Low
High

84
85

69,52
71,27

7,80
9,49

-1.703

.193

When table 2 was analyzed, it was determined that the difference in the score
averages of the ―positive social behaviors‖ sub-dimension of children who are in
the low and high group is not significant (t = -1.703, p>.05).
However, it was determined that the differences in the score average of the
―negative social behaviors‖ sub-dimension of children who are in the low and
high group are significant. When the averages were analyzed, it was seen that
the children whose perfectionism are high have more negative social behavior.

4. Discussion
In the study it was found that average positive social skill scores according to
perfectionism levels did not significantly vary. Furthermore, it was found that
average negative social behaviors scores according to perfectionism levels
significantly varied and average negative social behavior scores of the children
with high levels of perfectionism were higher than those of the children with low
levels of perfectionism. This result indicates that the children with high levels of
perfectionism have more negative social behavior than the children who have low
levels of perfectionism. Perfectionist individuals have certain thought patterns
maintaining their perfectionism and these individuals strictly evaluate
themselves. One of the most common perception disorders in perfectionist
individuals is ―all or none‖ type of thinking. In this type of thinking, the individual
tends to consider the events only as ―right‖ or ―wrong‖ without thinking that
there are various levels between ―right‖ and ―wrong‖. This means having high
standards (Erözkan 2009; Bencik, 2006). The fact that the perfectionists tend to
be excessively organized, want everything always to take place in the same
manner and that they suspect from everything turn life into a distress and load
(Bencik,2006). Perfectionist people always see the negative aspects of the things
they do and can not see the positive aspects. Therefore, the perfectionists have
a low level of satisfaction. In addition, as they have highly strict self-evaluation
criteria, they have low self-esteem (Erözkan 2009). A perfectionist student might
encounter certain emotions and situations when he/she fails to achieve the goals
he/she sets (Dilmaç et al., 2009). Bencik (2006) analyzed the relationship
between self concept and perfectionism and revealed that as perfectionism
increased, self-esteem decreased. Furthermore, it was reported that, in addition
to weakness in social relationships, low self-esteem is also related with emotional
maturity (Koçak, 2008). Various factors might affect lack of social skills. The
problems blocking acquiring or the performance of social skills such as anxiety,
anger, depression and low self-esteem might affect behavioral performance of
social skills. Cognitive processes affecting social skills include negative self-
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evaluations, excessively high performance standards, unrealistic expectations,
misperceptions, wrong interpretations and irrational beliefs (Çivitçi and Çivitçi,
2009). Above mentioned views and research about perfectionism and social skill
indicate that an individual‘s high standards and expectations affect social skill
and adaptation. The fact that the finding of the present study suggests that the
children with high perfectionism have more negative social skills than those with
low perfectionism might be considered as a result of the high standards and
expectations of the children.
The basis of the efforts for developing skills like self expression by the children,
establishing relationships with their families and individuals around them, being
accepted by their friends, gaining self-confidence and gaining social
independency includes enabling the students to have social behaviors, supporting
them when they behave appropriately and motivating them (Çubukçu and
Gültekin, 2006). Based on the results of our study, the activities for developing
social skills should include educations on cognitive properties and perfectionism
for the benefit of the children. Furthermore, the fact that the parents and
teachers avoid to show supporting attitudes towards perfectionism behaviors of
the children based on high standards might have a positive effect on the social
skills of the children.
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Abstract
The study explores self-perceptions and professional identities of kindergarten teachers
in Israel. Previous research focuses on the gender orientation that structures this
profession as a women's social role. The study employed the methodology of narrative
analysis of life stories, and reported a variance between the kindergarten teachers‘ role
perceptions, base on their feminine identity and the new expectations emerging from the
kindergarten reform, promoting dilemmas regarding their professional identity. The
results revealed that kindergarten teachers cope with the conflict in ways that are related
to the unique motives characterizing their life stories.
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1. Introduction
The objective of this study was to explore the self-perceptions and professional
identity of kindergarten teachers in Israel. Previous research had focused its
attention on the gender orientation that structures this profession as a social role
for women (Winterer, 1992; Oram, 1996; Allen, 2000; Lascarides & Hinitz,
2000). Even the Hebrew name of this occupation "Ganenet" which is the
feminine noun of "Ganan" (gardner in Hebrew), implies that this profession is
meant for a woman. Like a gardener who is responsible for taking care of the
planets in his garden, the Ganenet is responsible for the nurturing of the
kindergarten children. This metaphor of gardener and a garden was created by
Frobel (1778-1852), a German pedagogue, who developed the concept of the
kindergarten. Frobel's ideas were based on the idea of "Spiritual motherhood"
that emerged in Europe and North America in the middle of the 19th century
(Allen, 1991). The idea of feminine competence as valuable within the public
sphere was at the time, an act of liberalization for women. This idea, of a
kindergarten teacher as a female profession was adopted by kindergarten
teachers in Israel and has become a very solid element in their collective
professional identity. Recently, the ministry of Education (MOE) in Israel has
leaded some systemic changes that have been developing regarding the
definition of the kindergarten teachers' role as a director. This reform, together
with informal changes based on the changes of society, especially those of
women's roles and definitions, has challenged the kindergarten teachers‘ role
and has impacted on their performance. One of the objectives of this study was
to examine the role definitions of kindergarten teachers within the current Israeli
educational systemic reform, from three major perspectives: Teaching as a social
role, as a profession and as a career.
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Previous studies have shown that the self perceptions of kindergarten teachers
reflect their feminine identity, as they consider it to be a social mission and an
expression of altruism, as well as the fulfillment of care-giving roles (Katz, 1995;
Moyles, 2001; Vogt, 2002). Other studies have identified the fact that the multidimensional professional role of kindergarten teachers, which includes many
contradicting elements, promotes frustration and dissatisfaction emerging from
their low status and small salaries (Kelly & Berthelsen, 1995; Einarsdottir, 2003;
Eizenberg & Oplotka, 2007.. Paradoxically, kindergarten teachers are expected to
be responsible for the important challenge of enhancing children's development
and achievements (Noddings, 1994; Moyles, 2001). The role of the kindergarten
teacher is seen as far-reaching and with undefined limits. They interpret their
work situation through different frames: educational, caring, managing and
administrative (Einarsdottir, 2003). Few studies have examined the role of
kindergarten teachers as a developing career, and those which have, had
presented it within the traditional models of career development in teaching,
describing it as a step-related linear development (Hargreave, 1980; Sharp &
Draper, 2000; Powney et al., 2003).
By adding the narrative voice of kindergarten teachers, this study contributes to
the existing research literature, by providing unique perceptions of the
developing careers of kindergarten teachers within the context of their life
stories and their relations with significant people in their lives.
The study‘s main goal was to assess how kindergarten teachers in Israel
perceive their role and personal identity?
This goal was divided into four sub- categories: Gender issues, Identity issues,
Systemic issues, and Personal issues, which have been examined by asking
several secondary questions:
 Gender issues: What is the relationship between teachers' selfperceptions as women, and their role / professional identity, with respect
to it‘s reflecting current changes in the definitions of being "a woman" and
changes in women's work status?
 Identity issues: How do the teachers conceptualize the different and
contradictory aspects of their role?
 Systemic issues: How do the teachers perceive the formal and informal
systemic changes that have recently been developed regarding the
definitions of their role/career? How do they form new frameworks for
their role as directors?
 Personal issues: How do the teachers‘ self perceptions and personal
experiences relate to their professional roles and identities as
kindergarten teachers?

2. The life story methodology
In order to examine these questions, the research approach that was employed
provided the subjective understanding emerging from reports of personal
experience, as provided by the interpretative-phenomenological methodology. In
line with this approach, each biographical report included segments that
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reminded the person of subjective experiences and provided him/her with
knowledge of ways of coping with various social challenges. The current study
employed the methodology of narrative analysis of life stories, based on
interviews that took place with nine kindergarten teachers, with at least 15
years of experience, within the Israeli public preschool system. Our assumption
was that within 15 years teachers will have developed a clear and stable
professional identity. As some studies have proposed that people become less
dependent on social standards and comparisons with increasing age and
experience and they are more oriented towards personal standards
(Burely,Turner,& Vitulli, 1999, Kanfer&Akerman,2004). Identity and personal
biography are inter-related, and narrative is a mode of thinking fundamental for
articulating lived human experience (Brunner,1991). We achieve our personal
identities and self concept through the use of narrative. A teacher narrative
amounts to more than telling stories; it has significance for how they pursue a
vision of education professionals. The current study focused on the subjective
ways in which kindergarten teachers have coped with the new reform as well as
their self role concept resulting from it.
The research process was based on an analysis of a series of the participants' life
stories. The data collection was initiated by interviewing each participant. Later,
the text was shared with the participants and revised in accordance to their
remarks, in order to ensure their participation in the formation of the final
version. After reading all of the revised interviews, major topics arising from the
texts were identified and coded. The text categories were classified and matched
with categories proposed by theoretical literature, thus forming the wide
conceptual framework for the study. Based on this matching, five shared themes
were identified and examined. In addition, a unique theme for each life-story was
explored. The common themes identified were: Gender, Power, Professional role,
Life roles, Experiences and Current Dilemmas.

3. The five themes –A framework for role perceptions
Gender: The data included multiple references to the gender self concept that
arose in a visible or in a concealed way, and was demonstrated by the teachers'
gender experience both from early childhood as well as adulthood. It was found
that some of the participants were not aware of the gender characteristics of
those experiences. This finding might be related to the level of their selfawareness to gender identity. In the current study, self- awareness was
identified and demonstrated on a scale ranging from very conscious of the
feminine identity through an ambiguous or a dual perception of feminine and
masculine identities, to unaware of gender identity. Through their use of
language, the teachers in the study illustrated the power that gender discourses
upon their definition of self. These discourses bind them in a way in which they
cannot construct meaning outside of the set of definitions given to them as
women. They have cope with the commonly used language that they have
defined as being masculine in nature (career, assertiveness, management etc.)
by trying to give those words meaning and connecting them to labels of teacher,
wife, or mother ,and to the feminine ethos and the need to be nurturing, loving
or submissive. Throughout their stories they have continued to employ
explanations and solutions which closely mirror the gender discourses.
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Power: The combination of "feminine" and "masculine" language used by the
participants represented a dual perception of power. The participants used words
such as "care" "giving" "tenderness" etc… alongside "power" "control" and
"authority".
This duality demonstrated the way that the participants have negotiated their
power and power relations in a continuous process of constructing their
professional identity. At first it seemed as if they lack the language with which
they can find alternative interpretations for their stories. This had changed
during the third or fourth interview sessions, when it was noted that when they
had the opportunity to create their stories, by a kind of self- dialog, they had
developed their role perceptions and had expanded their ability to use alternative
interpretations.
The process that the participants had undergone revealed their need to express
"soft" qualities regarded as "feminine" while asserting power and influence on
others.
The concept of power appeared in our study in 3 dimensions:
1. The meaning of power: power as a way of struggling and facing life and life
events.
2. The structure of power: power in a concealed or visible way.
3. The origin to power: There were found 4 origins to the professional authority
of the kindergarten teacher: the feminine ethos, the professional knowledge, the
professional autonomy, and the idiosyncratic personality as a personal
competitive advantage.
Professional role: The results demonstrated that kindergarten teachers in Israel
perform their work in accordance to traditional definitions of this profession. A
feminine identity and care-giving ethics were the main factors in their self
perceptions.
The study reported a variance between the role perceptions of the kindergarten
teachers and the new expectations emerging from the kindergarten reform,
which promotes dilemmas regarding their professional identity. The study
pinpointed attention to the increasing importance of elements such as status and
prestige and to their connection to self-actualization, and the appearance of
career terminology in discussions. The reform in the role of kindergarten
teachers is viewed by the teachers, paradoxically, as an attempt to increase
external supervision and as a threat to their autonomy and status. These gaps
were expressed through the meaning that they had attributed to their role and in
their reframing suggestions. Their conceptualizations reflected personal
dilemmas between perceiving their role as an altruistic act and a social mission,
to their strong wish to establish a meaningful career.
Life roles experiences: The teachers see their professional role as a part of their
overall identity, and relate it to their additional life roles as women and mothers.
They referred to the complexity of being a women, mother, wife, daughter, or
female friend and saw the virtues and competencies of being a teacher
as
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reflected by those roles and identities. The results revealed two levels of
introspect with regards to being both a mother and a teacher: The performance
level, in which they differentiate between performing as a mother versus
performing as a teacher, and the inner level, in which they feel that the two roles
originate in the same place and are built-in with their overall identity.
Current dilemmas: The results of our study revealed that kindergarten teachers
cope with conflicts in ways that are related to the unique motives characterizing
their life stories, as their life stories expressed contradictions and indecisions.
The process of creating a life story can serve as a method which can assist in
reshaping the professional and personal identity. The table below illustrates
some of the unique motives of participants:

Teacher

Rachel

A unique motive
in the story

The dilemma

The focus

Traditional
gender
perception as a
source of her
performance

"Do I have to make changes
in my role and professional
identity or can I keep my old
traditional ways in which I
still believe?"

The gap between
"her way" and the
new reform
expectations

A Paradoxical
individual

"I'm afraid of losing my
feminine identity as a
women, although I would like
to keep the power that I
have received due to the new
masculine way in which I
perform"

A gap Between her
traditional role
perception and her
performance as a
manager.

An internal multiidentity dialog
pertaining to
ways of surviving
as a teacher
self development,
change as a way
of life, teaching
as a social
mission

"How can I maintain a
meaningful career while still
keeping my traditional
identity as religious yet
modern women?"
"How can I continue working
as a social mission within a
very frustrating reality
dictated by the new reform?"

From silence to a
unique voice

"How can I actualize myself
as a kindergarten teacher?"

The gap between
her career concept
and the
kindergarten
teacher career path
The gap between
her mission
perception and the
possibilities of
accomplishing it
within the education
system.
The gap between
her subjectivity and
her aspiration
towards
actualization.

Michal

Yonit
Anita

Naomi
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Nili

Between
feminism and a
traditional being

―Can I hold a career with a
high status and a good salary
while still keeping my
traditional way of being a
kindergarten teacher?"

The gap between
her feminism as a
concept of believe
and her traditional
identity, by which
she identifies
herself

4. Discussion
The results of our study demonstrate that kindergarten teachers in Israel
perform their work in accordance to the traditional definitions of this profession.
A feminine identity and the care-giving ethics were the main factors in their self
perceptions
The effort that the participants have made in order to give new meaning to their
role and professional identity have been lead by the traditional perception of a
collective identity as a frame for their discourse. The discourse of a subjective
self always takes place within the space and time possible for the subjects
involved and includes words that are subject to meaning and rules. Our mind set
is subject to language, culture, and life experiences as a frame for change. Those
limitations can explain the stable teacher's gendered feminine identity that is
demonstrated in this study. The life stories and the life experiences
demonstrated the expression of the teachers' perceptions and were subjected to
the limited spectrum in which they could execute their ideas.
The tension and gaps found between performance and self perceptions raised the
following questions: What do we mean by "identity"? Does identity exist only in
relation to performance, or can it be an internal dimension separate from the
external acting and performance? Can we separate body and identity? And do
the kindergarten teachers have a feminine identity even though they operate in a
managerial way, which they themselves regard as a masculine activity?
Although these questions remain unanswered at this point in time, our study
provides an important theoretical contribution to the conceptualization of
teachers' professional identity as a developmental outcome of subjective
personal processes. The process of creating a life story can serve as a method
which can assist in reshaping the professional and personal identity of
kindergarten teachers. Between the third and fourth interview sessions some
changes took place in some of the teacher‘s self- concepts. The process of
creating a life story had functioned as an inner dialogue through which, although
they had doubts, they have even reported broadening their point of view and
obtaining some new insights as to future professional decision making.
The five themes that this study has proposed can be used as a framework for
future studies on feminine professional identity.
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The study‘s additional theoretical contribution to existing studies is related to the
presentation of the teacher's role through providing teachers' voices and
demonstrating the structuring of their developing careers as reflecting the
feminist aspects of their lives. The educational implications of this study are
related to the contribution of the in-depth understanding of the impacts of the
educational reform with respect to the teachers' role. Only through awareness of
the teachers' personal needs and their subjective views, can real changes be
achieved. The need to reshape their careers in a way that would enable them to
create meaning and self-actualization requires in-depth future studies.
Finally, this unique case-study of kindergarten teachers refers to the general
process of creating a professional identity as a subjective universal process. The
findings of this study indicate a major argument about identity, whereby a
person is an active participant in shaping his identity and creating it in
accordance to his unique life experiences and his interactions with others - by
giving new meaning to these experiences. The associations found between the
main motifs of the personal life story, the professional identity and the
professional story, suggest the central role of the circumstances of human life in
creating a subjective professional identity, but at the same time it explores the
question of changing limits. According to this, the issue that should be examined
as a continuation for this study is, the possibilities of changes and reinterpretation of space limits, for a given individual. This investigation should
take place on a base of the ideas that language is space of acting which create
the world always in a culture and life experience context and we are all subject
to expectations, language and the discourse rules (Gilmore, 1994 Butler 2001,
Borchers, 2007 ). And if so, what is nothing but self-determination, as Butler
contends, the construction of a political act (Butler, 1990)
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Résumé
La méthode de désactivation émotionnelle a pour but d‘aider les étudiants à diminuer les
préjugés qu‘ils peuvent entretenir envers différents groupes sociaux. Qu‘il s‘agisse
d‘homosexuels, d‘handicapés ou d‘immigrants, les représentants de groupes victimes de
préjugés sont invités à venir en classe confronter les préconceptions qu‘entretiennent les
étudiants à leur égard. Cette méthode est la pierre angulaire de la méthode d‘activation
cognitive qui sera sommairement décrite dans la dernière section du présent document.

Mots clés
désactivation – émotionnel – préjugé – activation – cognitif

Introduction
En cette ère de mondialisation marquée par l‘ouverture à la diversité culturelle,
la méthode de désactivation émotionnelle s‘inscrit dans un processus de
rapprochement des cultures et des peuples aussi bien au plan local qu‘à l‘échelle
planétaire. Cette méthode facilite la communication et les échanges entre des
individus issus de cultures différentes. Elle vise l‘éducation citoyenne et a pour
objectif la chute des préjugés envers les nombreux groupes sociaux minoritaires.
De plus, elle prend place à l‘intérieur de la méthode d‘activation cognitive dont
elle constitue la pièce maîtresse.
1. Les composantes d’un préjugé
Il existe de nombreuses définitions des préjugés proposées par des auteurs
appartenant à des domaines très divers. L‘une de ces définitions est la suivante :
« Les préjugés
Il s‘agit d‘une opinion adoptée sans examen, souvent imposée par le milieu ou
l‘éducation. C‘est un jugement, une opinion préconçue qu‘on s‘est faite sur
quelqu‘un, parfois avant même de le connaître. « Préjuger » signifie littéralement
« juger d‘avance ». Le préjugé est plus une attitude qu‘un comportement; c‘est
un état d‘esprit à l‘égard d‘une valeur, une disposition mentale qui exerce une
influence sur les réactions de l‘individu envers des objets et des situations. Le
préjugé peut donc être défini comme une attitude émotive et rigide, une
prédisposition à réagir à certains stimuli provenant d‘un groupe de personnes
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d‘une certaine façon. Il peut ne pas impliquer d‘actions ouvertes contre les
membres d‘un groupe. »1
Retenons de cette définition qu‘un préjugé est une idée préconçue véhiculée
socialement. Il est si imbriqué au vécu en société et répandu en si grand
nombre, que nul ne peut se vanter d‘en avoir aucun. Il contient à la fois une
dimension sociale, une dimension cognitive et une dimension émotionnelle.
La dimension sociale signifie qu‘un préjugé doit déjà être présent dans un milieu
pour qu‘il puisse être intériorisé. Un individu ne crée donc pas ses propres
préjugés, il ne fait que les « emprunter » à son environnement social et les
intégrer à son mode de pensée. Certes, un tel processus se déroule à l‘insu de
l‘individu, de sorte qu‘il en est fort peu conscient. À la question : « Quels sont
mes principaux préjugés? », personne ne peut répondre avec aisance et
spontanéité. En effet, les préjugés doivent être « découverts », il faut les rendre
conscients à l‘aide de réflexion et de discussion.
La dimension cognitive réfère au fait qu‘un préjugé est constitué de
« connaissances ». Il faut cependant préciser que ces « connaissances » peuvent
très bien être incomplètes, biaisées, inexactes ou simplement fausses, ce qui les
distingue nettement des connaissances scientifiques élaborées au terme d‘une
démarche intellectuelle rigoureuse. Il est d‘ailleurs remarquable que, souvent, les
« connaissances » qui constituent les préjugés soient des jugements négatifs sur
les qualités attribuées à certains groupes sociaux. Ainsi, tel groupe peut être
réputé paresseux, égoïste, abuseur, violent ou profiteur sans que de tels
qualificatifs soient objectivement démontrés ni même démontrables.
Enfin, la dimension émotionnelle réfère au fait qu‘un préjugé n‘est pas neutre au
plan affectif. Croire, par exemple, que tel groupe social est dépravé moralement
ou abuse de certains privilèges soulève immédiatement une réaction émotive
plus ou moins forte.

2. Les composantes de la méthode
La méthode proposée prend en considération chaque composante d‘un préjugé.
Ainsi, puisqu‘un préjugé provient d‘un milieu social, c‘est également dans un
milieu social – la classe – qu‘il peut être défait ou modifié. Également, puisqu‘un
préjugé est composé de « connaissances » plus ou moins fausses, c‘est en
rectifiant celles-ci et en en ajoutant de nouvelles que le préjugé se retrouve plus
ou moins anéanti au profit de connaissances véritables. Enfin, la composante
émotionnelle est omniprésente dès l‘étape de la verbalisation et surtout lors de la
rencontre avec le représentant d‘un groupe victime de préjugés.
La verbalisation des préjugés à laquelle participent tous les étudiants de la classe
est la première étape de la méthode de désactivation. Il est remarquable que
durant cette phase – qui se déroule en l‘absence d‘un représentant d‘un groupe
1

Renée BOURQUE, « Les mécanismes d‘exclusion des immigrants et des
réfugiés », dans Gisèle LEGAULT, dir., L‟intervention interculturelle, Montréal,
Gaëtan Morin, 2000, p.93
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victime de préjugés - les préjugés paraissent « grossir » à mesure que leur liste
s‘allonge.
Il va de soi que des règles claires doivent encadrer la phase de verbalisation
collective. Les expressions d‘agressivité, les blagues grossières, les vulgarités ou
les termes méprisants sont strictement interdits. Malgré ces précautions, il est
prévisible que le professeur qui recueille pour la première fois la liste des
préjugés énoncés par les étudiants ressente un malaise devant l‘ampleur des
items énumérés.
La seconde phase est celle du dialogue qui se déroule lors de la venue de l‘invité
en classe. Le représentant d‘un groupe victime de préjugés réagit à la liste des
préjugés. Il tente alors de départager le vrai du faux, d‘expliquer les
discriminations subies, il peut même expliquer comment il se sent face aux
préjugés dont il est la cible et agrémenter sa présentation d‘anecdotes et de
témoignages. Il est bien sûr disposé à répondre à toutes les questions posées
par les étudiants.
La troisième phase est constituée d‘une discussion ultérieure entre le professeur
et les élèves, ce qui permet de faire la synthèse des idées apprises et d‘analyser
les réactions suscitées lors de la phase 2.
Voici la figure qui présente de façon visuelle les trois phases de la méthode :
Schéma de la désactivation émotionnelle des préjugés
_______Dimension cognitive
_______Dimension émotionnelle
Contexte scolaire

Phase 2 :
Dialogue
avec un représentant
du groupe victime
Phase 1 :
Verbalisation des
préjugés

Phase 3 :
Rétroaction en
classe après la
rencontre
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3. L’analyse de la méthode de désactivation
Cette méthode permet de dissocier les préjugés en leurs composantes cognitive
et émotionnelle afin d‘atténuer les émotions négatives tout en augmentant le
niveau des connaissances objectives et exactes concernant différents groupes
victimes de préjugés. Il s‘agit donc d‘une méthode de restructuration cognitive
qui vise avant tout une réorganisation des émotions ressenties envers des
groupes sociaux plus ou moins stigmatisés.
La phase 1 se déroule sans la présence d‘un invité et ce, afin de faciliter
l‘expression des préjugés de la part des étudiants. La liste des préjugés doit être
inscrite au tableau au fur et à mesure de leur verbalisation et elle doit être
réinscrite lors de la venue en classe de l‘invité (la liste des préjugés est, au
préalable, montrée à l‘invité lors de la rencontre préparatoire avec le
professeur).
La phase 2 correspond à la venue en classe d‘un représentant d‘un groupe
victime de préjugés. Si la rencontre se déroule comme prévu - ce qui, selon mon
expérience, se produit à chaque fois – une relation s‘établit entre l‘invité et les
étudiants. Grâce à la communication franche et ouverte, les composantes des
préjugés se dissocient: les émotions négatives s‘estompent alors que grandissent
les connaissances véritables envers le groupe représenté par l‘invité.
Enfin, la phase 3 est l‘occasion d‘une rétroaction afin d‘analyser ce
produit lors de la rencontre avec l‘invité et d‘en faire une synthèse. Elle
l‘occasion idéale pour redéfinir les éléments d‘informations contenus
préjugés et ainsi départager le vrai du faux. Cette discussion se déroule
étudiants et le professeur.

qui s‘est
est aussi
dans les
entre les

Remarque : Au cours de la phase 1 consacrée à la verbalisation, les étudiants
ont rarement l‘impression d‘émettre des préjugés. De leur point de vue, ce sont
les membres de tel groupe social qui adoptent des attitudes ou des
comportements répréhensibles. Puis, au cours de la phase 2 ou de la phase 3,
selon les cas, ils réalisent soudainement que ces « caractéristiques » ne sont rien
d‘autre que leurs propres préjugés à leur égard. Cette prise de conscience du
phénomène de projection a pour conséquence que les préjugés apparaissent
pour ce qu‘ils sont et les étudiants réalisent leur part de responsabilité dans la
fermeture dont ils ont fait preuve jusqu‘à ce jour envers le groupe ciblé par leurs
préjugés. Désormais, ils risquent de douter de la valeur de leurs propres
préjugés, alors que ceux-ci constituaient une sorte de « certitude » auparavant.
Ils s‘ouvrent donc à d‘autres réalités.
4. Les conditions gagnantes d’utilisation de la méthode
Le succès de l‘application de la méthode de désactivation émotionnelle des
préjugés dépend de certaines conditions. Voici les principales conditions de base
qui doivent être réunies pour un résultat optimal :
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Une ouverture d‟esprit de la part des étudiants. Ceux-ci doivent en effet
posséder a priori le désir sincère de confronter leurs préjugés; dans le cas
contraire, aucun dialogue enrichissant ne sera possible avec les invités.
Une rencontre préparatoire du professeur avec le futur invité, ce qui donne
l‘occasion d‘établir le contact entre eux. Il est souhaitable que le professeur
connaisse à l‘avance le contenu détaillé des idées et des informations qui seront
présentées par l‘invité, ce qui permet de valider leur pertinence et de faciliter la
rencontre avec la classe d‘étudiants.
Le besoin ressenti par les étudiants de devoir prendre conscience de leurs
préjugés et de devoir les atténuer afin de répondre adéquatement aux exigences
de leur future profession.
La verbalisation des préjugés et la rencontre des invités se déroulent dans
un temps rapproché.
La participation d‘invités qui ont un contenu pertinent à transmettre et qui
possèdent des qualités de communicateur.
La possibilité de recevoir plusieurs invités à la fois, ce qui assure une
diversité des points de vue émis et place, pour ainsi dire, en position de « force »
le groupe victime de préjugés face à la classe d‘étudiants.
Le recours à des questions élaborées en collaboration avec le professeur et
l‘invité lors de la rencontre préparatoire. Les réponses à ces questions sont
fournies par l‘invité lors de sa venue en classe et les étudiants doivent les
prendre en note car elles se retrouveront dans un éventuel examen.
Les étudiants doivent avoir confiance en leur professeur. Celui-ci est en
effet le pilier qui, tout au long de la session, organise les conférences, fait un
retour sur les échanges qui ont eu lieu et qui sert de modèle éthique pour les
étudiants.
5. Plusieurs perspectives, un paradigme
La méthode proposée prend place dans le grand courant que constituent le
cognitivisme, le constructivisme et le socioconstructivisme. Ces visions de
l‘apprentissage ont en commun d‘être centrées sur l‘activité de l‘apprenant. Par
exemple, dans la perspective cognitiviste, les connaissances de l‘élève priment
sur le savoir à apprendre. Ce qu‘il traite en premier lieu lorsqu‘il apprend, ce sont
les connaissances qu‘il possède déjà et à partir desquelles il tente de donner du
sens aux nouvelles connaissances qu‘il acquiert. Selon la psychologie
cognitiviste, [l‘] « apprentissage se fait par la mise en relation des connaissances
antérieures et des nouvelles informations ».2

2

D. RAYMOND, Qu‟est-ce qu‟apprendre et qu‟est-ce qu‟enseigner? Un tandem en
piste, AQPC, Montréal, 2006, p.27.
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La perspective constructiviste, pour sa part, […] « postule que la connaissance se
construit par l‘action et la réflexion sur l‘action ».3 C‘est l‘élève lui-même qui, par
sa propre activité, construit ses connaissances. Au contraire de représenter une
sorte de réceptacle passif, l‘apprenant apparaît comme le sujet actif de ses
apprentissages.
« Apprendre à connaître est quelque chose d‘actif; c‘est activer et appliquer ses
connaissances antérieures. L‘apprentissage de nouvelles choses se fait toujours
en partant de ce que l‘on sait déjà, au moment d‘une action. La connaissance se
vit et s‘acquiert en mode actif. On donne un sens aux situations non pas en
traitant des informations, mais en activant d‘emblée ses connaissances
antérieures. Sans cette activation, la situation dans laquelle elle se trouve et tout
ce qu‘elle comprend (objets, personnes, etc.) n‘aurait aucun sens pour une
personne.
Apprendre, c‘est donc utiliser ce que l‘on sait déjà. »4
Enfin, la vision socioconstructiviste a la particularité de mettre l‘emphase sur
l‘importance des interactions sociales dans toute activité d‘apprentissage.
« Ainsi, pour les tenants du socioconstructivisme, ce sont les interactions avec
les autres et avec l‘environnement qui façonnent nos connaissances et par
lesquelles nous créons nos propres connaissances. Les échanges avec le milieu
sont vus comme essentiels à la construction des connaissances. »5
Les conceptions brièvement exposées ici se situent dans le prolongement l‘une
de l‘autre et reposent sur le même paradigme. Dans les trois conceptions, en
effet,
[…] « ce sont les connaissances de l‘apprenant qui priment sur le savoir à
apprendre; il s‘agit de la logique de l‘apprentissage et non de celle des contenus;
il s‘agit de pédagogie de l‘apprentissage et non de l‘enseignement. »6 Également,
dans les trois conceptions le résultat de l‘apprentissage est conçu comme […]
« une modification de la structure cognitive (ou structure de connaissances) de la
personne, une adaptation et une création nouvelle des connaissances chez celui
ou celle qui apprend ».7
La méthode de désactivation émotionnelle des préjugés relève manifestement du
même paradigme. Cependant, deux distinctions majeures justifient, à notre avis,
son ajout à la liste déjà longue des méthodes pédagogiques reconnues. D‘une
part, il ne s‘agit pas tant d‘acquérir des connaissances que de « défaire » des
préjugés. En effet, les « connaissances » antérieures dont il est question sont en

3

D. MASCIOTRA, Le socioconstructivisme, un cadre de référence pour un
curriculum par compétences, 2005, [En ligne] http://bivir.uqac.ca/bd/man.cfm?,
p.1
4
Ibid., p.4
5
D. RAYMOND, op.cit., p.31
6
Ibid., p.37.
7
Ibid. p.43
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fait biaisées, non vérifiées, affirmées sans rigueur car elles ne proviennent
nullement d‘un savoir constitué scientifiquement.
D‘autre part, l‘objectif visé se situe beaucoup plus au niveau émotif qu‘au niveau
cognitif. D‘ailleurs, ce que mes étudiants disent eux-mêmes après une rencontre
avec un représentant d‘un groupe victime de préjugés, c‘est qu‘ils se « sentent
différents » face au groupe victime. Bien sûr ils ont appris de nouvelles
connaissances, mais leur vision du groupe est transformée dans le sens qu‘ils
sont mieux « disposés » ou plus empathiques à son endroit. Ils doutent
désormais de la justesse de leurs propres préjugés.
L‘importance de la composante émotive est d‘ailleurs ce qui a déterminé le choix
du nom attribué à la méthode.
6. Les éléments du contexte social
Selon une conviction bien établie en sociologie, tout événement ou phénomène
créé par les acteurs sociaux peut être situé dans le contexte social qui l‘a rendu
possible. On peut donc être assuré que des éléments du contexte social ont
présidé à l‘apparition de la méthode de désactivation émotionnelle et
déterminent dans une certaine mesure son utilisation. Tentons de repérer ces
éléments :
La visibilité sociale croissante des groupes sociaux autrefois marginalisés
(par exemple les personnes vivant avec un handicap et les personnes
homosexuelles), ainsi que le développement de communautés ethniques et
ethnoculturelles issues de l‘immigration.
Les victimes sont invitées à s‟exprimer et à défendre leurs droits. Au cours
des dernières décennies, il est devenu de moins en moins difficile pour les
victimes de porter plainte et de dénoncer les situations d‘injustice qu‘elles vivent.
Qu‘il s‘agisse par exemple de victimes d‘inceste, de violence conjugale, de
taxage ou de profilage racial, etc., les victimes reçoivent en général une écoute
attentive et empathique auprès des personnes ou des organismes chargés de
prendre leur défense. Les instruments juridiques tels que les chartes des droits
et libertés contribuent d‘ailleurs beaucoup à cet état de fait.
À l‟inverse, les personnes qui véhiculent certains préjugés ou qui
pratiquent de la discrimination sont a priori stigmatisées. Il est remarquable, par
exemple, que plusieurs termes créés depuis un siècle visent expressément à
dénoncer ceux qui font subir des préjudices aux victimes. C‘est le cas des mots
raciste (1892), xénophobe (1903) sexiste (1972), abuseur (1977), homophobe
(1979), islamophobe (1994) et judéophobe (2005).
La tendance sociale à s‘ouvrir sur le monde, à vouloir communiquer sans
entrave avec tous les citoyens du monde. Les moyens de transport et de
communication ainsi que la multiplicité des échanges économiques, etc.,
favorisent en effet la valorisation d‘une ouverture aux autres qui se situe aux
antipodes du repli sur soi et de la peur des personnes « différentes » ou
simplement étrangères.
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7. La méthode d’activation cognitive
L‘activation cognitive est une méthode pédagogique élaborée pour aider les
étudiants à atteindre pleinement une compétence. Elle comporte sept paliers
dont la pièce maîtresse est la méthode de désactivation émotionnelle. Chacun
des sept paliers reflète les différents niveaux de difficulté et d‘apprentissage.
De plus, l‘activation cognitive est une méthode intégrée dont les différentes
étapes se suivent de façon logique et progressive. Son approche innovatrice
comporte d‘ailleurs de nombreuses qualités pédagogiques. Les étudiants sont
actifs dans leurs apprentissages car elle favorise tout particulièrement leur
engagement émotionnel. Elle permet de les placer devant des situations sociales
réelles qui s‘apparentent à celles qu‘ils rencontreront dans leur vie
professionnelle.
La désactivation émotionnelle prend donc place à l‘intérieur de la méthode
d‘activation cognitive.
La méthode d‘activation cognitive facilite l‘enseignement de certaines
compétences qui impliquent les émotions des apprenants. Cette dernière
mériterait une présentation approfondie.
Conclusion
La méthode de désactivation émotionnelle des préjugés a été expérimentée par
des professeurs de niveau collégial au Québec depuis la session d‘automne 2003.
Les résultats positifs de son expérimentation justifient sa diffusion à
l‘international. Elle permettra aux professeurs de s‘outiller pour faire face aux
interactions propres au village global qui est le nôtre.
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Abstract
This paper reports on an exploratory Culturometric study of the changing cultural
identities of French and Spanish undergraduate students in Trinidad. While cultural
identity of Trinidadians is shaped by inter-ethnic mixing and its associated cultural
borrowing of selected behaviours, this is further compounded for modern languages
undergraduate students who are also exposed to pedagogic enculturations through
reading for a degree in French or Spanish. What is reported here is how exposure to
French and Spanish language, and associated pedagogically embedded influences on
cultural identity formation, shapes language students‘ increasingly complex composite
cultural identities over the four years of their degree programmes. The findings derive
from survey data collected between 2007 and 2009 (N=231). The paper also presents a
novel Culturometric methodology used to measure cultural identity profiles of language
students and track their changing language identities.

1. Introduction
Teaching aims at increasing student affective and cognitive attainments. These
two components are inseparable and always present in our teaching in differing
amounts. For the cognitive component we teach and assess skills in facts and
processes, with the aim of imparting competence in our subject to our students.
For the affective component we teach values, feelings and attitudes, with the aim
of imparting the culture of our subject to our students. Accountability requires
that we use objective assessments to measure increasing attainments. We have
objective measures of cognitive attainments so we teach and assess skills, facts
and processes and because learning is driven by assessment, our students learn
skills, facts and processes. We do not have objective measures of affective
attainments so we teach but do not assess values, feelings and attitudes. Hence,
because learning is driven by assessment, our students do not learn the culture
of our subject. The difficulty is in defining and objectively measuring the culture
of the subject. This paper introduces a Culturometric solution for objectively
monitoring the subject relevant cultural identity of students. The method can be
used to ensure that the teaching of subject culture is increasing students‘
affective attainments. It was demonstrated by assessing the target language
identities in a cross-sectional study of N=231 students enrolled in French and/or
Spanish courses at university in Trinidad. The results are consistent with the
‗hidden curriculum‘ and showed that the language identities of students in their
culture of their target languages of French and Spanish dropped significantly
over the four years of teaching. Culturometrics was used to identify respondents
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for interview so that the detailed meaning and causes of this could be explored.
1.1 Background
Education has identified two fundamental overlapping learning attainments: the
mainly analytical (separate, highly compartmentalised) skill-based knowledge of
facts and processes and the mainly affective (holistic, integrated) purposes and
intentions of learning (Clark, Sauter, & Kotecki, 2000). Notwithstanding that
teaching seeks to develop expert knowledge of facts and processes and model
professional attitudes, only lip-service is paid to the assessment of students‘
professional attitudes (Lindemann, & Soule, 2006). This is mainly because we
have objective assessments of skills that satisfy accountability requirements and
drive student learning, but we have an assessment deficit in objective measures
of values. Hence, we are in danger of passing highly skilled students with less
than appropriate professional values. This focus on objective assessment to the
detriment of values attainment causes concern at all levels of education
(Kelleher, 2003).
1.2 Critical assessment deficit in subject enculturation
Full enculturation into the subject requires attainment of skills and of values.
However, under increasing requirements of accountability we have emphasised
objective skills assessment because we have few, if any, objective assessments
of values that would satisfy the rigours of accountability and universities are
reluctant to focus on the matter (Cruess, 2006; Sambell, & Mcdowell, 1998). At
the school level, this assessment deficit is a central focus of movements for
‗values education‘ (Aspin, & Chapman, 2007; Lovat, & Toomey, 2009; Anderson,
2007). In Higher Education, this assessment deficit is of critical concern,
particularly in medicine, where students can obtain high grades in objective skill
assessments yet lack the decorum, the morality and the humanity expected of
the medical profession. It is equally true in language education, but with less
risk-attachment, this has previously been mainly a specialist pedagogic concern.
However, growing international cultural pressures to maintain language identities
in the confluence of global economic exchanges (Preisler, Fabricius, Haberland,
Kjaerbeck, & Risager, 2005) has now led the European Union to formally propose
cultural inter-comprehension assessments for language learners that emphasise
shared values over traditional language skills (Phillipson, 2002; Slivenskya,
2008).
Accountability needs introduce two problems that stymie objective assessment of
subject-values, (i) finding a consensus to define the subject-values, and (ii)
developing equitable assessments of those subject-values. The purpose of this
research is to contribute to the re-emphasis on value-learning by developing
accountable objective methods of monitoring students‘ affective attainments in
their subject areas (Ginsberg, & Stern, 2004; Wear, & Kuczewski, 2004).
Consistent with the literature on communities of practice which emphasises the
importance of the enculturation of beliefs and identity in learning (Kjaerbeck,
2005; Lemke, 2002; Lin, 2008; Riley, 2007; Wenger, 1998), we consider skills
learning plus value-learning as a process of enculturation into the culture of the
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subject, and assess that enculturation by measuring changes in students‘
language identity.
1.3 Acknowledging
motivators

cultural

identification

as

students’

learning

Why do we prefer language teachers to be native speakers? It is because
―language, culture, and identity are intertwined‖ (Shiels, 2001, p. 431). As
Edward Sapir avered: ―Again, language does not exist apart from culture, that is,
from the socially inherited assemblage of practices and beliefs that determines
the texture of our lives.‖ (1921, p. 221). As Modern Language teachers, it is
incumbent upon us, sometimes by law (Liddicoat, 2005), to enculturate our
students into the skills and values of the target language by necessarily
addressing both skill-attainment and cultural attainment (Byram, & Feng, 2005;
Dlaska,2000; Minami, 2004; Paige, Jorstad, Siaya, Klein, & Colby, 2003) . Rowan
(2001) reiterated ―… the study of language is also a study of people and cultures,
because language is an integral part of a culture‖ (p. 238). While we teach and
model the target culture, we do not objectively and summatively assess
students‘ attainments in the values, attitudes and intentions of the culture
(Boxer, & Cortés-Conde, 2000; Rowan, 2001). However, it is often a cultural
identification with our subject that motivates students to enrol and continue in
our language programmes (Bruna, 2009). As a large component of student
learning is assessment-driven, we might find that, rather than promoting
enculturation, we are in danger of undermining students‘ cultural identification
by focusing only on skill-assessment (Genc, & Bada, 2005: MacDonald, Badger,
& Dasli, 2006). So this research demonstrates a positive approach to support
both skill-attainment and cultural attainment (Andrade, Araújo e Sá, Lopéz
Alonso, Melo, & Séré, 2005). It uses objective Culturometric (CM) methods of
monitoring students‘ cultural attainments in language enculturation to measure
whether our teaching is enhancing or undermining the enculturation of our
language students.

2. Methodology
2.1 Sample
This is a cross-sectional study. Our respondents were N=231 students enrolled in
French and/or Spanish undergraduate courses. Because of the relatively small
number of modern language students at university, these respondents
represented an incomplete population census rather than a statistical sampling of
language students. The respondents comprised 122 first year students, 46
second year students, 55 third year students and 2 fourth year students with 6
missing year values. Thirty-two were male, 190 were female with 9 missing
gender values. There were 21 French majors, 55 Spanish majors, 77 taking
French and Spanish, 58 English, 7 Linguistics and 11 others with 2 missing major
values.
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2.2 Research design
Cultural Index (CI) methodology was used to assess the French, Spanish and
Ethnic components of their cultural identities and noted their Religions. The study
was in four stages, briefly described here and then described in sufficient detail
for replication below. The first three stages were quantitative and the last stage
was mixed-methods.
Stage 1: (a) Data cleaning using two-tailed exclusion of non-consistent
respondents, and (b) identification of optimal public objects for calculations of
ethnic and language cultural Indices.
Stage 2 Reliability and Validity: (a) Test-retest correlations were used to
assess reliability of responses. (b) Religion and strength of Ethnic Identity were
used to assess the construct validity of the cultural identity measurements.
Stage 3: Year-by-year changes in students‘ French and Spanish cultural identity
components. French and Spanish cultural identity components were compared
across the three annual cohorts of respondents in a cross-sectional design.
Stage 4: Meanings of French and Spanish cultural identity components:
Students were sorted on the two-dimensions of their Spanish and French cultural
identity components. Students who had contrasting high Cultural Identity on one
language and a low Cultural Identity on the other language were selected for
highly focused topical interviewing.
2.3 Instrument and administration
The following questions were administered to intact classes of language students.
The quantitative questions were embedded in a larger confidential test battery.
All respondents answered the questions at least once. 14 students were selected
on the ad hoc basis of their class enrolments to answer the questions twice. The
average duration between the test and re-test for these 14 students was 8 days.
Sex: (circle correct response) Male or
Female
Circle your Religion
Protestant
Catholic
Muslim
Hindu
Jewish
None
Other (please name )
You are a 1st / 2nd / 3 year student
(circle correct response)
Your judgement ...
Please show your judgment by giving a number from 0 to 10
(0 means not at all and 10 means the maximum)
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On a scale from 0 to 10…
How Indian do you feel (0 to 10)?
How African do you feel (0 to 10)?
How Spanish do you feel (0 to 10)?
How French do you feel (0 to 10)?
How Indian is PM Patrick Manning (0 to
10)?
How African is PM Patrick Manning (0 to
10)?
How Spanish is PM Patrick Manning (0 to
10)?
How French is PM Patrick Manning (0 to
10)?
How
How
How
How

Indian is calypso (0 to 10)?
African is calypso (0 to 10)?
Spanish is calypso (0 to 10)?
French is calypso (0 to 10)?

A repeated block design was used to elucidate the students‘ meanings of French
and Spanish Language identities, each student representing a block. Six students
with the most contrasting high and low language identities were selected for oral
interview and asked the following four questions in random orders. After the oral
interview the students were asked to summarise in writing their answers to the
same four questions in the following order:
1. In what ways do you think you are French?
2. In what ways do you think you are Spanish?
3. In what ways are you not French?
4. In what ways are you not Spanish?
2.4 Methods of analysis
Stage 1 (a) Data cleaning using two-tailed exclusion of non-consistent
respondents
A problem with self-report data is how to identify respondents who have not
used their values consistently. A technique of Culturometric CI regulators called
‗Value consistency‘ is designed for this purpose. Cultural Index (CI) regulators
can optionally utilise three questions. Question 1 is a self-rating of the cultural
construct in the identity of the respondent. Questions 2a and 2b are ratings of
the same cultural construct in the identities of two public objects. All three
responses should be consistent applications of the respondent‘s same values to
these three different contexts. In this research, the researcher was using the
emic consensus of the whole group to operationally define the cultural
constructs, and to ground each respondent‘s self-ratings. Thus, the mean rating
of Q2a defined the ‗true‘ degree of the construct in public object ‗a‘ and the
mean of Q2b defined the ‗true‘ degree of the construct in public object ‗b‘.

83
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Therefore, the mean of Q2a divided by the mean of Q2b represented the ‗true‘
ratio of the cultural construct in the two public objects. Although respondents
were likely to over-rate or under-rate the cultural construct according to their
idiosyncratic values, if their values were consistent with those of their group and
were applied consistently, then a respondent‘s individual Q2a/Q2b ratio would
have been similar to the ‗true‘ group ratio, and in that case we could infer that
their Q1 self-rating was also likely to have been consistent. C-alpha were
calculated to measure of how consistently high or consistently low were each
subject‘s responses. In this study, the two public objects were the then Prime
Minister of Trinidad and Tobago, the then Honourable Patrick Manning, and the
Trinidadian ethnic music, Calypso.
Stage 1 (b) Identification of optimal public objects for calculations of ethnic and
language cultural indices.
To choose the better public object for calculating each cultural index we used the
two-stage rule of thumb and triangulated with the standard k-s decision rule.
The first stage minimised ceiling and floor effects by choosing the public object
whose mean was closest to the middle adjusted rating of (1+11)/2=6. The
second stage was applied only if the means were close together, and in that case
the public object whose ratings had the smaller standard deviation was chosen
so as to privilege the greater group consensus that the smaller standard
deviation signified. However, results of these rules-of-thumb were also checked
with the standard k-s decision rule that used the single sample KolmogorovSmirnov Z statistic to choose the public object that had the more normal
distribution of ratings.
Stage 2 (a)Test-retest correlations were used to assess reliability of responses.
The test self-ratings and public object rating of Indian-ness, African-ness,
French-ness and Spanish-ness from the 14 test-retest respondents were
correlated with their re-test self-ratings and public object rating of the
corresponding cultural constructs on the retest.
Stage 2 (b) Religion and strength of Ethnic Identity were used to assess the
construct validity of the cultural identity measurements.
If the cultural identity measurements have construct validity, we would expect
that the ethnic identity of those respondents who were Hindu would be very
significantly more Indian rather than African, whereas the ethnic identity of
respondents who were Catholic would tend to be more African than Indian. We
calculated a MANOVA to test these two hypotheses.
Stage 3: Year-by-year changes in students‘ French and Spanish cultural identity
components.
To explore any changes in French and Spanish cultural identity components over
the four years we used error-bar plots of mean CIs for the four years and
ANOVAs with post-hoc contrasts comparing year means pair-wise.
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Stage 4: Meanings of French and Spanish cultural identity components.
Respondents were ordered on their French and Spanish cultural identity
components using a case labelled scatter-plot so that six respondents high on
one CI, but low on the other CI, could be selected for oral interviews utilising the
four interview questions above. The recordings were transcribed and together
with the written summaries were analysed using NVivo 8 in a 2x2x2 comparative
qualitative comparison repeated block design for French and for Spanish.

3. Results
The recordings were transcribed and together with the written summaries were
analysed using NVivo 8 in a 2x2x2 comparative qualitative comparison repeated
block design for French and for Spanish shown in figure 1, each respondent
being a block.
Figure 1: Mixed methods - Repeated block design for qualitative comparisons
FRENCH
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Low

Positive

FHP

FLP

Negative

FHN

FLN

Language Identity

Attributes

Attributes

Language Identity
SPANISH

High

Low

Positive

SHP

SLP

Negative

SHN

SLN

Stage 1 (a) Data cleaning using two-tailed exclusion of non-consistent
respondents
Table 1 shows the mean consensus values for each cultural identity component
for public objects Q2a and for Q2b.
Table 1: Consensus values for cultural identities of public objects
Descriptive Statistics

Q2a PM
Q2b Calypso

N

Min

Max

Mean

Indian-ness of PM

229

1

11

2.37

African-ness of PM

229

1

11

7.55

Spanish-ness of PM

229

1

11

1.91

French-ness of PM

228

1

11

1.63

Indian-ness of calypso

228

1

11

3.98

African-ness of calypso

227

1

11

7.83

Spanish-ness of calypso

229

1

11

3.11

French-ness of calypso

228

1

11

3.17

Valid N (listwise)

224

Table 2 shows the ‗true‘ proportions of the group means for each identity
component. It also shows the lower bounds and upper bounds for Value
Consistency as 50% and 200%, respectively, of these ‗true‘ proportions.

85
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Table 2: Value Consistency set between 50% and 200%
Upper and lower bounds for Value Consistency
Values
Consistency

Indian
African
Spanish
French

50% cut- Mean Q2a/
point
Mean Q2b

0.2980
0.4819
0.3079
0.2566

200% cutpoint

0.5961
0.9638
0.6157
0.5131

1.1921
1.9275
1.2315
1.0263

Table 3 shows the cost-benefit of data cleaning using the CM technique of Value
Consistency
Table 3: Cost-benefit of Value Consistency cleaning
Cultural
Construct
Indian
African
Spanish
French
Means

C-alpha
0.319
0.422
0.372
0.479
0.398

Pre-Cleaning
n
n
%
Included Excluded Excluded
227
4
1.7
226
5
2.2
228
3
1.3
227
4
1.7
227
4
1.7

C-alpha
0.529
0.567
0.585
0.685
0.592

Post-Cleaning
n
n
%
Included Excluded Excluded
135
96
46.8
167
64
27.7
147
84
36.4
148
83
35.9
149
82
36.7

It is seen from table 3 that the cleaning increased the mean C-alpha consistency
by an average of 50% for a cost of an average increased exclusion of 35%.
Stage 1 (b) Identification of optimal public objects for calculations of ethnic and
language cultural Indices.
Table 4 shows the rule-of-thumb and k-s decision criteria for the choice of the
more appropriate Public Object based on the Normality of only Value Consistent
responses. The numbers shown in the ‗n‘ columns are considerably reduced from
the corresponding ‗N‘ in Table 1 due to the two-tailed loss of inconsistent
responses. This result shows that the ‗Calypso‘ Public Object was the more
suitable
for
the
calculation
of
all
four
Cultural
Indices.
Table 4: Rule-of-thumb and k-s decision criteria for the best choice of a Public
Object
Cultural Identity
Component

Public Object 1- Prime Minister

Public Object 2 - Calypso

KolmogorovStd.
Deviation Smirnov Z
2.039
4.201

Indian

n
136

Mean (M)
1 to 11
2.15

|M-6|
3.853

African

170

8.66

2.659

2.672

Spanish

148

1.52

4.480

1.584

French

149

1.36

4.644

1.231

KolmogorovStd.
Deviation Smirnov Z
2.719
2.727

n
135

Mean (M)
1 to 11
3.13

|M-6|
2.874

2.503

168

8.47

2.466

2.461

2.270

5.922

148

2.25

3.750

2.010

3.410

6.017

149

1.99

4.007

1.742

3.658

Valid n (listwise) 41
means Rule of thumb
k-s Decision rule

Stage 2 (a) Test-retest correlations were used to assess reliability of responses.
Table 5 shows the test-retest correlations for the raw self-ratings and ratings of
the Calypso Public Object as well as the calculated Cultural Indices and Value
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Consistencies. An obvious limitation is the further reduction in the number of
data values, from an already low original n=14, due to the exclusion of
inconsistent responses.
Table 5: Test-retest reliabilities
Cultural Construct

Indian
Corr
n
sig
Cultural Indices
0.7807
6 0.067
Self-Rating
0.9850 ** 6 0.000
Calypso
0.8286 * 6 0.042
Value Consistency
0.3900
6 0.445
* Correlation significant at p<0.05 (2-tailed)
** Correlation significant at p<0.01 (2-tailed)

African
Corr
n
0.8535 ** 8
0.9369 ** 8
0.2675
8
0.6886
8

sig
0.007
0.001
0.522
0.059

Spanish
Corr
n
0.0409
8
0.2633
7
0.9798 ** 7
0.7499
7

sig
0.931
0.568
0.000
0.052

French
Corr n
0.1166
7
-0.0227
7
0.7308
7
0.5033
7

sig
0.803
0.961
0.062
0.250

Stage 2 (b) Religion and strength of Ethnic Identity were used to assess the
construct validity of the cultural identity measurements.
The mean ethnic cultural identities of Hindus and Catholics are given in Table 6.
Table 6: Ethnic cultural identities of Hindus and Catholics

Table 7 gives the MANOVA testing the differences in these mean levels of Indianness and African-ness of Hindu and Catholic respondents. It shows both
differences are highly significant.
Table 7: Construct validity evidenced by significant differences between Indianness
and
African-ness
of
Hindu
and
Catholic
respondents
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Figure 2 is based on Table 6 and shows the mean African-ness and Indian-ness
of Hindus and Catholics with one standard deviation error bars to illustrate their
separations. The effect sizes of these F values are large and medium respectively
(Cohen, 1988).

Figure 2: Effect sizes of differences between Indian-ness and African-ness of
Hindu and Catholic respondents
These expected results strongly support the construct validity of our Cultural
Index measures.
Stage 3: Year-by-year changes in students‘ French and Spanish cultural identity
components.
Table 8 shows student numbers and students‘ mean Spanish-ness and Frenchness cross-sectionally at each year of the language programmes.
Table 8: Mean French and Spanish Language Identities at each year of the
programme

The means from table 8 are plotted in Figure 3.
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Changes in Language Identity Over Four Years
6.0
5.5

Language Identity Component

5.0

CI Spanish
CI French

4.5
4.0
3.5

3.0
2.5
2.0
1.5

Programme Year

1.0
1

2

3

4

Figure 3: Changes in students‘ French and Spanish Language Identities over four
years of teaching
Figure 3 shows that the Language Identity of students decreases over the four
years of the language programmes. For French, there is a marked decrease by
the end of year two. However, The Spanish Cultural Index is still high at the end
of year two and then plummets by the end of year three. Both components of
language identity reach their lowest level at the end of year four.
Post-hoc Tamhane T2 multiple comparison tests, for unequal n and variances,
between the means for each year, as given in Table 9, show that for Spanish the
drop from year 1 to year 4 was highly significant (p<0.001, actually
p=0.000006) and was significant for French at p<0.05, actually p= 0.021)
Table 9: Significant decreases in students‘ language identities by the end of the
programme
Mult iple Comparisons
(I) Year in (J) Year in
Degree
Deg ree
Dependent Variable:CIs CI Spanish
Tamhane 4
1

Mean
Difference
(I-J)

Std. Error

Sig.

95% Confi dence
Interval
Lower
Upper
Bound
Bound

*

.6 6151

.000

-5.3203

-1.7425

*

- 3.5801
-.5294

1.1 1404

.018

-6.7036

-.4565

.5 4037

.913

-2.0415

.9827

*

.4 4138

.021

-2.5217

-.1395

2

- 1.3306
-.2723

.2 2523

.801

-.9051

.3605

3

-.2126

.4 9721

.999

-1.6161

1.1909

2
3
Dependent Variable:CIf CI French
Tamhane 4
1

- 3.5314

Stage 4: Meanings of French and Spanish cultural identity components
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Figure 4 shows the two-dimensional sort of respondents on their Language
Identities and the High-Low extreme respondents. 3 ‗high Spanish low French‘
and 3 ‗high French low Spanish‘ have been marked.
Figure 4: Selection of students who have maximally contrasting language
identities for explorative interviews

Table 10 lists the high and low French and Spanish language identities of these 6
students selected for interview
Table 10: High and low French and Spanish language identities of six students
selected for interview

High
Spanish
High
French

S1

Q1S
Respondent
511

CIs CI
Spanish
24.75

CIf CI
French
1.99

S2

114

20.25

1.99

S3

305

20.25

1.99

F1

910

6.75

11.96

F2

219

2.25

11.96

F3

901

6.75

9.97

As this is a work-in-progress only students F1 and F2 have so far been
interviewed. From these interviews it seems that language Identity is composed
of two characters: (i) a perceived self-competence e.g. relative skill level and (ii)
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a cultural component, e.g. family background. The students are aware of
differences in the French and Spanish values that are directly and indirectly
taught but they do not seem to have imbued them.
Future interviews will need to explore the meanings of the 2nd and 3rd year
decreases in Language Identity by interviewing students identified as having a
large year-on-year language Identity decrease.

4. Conclusions
Student enculturation comprises two attainments; skills and values. Formal
teaching and objective assessment methods for the detailed articulated skills
content of our courses are designed to raise the skill attainments of our
students. In contrast, the informal teaching and non-assessment of subjectively
defined values content often fails to ensure our students attain the
commensurate values for enculturation. We are thus in danger of passing
students with skills honed for no-purpose. This is of high public concern in the
teaching of foreign languages where imbuing the target language culture is both
major motivation for foreign language study and valued outcome of foreign
language study.
We have proposed that in prevalent assessment-driven learning environments
the availability and use of objective skill-assessments favour skill-attainment,
whereas the lack of objective value-assessments, and the consequential nonassessment of values, undermines value-attainment. With the aim of countering
value-deficiency while maintaining traditional levels of skill-attainment, this
paper has presented an objective method of monitoring attainment of subject
cultural identity during the enculturation process of learning. In particular, it has
demonstrated an objective Culturometric method of monitoring attainments of
language identity over the course of foreign language learning; a simple method
that teachers of languages can use to ensure their efforts of enculturation into
the culture of their target language are being successful.
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Abstract
In Ireland there has being a steady decline in the number of students studying science
subjects and in the context of Ireland‘s technological economy, students‘ interest in the
physical sciences is of utmost importance. The demand for science graduates has made
high-quality schooling more important than ever. The literature highlights several factors
that influence student learning, including attitudes, student skills and teacher knowledge.
This paper will focus on one of these influences – the teachers‘ knowledge. This study
examined the use of Concept Mapping as a tool to investigate student teachers
hierarchical knowledge structure of science.
The student teachers constructed three concept maps on the topic of Electricity at
intervals throughout a 12-week semester. The maps collected from the students suggest
that pre-service teachers represent a variety of knowledge structures, with several levels
of hierarchies. The implications for science teaching and secondary school students
understanding of science are discussed.

Keywords: Concept Mapping – Knowledge structure – Physics – Pre-service teacher

1. Introduction
The current economic crisis has reinforced the importance of graduates
possessing skills in scientific literacy, problem solving and mathematics. In order
to develop students‘ skills base in science and improve the quality of science
graduates teaching must be of the highest standard which develops from
educators who have knowledge and expertise in the areas. The teachers‘
cognitive ability and conceptions of subject matter directly influence classroom
practice and therefore it is essential that teachers emerge from teacher training
programmes with developed subject matter and pedagogy knowledge structures.
Teacher preparation programmes are often criticised for failing to prepare
students to teach the subject (Adams and Krockover, 1997). In order for preservice teachers to be prepared to teach their subject they must be competent in
the subject matter as well as pedagogical content knowledge (PCK). To date
much research has being carried out on pre-service teachers‘ understanding of
science concepts and their ability in PCK. However this paper focuses directly on
the pre-service teachers‘ ability to represent their knowledge. The branch of
philosophy that deals with the nature and scope of knowledge is identified as
epistemology. In recent years this branch of philosophy has undergone dramatic
change. In the past positivism was the leading view where ―all genuine
knowledge is based on sense experience and can only be advanced by means of
observation and experiment‖ (Cohen at al, 2000, p.8). However, constructivism

94
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

is now regarded as the dominant epistemological view (Novak, 1991). Within the
constructivist view each individual builds on their own knowledge in an active
mental process, from concepts already possessed. This paper examines the
knowledge structures of pre-service science teachers though the use of Concept
Mapping.

2. Knowledge
Novak (1991, p.48) maintains that knowledge is ―made of concepts and concept
relationships‖ making the suggestion that concepts are the units of knowledge in
the way that letters make up words. Every science lesson or laboratory session
can contain many concepts and every time a new concept is learned, knowledge
increases (Halpern, 1996). These new concepts are used to construct internal
knowledge structures thus implying that concept interrelatedness is the essential
property of knowledge (Ruiz-Primo et al., 1997). Ruiz-Primo et al. (1997)
identify knowledge as a very personal and idiosyncratic because there are many
ways in which new concepts learned can be connected to prior knowledge and
hence arranged into out knowledge structures. The characteristics of scientific
knowledge stem directly from the meaning of knowledge. Scientific knowledge is
―symbolic in nature and the objects of science are not the phenomena of nature
but they are concepts that are used by the scientific community to interpret
nature‖ (Driver et al, 1994, p. 5). The concept is the ―relationship between the
word (or symbol) and the idea or conception…which enables us to impose some
sort of meaning on the world…the means by which we are able to come to terms
with our experience‖ (Cohen et al, 2000, p.13). This implies that there is a
relationship between the number of concepts one possesses and their ability to
explain the world around them.
Knowledge can be represented in many ways, for example, in the form of
diagrams and texts. These knowledge representation tools (also known as
knowledge diagramming tools or knowledge maps) can have many benefits in
the classroom. The author utilised the knowledge representation tool, Concept
Mapping, in this project to identify the pre-service teachers‘ knowledge structure
and understanding of Light.

3. Concept Mapping
In an attempt to help students to learn concepts more effectively and to enhance
meaningful learning, several strategies have being developed, one of which is
Concept Mapping. The concept map is an alternative way of representing
knowledge. It differs from that of written text in that information is not
presented in a linear manner (Taber, 1994). Within a written text (book, journal
etc.) the material is structured in a specific sequence, which is set out to direct
the reader. Attention is drawn to specific key words using italics, bold and
underlining. However, within a concept map the content is represented
differently, using nodes and linking lines. Unlike a written text there is no
specific order in which the map could be read as ―it is a network of ideas that
may be sequenced in many permutations‖ (Taber, 1994, p. 276). The advantage
of using non-linear modes of knowledge representation tools such as concept
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mapping was underlined by Freeman (2004) as they ―depict the complexity of
the relationships between the concepts and ideas.
Concept Mapping has become a ubiquitous tool in research and educational
research. The tool was originally developed by Novak and his research team in
the early 1970‘s as a means of externalising internal processes and was
developed to facilitate the learner to produce maps containing concepts and
propositions. Since then the tool has developed further, whereby it is used both
in assessment and instruction in several fields and disciplines. The tool offers a
situation to allow shared understanding to take place between individuals,
whereby shared understanding means an understanding of an individual‘s
position rather than an agreement between the individuals (Freeman, 2004). It is
a tool that allows an entire lecture topic or unit to be presented in a graphical
format, thus illustrating the holistic relatedness of ideas (Laight, 2004).
Concept Mapping is a practical learning tool which falls into the broad family of
graphic organising tools that includes mind mapping and spider diagrams.
However, the characteristics of Concept Mapping set it apart from the others.
The concept map itself has being defined in many ways. Its developers define a
concept map as ―a schematic device for representing a set of concept meanings
embedded in a framework of propositions‖ (Novak and Gowin, 1984, p.15).
Heinze-Fry (2004) believed that they represent the ―conceptual linkages‖ that
people contain in their minds. Iuli (2004) and Quinn et al. (2004) include the
hierarchical structure of knowledge in their definitions. Iuli (2004) states that a
concept map ―represents knowledge as a hierarchical framework of concepts and
concept relationships‖ with Quinn et al. (2003, p.12), defining a concept map as
a ―two-dimensional, hierarchical, node-linked diagrams that depict verbal,
conceptual, or declarative knowledge in succinct visual or graphic forms‖. White
and Gunstone describe the purpose of a concept map as a tool that ―show(s)
how someone sees the relations between things, ideas or people‖ (1995, p.15).
3.1. Components of a Concept Map
Each map contains several elements (Figure 1), which as a whole, organise and
represent students‘ knowledge and understanding of a particular topic. They
include concepts, propositions, linking phrases, linking lines and cross-links
which when combined differentiate a concept map from other graphic organisers.
Concepts are defined as ―perceived regularities in objects or events that are
designated by a sign or symbol‖ (Novak, 1991, p.45) that are ―briefly expressed
forms of our experiments and the nodal points between the abstract and the
concrete‖ (ĠngeÇ, 2008). The concepts are usually enclosed in circles and linked
together using linking phrases. Linking phrases identify the relationship between
adjacent concepts through the use of a ―relationship type‖ (Kremer, 1994).
Propositions are the smallest units of meaning in a concept map and consist of
two concepts linked together using a linking phrase, also known as a conceptlink-concept triad. The linking lines connecting the concept-link-concept triad are
usually unidirectional and denote a relationship between them (Ruiz-Primo and
Shavelson, 1996). The final components of a concept map are identified as a
cross-links which is a lateral links in comparison to a vertical link. They show how
a concept in one domain of knowledge is related to a concept in another domain
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of knowledge, whereby they make explicit relationships between or among
concepts in different regions or domains within the concept map.

Figure 1: A concept map showing the key concepts involved in concept mapping.
Concept maps are hierarchical structures which identify relationships between concepts
using linking phrases (Novak & Gowin, 1984)

4. Research Study – Research Aims and Profile of the Participants
This paper presents results from a larger PhD research study that has being
undertaken at the University of Limerick examining the use of Concept Mapping
in third level education. The research questions that will be answered in this
paper include:
1. Are concept maps viable tools to assess and evaluate pre-service teachers‘
knowledge structures?
2. What does the pre-service teachers‘ knowledge structure suggest about their
understanding of the concepts related to Electricity and Magnetism?
The students involved in this research (N = 77) were enrolled in a four-year
science education degree course in the University of Limerick. The students
involved represented two courses: Biological Science Education and Physical
Science Education. All the students had completed one physics module prior to
the study, however only 25% of the cohort studied Physics at second level
education. The results presented in this paper focus on the work carried out in
the final phase of the PhD research study during which the students completed
an Electricity and Magnetism module.

5. Methodology
During the 15-week semester the entire cohort were asked to construct three
concept maps specific to domain Electricity. The student maps were constructed
and collected during the tutorial session in weeks 3, 7 and 11. The students were
familiar with the Concept Mapping tool as they had used the tool in their previous
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physics module and received an intensive training session which focused on the
construction of the tool and its uses in the classroom. Results gathered
concerning the use of the tool and the suitability of the training session provided
reassuring result. The students believed the training session was adequate and
that the tool was very beneficial in the classroom which also improved their
attitude towards physics (Broggy and McClelland, 2008). The level of direction
varied throughout the semester as the students received instructions, probing
words, and questions for the first map but only instructions for the final map.
The focus question of the maps changed to coincide with progress of the module;
the students were asked to create a map that responded to the focus question
―what is electricity?‘ for the first and second map however this changed to ―what
are electric circuits?‖ for the final map. To facilitate the analysis of the student
concept maps, the maps from ten students were chosen as a representation of
the student cohort.
In order to assess the concept maps the author developed a criterion map
specifically for the Electricity and Magnetism module. The criterion map (Figure
2) included concepts specific to the aims and objectives of the module. Colour
coding has been used in the map to highlight the many strands of information
which students could have introduced into their maps. The student maps were
graded against the criterion map. Total proposition accuracy was based on an
evaluation of the quality of propositions that students constructed, against those
present in the criterion map.

6. Research Findings
The purpose of the concept mapping activity was to provide an open-ended
method for the pre-service teachers to communicate their conceptions and
knowledge structures of electricity. The concept maps collected from the twenty
pre-service teachers indicated that they had varying knowledge structures
represented through the levels of hierarchies included in each map. Overall the
maps generated by the students showed an improvement in their knowledge
structure from the time they constructed map 1 (week 2) to when they
constructed the final map in week 11. This was reassuring as the pre-service
teachers were receiving instruction on the concepts over the period of the 15
weeks. Figure 3 [a, b and c] represents the three maps drawn by one of the preservice teachers during the semester.
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Figure 3a: First Concept Map drawn by the student

Figure 3b: Second Concept Map drawn by the student
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Figure 3c: Third and final Concept Map drawn by the student
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Figure 2: Criterion map used to assess the pre-service teachers self constructed maps

101
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

During the training session the pre-service teachers were encouraged to
construct hierarchical concept maps in accordance with the original work of
Novak (Novak and Gowin, 1984); consequently the maps collected from the
students were of that nature. The differences in the maps, however, were
identified through the number of propositions and hierarchies included in the
individual map. The concept maps were divided into three groups; novice,
intermediate and advanced, based on the structure of the map in comparison to
the criterion map. For the purpose of this paper the final maps constructed will
be analysed and presented as these maps represent the participant‘s full
understanding of the concepts as they were collected at the end of the semester
when the teaching term had come to an end. Thus the concept maps presented
are representing the pre-service teachers understanding of ―electric circuits‖.
6.1. Novice Knowledge Structure
Maps included in this group are characterised by the inclusion of very little
hierarchies and propositions. In general, maps of this group included concepts
relating to the electric instruments and their uses and units of measurement.
Typically, pre-service teachers of this group tended to depict very general
concepts to explain their understanding of electric circuits. The maps also lacked
hierarchical features and often included one of two major threads of information,
which were often fragmented.
An example of a typical concept map of this group is found in figure 4.
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Figure 4: Representative concept map of the Novice Group

6.2. Intermediate Knowledge Structure
Pre-service teachers of the intermediate group generated maps that on average
included more concepts than the novice group although they again included
concepts specific to the electrical instruments and their uses and associated units
of measurement. A number of teachers in this group however included more
background information to the working of electric circuits and specific elements
of the individual electrical instruments. An example of a typical concept map of
this group is found in figure 5.
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Figure 5: Representative concept map of the Intermediate Group

6.3. Advanced Knowledge Structure
The maps of this group represented the most elaborate maps, with the inclusion
of specific and general concepts relating to electric circuits. The pre-service
teachers of this group also included examples and mathematical formulas to
support their understanding. They were better able to depict their understanding
of the key concept and they often included several levels of hierarchy in doing
so. Although the maps included aspects of the electrical instruments they also
included concepts relating the significance of these instruments and their
relationship with the key concepts, namely current and voltage. An example of a
typical concept map of this group is found in figure 6.
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Figure 6: Representative concept map of the Advanced Group

7. Discussion and Conclusions
This research paper set out to identify if concept maps are useful tools in
identifying pre-service science teachers‘ knowledge structure. The use of the
Concept Mapping tool has been reported in many research papers and journals
since their introduction in the early 1970‘s, and their benefits in the classroom
have being identified. One such benefit is their use in identifying students
understanding and misconceptions, and in essence their knowledge of the
subject. The results of this study suggest that students‘ knowledge
representation is clearly visible through the use of concept maps. Three levels of
knowledge structures were identified when concept maps constructed by preservice science teachers were examined. These are novice, intermediate and
advanced. Each level of knowledge representation contains specific
characteristics which relate to the number of propositions and hierarchies
present in the maps.
These results have implications for the teaching and learning of science for both
the pre-service teachers and also the second level students in the classroom. The
knowledge represented in the concepts maps indicates their level of
understanding. Therefore concept maps can be used to ensure teachers are
familiar with the topics before they enter the science classrooms. Teachers who
are unfamiliar with science topics can possess misconceptions and pass these
ideas onto the students. They also ―have little knowledge of potential student
problems and specific preconceptions, and have difficulties selecting potential
student problems and specific preconceptions‖ (van Driel, Verloop and de Vos,
1998, p. 679). These can have very negative impacts on the students learning
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and consequently second level students may opt not to study the subject in third
level.
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Résumé
Le but de cette recherche est de décrire les détails d‘une peinture que remarquent les
élèves de 6ème de l‘école secondaire, les histoires qu‘ils écrivent selon leur bagage de
mots dans le cadre du temps, de l‘espace, des personnages, des thèmes d‘arrivée à une
conclusion de leur histoire. Dans cette recherche on s‘est adressé aux Fiches de
l‘Information Personnelle qui définissent le genre de l‘exemplaire en tant qu‘outil de
collecte de données par l‘intermédiaire de l‘activité de la peinture à l‘écriture. Dans le
processus de la narration de la peinture, on a constaté que tous les élèves ont tendance
à décrire les personnages, puis à analyser le temps, à conclure le récit et enfin à donner
des informations sur les espaces dans leur histoire. On a constaté qu‘à partir des sousthèmes du temps, de l‘espace, du personnage, de l‘arrivée à une conclusion
ils ont
achevé le récit avec une fin heureuse, malheureuse ou ambigu.

Mots clés: Enseignement – Peinture - Ecriture

1. Introduction
L‘art et l‘enseignement sont deux domaines différents qui développent la qualité
de la vie individuelle ainsi que la vie sociale. L‘art est le tout des théories qu‘on
utilise pour exprimer un sentiment, un projet, la beauté etc. ou la suprême
création qui naît de cette expression. L‘enseignement assure à l‘homme de voir,
de penser, d‘interroger, d‘interpréter, de créer, autrement dit d‘être libre.
La liberté dans l‘enseignement exige une nouvelle approche qui met au premier
plan l‘individualisme dans l‘enseignement. C‘est ainsi que dans les programmes
d‘art, d‘esthétique on applique les études individuelles qui fortifient le
développement personnel et une bonne communication. Attribuer une
importance à cette faculté est une mentalité en dehors des informations
techniques que l‘élève a. La méthode prévoit l‘évaluation minutieuse de
l‘esthétique, de la théorie et de la pratique (BATUHAN, 1998:392).
On peut aller jusqu‘aux siècles reculés pour discuter d‘une autre manière la
contribution de l‘art à l‘enseignement. Car depuis que les premiers êtres humains
s‘expriment avec la peinture cette aventure continue. La peinture, qu‘elle existe
dans un domaine artistique ou qu‘elle appartienne à un enfant, est toujours un
domaine où l‘homme peut s‘exprimer. Bien que le processus de création de la
peinture soit sous le contrôle de l‘artiste, après la création, elle est en relation
avec le spectateur. L‘image obtenue à partir d‘une vision d‘une œuvre artistique
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est donc différente pour chaque élève. L‘élève anime de nouveau sur un chiffon
ou sur une feuille, les insignes qui étaient perçus par le peintre (BERGER,
1995:10).
Dans deux périodes de sa vie, l‘homme peut trouver un enseignement à
tendance artistique qui soutient la faculté de vision. Ces deux périodes sont
l‘enfance et l‘âge adulte. Au début, c‘est-à-dire pendant l‘enfance, dans la
période du développement de la personnalité, particulièrement à l‘école, l‘enfant
qui fait connaissance avec l‘art, la musique, la peinture et la sculpture, grandit
en tant qu‘une personne qui pense et qui s‘exprime.
Dans le dictionnaire de l‘Etablissement de la langue turque, le récit est défini
comme une écriture qu‘on imagine racontant des faits curieux et révélant des
émotions et le plaisir chez un lecteur et dont la plupart ne dépassent pas
quelques pages. La rédaction est une étude orale ou écrite qu‘on applique à des
élèves pour qu‘ils s‘expriment d‘une manière cohérente et efficace. Quand on
développe une écriture quelque soit le genre, récit ou rédaction, il faut passer
par des étapes d‘écriture.
L‘être humain sent le besoin de raconter ce qu‘il vit aux autres depuis des
siècles. En racontant, il veut parfois distraire les autres parfois les éduquer et
parfois les deux à la fois. En racontant la réalité parfois, il s‘en écarte ou il
exagère. C‘est ainsi que l‘expression fictive est née. Tirer une leçon de ce qu‘on
raconte se voit dans notre tradition de récit (BOYNUKARA, 2000:40).
L‘écriture, dans la vie quotidienne, est considérée comme un acte qu‘on doit
développer de différentes façons. C‘est possible avec divers techniques
d‘écritures. Comme l‘habitude d‘écrire se développe avec différentes techniques,
la progression de la faculté d‘écriture de l‘homme est aussi possible (BEYRELĠÇETĠNDAĞ-CELEPOĞLU, 2008:74).
Une autre voie d‘avoir le bagage dans l‘étape de la préparation à l‘écriture, c‘est
l‘observation. Même si narrer des choses qu‘on vit ou qu‘on voit exige une
habitude ou un talent, c‘est assez difficile pour des élèves de 10 ou 13 ans qui
n‘observent pas ou qui ne peuvent pas observer. La peinture concrète est l‘une
des meilleures méthodes d‘exercices pour développer la faculté d‘observation des
élèves et d‘écrire à partir des détails. La peinture, en donnant un sujet à l‘élève,
fournit un contour et ses limites en même temps. Ce faisant, on donne un
schéma attirant l‘attention sur certains points. L‘élève pense ainsi dans la
chronologie et fait la lecture de la peinture en percevant le passé, le présent et le
futur. Il met de l‘ordre dans ses idées selon la narration. L‘élève voit que la
peinture qu‘on lui donne ne raconte pas seulement son histoire mais possède
une histoire à elle.
Premièrement, l‘élève fait l‘expérience et arrive à une conclusion sur le sujet de
la peinture. Après en se servant de ses prévisions, de sa créativité et de son
imagination il essaie de trouver l‘ordre chronologique de la peinture. Les quatre
éléments essentiels devront se trouver dans les récits comme l‘événement, les
personnages, le temps et l‘espace. Il écrit tous ces renseignements dans les
pages d‘instructions. Ce faisant il évite que les idées se dispersent. Il écrit en
réunissant les indices, ainsi le récit se crée.
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Le fait que l‘enfant s‘intéresse à l‘art, comme la peinture ou l‘écriture ou les deux
à la fois, est une situation qui influence positivement sans doute son
développement culturel et soutient sa personnalité. Car comme on ne peut pas
attendre de chaque élève qu‘il fasse une peinture réussie, il n‘est pas question
non plus d‘attendre de chaque élève une bonne écriture. L‘enfant qui acquiert la
confiance en soi peut développer une personnalité qui prévoit mieux les
problèmes et qui se débrouille plus facilement. L‘activité de la peinture est une
méthode d‘étude proposée qui soutient les travaux visuels et écrits de l‘enfant.

1.1.

But de la recherche

Le but de cette recherche est de décrire les détails d‘une peinture que
remarquent les élèves de 6ème de l‘école secondaire, les histoires qu‘ils écrivent
selon leur bagage de mots dans le cadre du temps, de l‘espace, des
personnages, des thèmes d‘arrivée à la conclusion de leur histoire.
1.2.

Problème

La créativité,née de la faculté de créer (TDK Dictionnaire de l‘Etablissement de la
Langue Turque) est un processus sur lequel les recherches continuent. Pour
qu‘une personne puisse mettre en évidence sa créativité, il faut tenir en compte
les particularités intérieures et extérieures de la personne créatrice. (SAN,
2004); on a défini la créativité non seulement comme une faculté qui joue un
rôle dans les processus artistiques ou dans les activités d‘enseignement d‘arts
mais aussi une faculté essentielle qui existe dans tous les domaines de la vie de
l‘homme et de l‘évolution de l‘humanité. Dans ce contexte, on observe que les
personnes qu‘ils soient dans enfance ou pas, ajoutent librement des facteurs
périphériques dans le processus, en écrivant les détails des matériaux visuels.
Le problème de cette recherche, premièrement, est de constater les
pourcentages des élèves qui décrivent la période où s‘animent les figures et les
espaces. Deuxièmement, de mettre en évidence la différence entre les facultés
de décrire à quelles périodes appartiennent les figures, l‘espace avec l‘examen
ou non-examen des personnages et des choses qu‘ils observent dans le tableau.
1.3. Sous-problèmes
Les sous-problèmes de cette recherche sont les suivants:
1.
Quelles sont les pourcentages du genre de l‘exemplaire?
2.
Quelles sont les pourcentages de thèmes principaux constatés dans
processus de narration d‘une peinture après l‘analyse des données de
recherche?
3.
Quelles sont les pourcentages des sous-thèmes constatés dans
processus de narration d‘une peinture après l‘analyse des données de
recherche?

le
la
le
la
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4.

Y a-t-il une relation expressive entre les élèves qui déterminent l‘époque
qui se déroule dans le tableau avec les élèves qui ont examiné et qui n‘ont pas
examiné un tableau auparavant?

2. Méthode
Cette étude est fondée sur la méthode de furetage et s‘est référée à la recherche
du sujet dans la littérature.
2.1. Echantillonnage
L‘échantillonnage de l‘étude est composé des 38 élèves de 6ème choisis au
hasard de l‘école primaire et secondaire (Ecole Primaire de Kadriye Mehmet
Koparan) de la Direction de l'Éducation nationale du département d'Istanbul et
de la sous-préfecture d‘Üsküdar.
2.2. Outil de collecte de données
La Fiche d‘Information a pour but d‘avoir de l‘information sur le genre des
élèves, sur l‘examen et le non-examen des élèves, sur les personnages et les
objets qu‘ils voient sur une peinture. L‘activité de la Peinture en Ecriture est
appliquée par l‘intermédiaire d‘une peinture exemplaire est examinée par des
spécialistes et après avoir reformulé l‘activité suivant les réponses obtenues est
appliqué dans un exemple. Comme exemple de la peinture on a choisi le tableau
de Gustave Courbet ―Pierre-Joseph et Ses Enfants‖ daté de 1865‖ (Picon, 1991).
On a appliqué l‘outil de collecte de donnée sur une durée de 50 minutes.
2.3. Analyse des données
Dans cette recherche on a pris le pourcentage de réponses des élèves et dans le
cadre d‘analyse de données quantitatives on s‘est référé à l‘analyse descriptive.
On a réalisé l‘analyse descriptive suivant les opérations suivantes (YILDIRIM et
ġĠMġEK, 2005; BLANCHET et GOTMAN, 2001). On a construit un cadre
thématique en partant des données obtenues. Suivant le cadre thématique
construit en lisant les données on a trouvé les fréquences des thèmes. Pour la
sûreté de l‘analyse, les outils de collecte de données sont présentés à la
consultation de deux spécialistes de recherches quantitatifs. Les données
favorisées par des extraits directs sont définies, ainsi les explorations sont
trouvés et interprétées. De plus le coefficient de corrélation est calculé dans le
but de résoudre les données de 4. sous-problème. Le niveau de signification est
p<.05.
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3. Explorations
L‘exploration des sous-problèmes est détaillée ci-dessous.
1.Sous-problème: Quelles sont les pourcentages du genre de l‘exemplaire?
Les explorations de la 1. Sous-problème sont cités dans le Tableau 3.1. cidessous:
Tableau 3.1. Les Pourcentages du Genre de L‘exemplaire
Genre
Filles
Garçons
Total
N=Le Nombre

N

%

19
19
38

50
50
100
%= Le Pourcentage

Interprétation
Suivant les résultats de l‘analyse du Tableau 3.1., l‘exemplaire total contient 38
élèves dont, 19 élèves sont des filles (50%), 19 élèves sont des garçons (50%).
2. Sous-problème: Quelles sont les pourcentages de thèmes principaux constatés
dans le processus de narration d‘une peinture après l‘analyse des données de la
recherche?
Les explorations de la 2. Sous-problème sont cités dans le Tableau 3.2. cidessous:
Tableau 3.2. Les Valeurs de Pourcentage du Processus de Narration d‘une
Peinture
Le Temps

L‘espace

Les Personnages

Arriver à Une Conclusion

f
%
f
%
f
%
L‘élaboration
32 84,2
25
65,8
38 100
Pas d‘élaboration 6 15,8
13
34,2
Total
38 100
38
100
38 100
f= La Fréquence %=Le Pourcentage

f
27
11
38

%
71,1
28,9
100

Interprétation
Quand on examine le processus de la narration de la peinture par les élèves, on
a constaté les résultats ci-dessous :

32 élèves sur 38 (%84,2) ont élaborés le temps dans leur narration.
6 élèves sur 38 (%15,8) n‘ont pas élaborés le temps dans leur narration.

sur 38 (%34,2) n‘ont pas élaborés l‘espace dans leur narration.

25 élèves sur 38 (%65,8) ont élaborés l‘espace dans leur narration.
13 élèves 38 élèves sur 38 (%100) ont la tendance de décrire les personnages
qui se trouvent dans la peinture.
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27 élèves sur 38 (%71,1) sont arrivés à une conclusion dans leurs
récits. 11 élèves sur 38 ne sont pas arrivés à une conclusion dans leurs récits.
3. Sous-problème: Quelles sont les pourcentages des sous-thèmes constatés
dans le processus de narration d‘une peinture après l‘analyse des données de la
recherche?
Les sous-exploration du sous-thèmes ―Temps‖ sont cités dans le Tableau 3.3. cidessous:
Tableau 3.3. Les Sous-exploration du Sous-thèmes ―Temps‖
Thème
Temps

Sous-thèmes
f
%
Temps
9
23,7
Indéterminé
12. siècle
1
2,6
17. siècle
1
2,6
18. siècle
1
2,6
19. siècle
6
15,8
20. siècle
8
21,1
Le matin
1
2,6
Le soir
5
13,2
Pas d‘élaboration
6
15,8
Total
38 100,0
f= La Fréquence %=Le Pourcentage

Interprétation
Quand on examine les sous-explorations de temps dans le processus de
narration on constate les résultats ci dessous:

9 élèves sur 38 (23,7%) ont narré le récit de la peinture dans un temps
indéterminé. Par exemple, on constate que les élèves ont utilisé les phrases
comme ―il était un fois‖, ―dans une époque très ancienne‖ etc.

8 élèves sur 38 (21,1%) ont défini que le récit de la peinture déroule au 20 e
siècle.

6 élèves sur 38 (15,8%) ont défini que le récit de la peinture déroule au
19.siècle.

5 élèves sur 38 (13,2%) ont narré le récit au soir.

1 élève sur 38 (2,6%) ont narré le récit au matin.

1 élève sur 38 (2,6%) ont narré le récit au 12e siècle.

1 élève sur 38 (2,6%) ont narré le récit au 17e siècle.

1 élève sur 38 (2,6%) ont narré le récit au 18e siècle.

6 élèves sur 38 (15,8%) n‘ont pas élaboré le thème du temps dans le récit.
Les sous-exploration du sous-thèmes ―Espace‖ sont cités dans le Tableau 3.4.
ci-dessous:
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Tableau 3.4. Les Sous-exploration du Sous-thèmes ―Espace‖
Thème
L‘espace

Sous-thèmes
f
%
La Maison
2
5,3
La Caverne
3
7,9
La Forêt
6
15,8
L‘étranger
9
23,7
Le Village
1
2,6
Le Jardin
4
10,5
Pas d‘élaboration
13
34,2
Total
38
100,0
f= La Fréquence %=Le Pourcentage

Interprétation
Quand on examine les sous-explorations d‘espace dans le processus de narration
on constate les résultats ci dessous:

13 élèves sur 38 (34,2%) n‘ont pas élaboré le thème d‘espace dans le
récit.

9 élèves sur 38 (23,7%) ont défini que l‘histoire se déroule à l‘étranger.
Par exemple ils ont construit ces phrases:
―Dans la plus belle ville de la France…‖
―Dans la ville Luxembourg de l‘Allemagne…‖

6 élèves sur 38 (15,8%) ont défini que l‘histoire se passe dans une forêt.

4 élèves sur 38 (10,5%) ont défini que l‘histoire se passe dans un jardin.

3 élèves sur 38 (7,9%) ont défini que l‘histoire se déroule dans une
caverne.

2 élèves sur 38 (5,3%) ont défini que l‘histoire se déroule à la maison.

7. 1 élève sur 38 (2,6%) ont défini que l‘histoire se passe dans un village.
Les sous-exploration
3.5. ci-dessous:

du sous-thèmes ―Personnage‖ sont cités dans le Tableau

Tableau 3.5. Les Sous-exploration du Sous-thèmes ―Personnage‖
Thème
Sous-thèmes
Les Personnages Le Père
Rodin
L‘écrivain
L‘homme Qui Pense
Responsable de Bibliothèque
Le Professeur
Les Gens Qui Font Prendre La Photo
Aucune Remarque
Total
f= La Fréquence %=Le Pourcentage

f
15
5
2
8
1
2
1
4
38

%
39,5
13,2
5,3
21,1
2,6
5,3
2,6
10,5
100,0
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Interprétation
Quand on examine les sous-explorations de personnage dans le processus de
narration on constate les résultats ci dessous:

15 élèves sur 38 (39,5%) identifient le personnage principal par le
caractère de père.

8 élèves sur 38 (21,1%) identifient le personnage principal par le
caractère de L‘homme Qui Pense.

5 élèves sur 38 (13,2%) identifient le personnage principal par le
caractère Rodin.

2 élèves sur 38 (5,3%) identifient le personnage principal par le caractère
d‘écrivain.

2 élèves sur 38 (5,3%) identifient le personnage principal par le caractère
de professeur.

1 élève sur 38 (2,6%) a élaboré les figures de la peinture comme un
group de personnage qui font prendre la photo.

1 élève sur 38 4 élèves (10,5%) n‘ont fait aucune remarque sur les
personnages.

1 élève sur 38 (2,6%) identifient le personnage principal par le caractère
du responsable de bibliothèque.
Les sous-explorations du sous-thème ―Arriver à Une Conclusion‖ sont cités dans
le Tableau 3.6. ci-dessous:
Tableau 3.6. Les Sous-exploration du Sous-thèmes ―Arriver à une Conclusion‖
Thème
Arriver à Une Conclusion

Sous-thèmes
La Fin Heureuse
La Fin Malheureuse
La Fin Indéfinie

Total
f= La Fréquence %=Le Pourcentage

f
%
19
50,0
8
21,1
11
28,9
38 100,0

Interprétation
Quand on examine les sous-explorations d‘arrivée à la conclusion dans le
processus de narration on constate les résultats ci dessous:

19 élèves sur 38 (50%) ont achevé leur récit avec une fin heureuse

8 élèves sur 38 (21,1%) ont achevé leur récit avec une fin malheureuse.
On a constaté que les élèves ont construit les phrases ci-dessous:
―Le dinosaure en face enlève le toit de la maison et mange tout le monde,
c‘est ainsi meurt le forestier.‖
―Le père qui dit: ―mes filles le seul héritage que je vous laisse est de vous
faire penser sur ce qui se passe dans le monde‖ est mort sur ses paroles.
―Les filles qui perdent leur père sont restées toutes seules ne supportant
pas le cas elles sont mortes après quelques années de la mort de leur
père.‖
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11 élèves sur 38 (28%) n‘ont pas achevé leur récit avec une fin heureuse
malheureuse.
4. Sous-problème: Y a-t-il une relation expressive entre les élèves qui
déterminent l‘époque qui se déroule dans le tableau avec les élèves qui ont
examiné et qui n‘ont pas examiné un tableau auparavant?
Les explorations de la 4. Sous-problème sont cités dans le Tableau 3.7. cidessous:
Tableau 3.7. La Corrélation Entre Les élèves Qui Déterminent Le Milieu Se
Trouvant Dans La Peinture Avec Les Elèves Qui Ont Pas Examinés et Qui N‘ont
Pas Examinés Un Tableau Auparavant
Examiner Un
Tableau
1

Examiner Un Tableau Corrélation de Pearson
p
N
38
Le Milieu Du Tableau Corrélation de Pearson
-,097
p
,563
N
38
p<.05
N= Le Nombre
p= Le Niveau de Signification

Le Milieu Du
Tableau
-,097
,563
38
1
38

Interprétation
Suivant les résultats des corrélations dans le tableau 3.7. on a constaté qu‘il n‘y
a pas une relation significative entre les élèves qui déterminent le milieu se
trouvant dans la peinture avec les élèves qui ont examinés et qui n‘ont pas
examinés un tableau auparavant (p>.05). Autrement dit, il n‘ya pas une
différence significative entre l‘existence de la détermination du milieu du tableau
avec l‘examinen ou non-examinen d‘un tableau auparavant.

4. Conclusion et Proposition
4.1. Conclusion
Dans cette recherche on a pris les pourcentages de réponses des élèves et dans
le cadre d‘analyse de données quantitatives on s‘est référé à l‘analyse
descriptive. De plus on a calculé le coefficient de corrélation dans le but de
résoudre les données de 4. sous-problème. Le niveau de signification est p<.05.
1. L‘échantillonnage de cette recherche est formé de 19 filles et de 19 garçons.
2. Quand on examine le processus de la narration de la peinture par l‘élève, on
constate que tous les élèves ont tendance à décrire les personnages qui se
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trouvent dans la peinture, deuxièmement à analyser le temps, troisièmement à
arriver à une conclusion et finalement à donner des informations sur l‘espace
dans leur récit.
3. D‘après les résultats de la recherche, les valeurs de fréquence des sousthèmes constatés dans le processus de narration d‘une peinture sont les
suivants.
Quand on examine les sous-explorations de temps dans le processus de
narration on constate que 9 élèves ont narré le récit de la peinture dans un
temps indéterminé. On constate que les élèves ont utilisé les phrases comme ―il
était un fois‖, ―dans une époque très ancienne‖ etc. 8 élèves ont défini que le
récit de la peinture se déroule au 20e siècle, 6 élèves 19e siècle, 5 élèves le
soir, 1 élève le matin, 1 élève au 12e, 17e ou au 18e siècle, et 6 élèves n‘ont pas
élaboré le thème du temps dans le récit de la peinture.
Quand on examine les sous-explorations d‘espace dans le processus de narration
on constate que la plupart des élèves, 13 élèves n‘ont pas élaboré le thème
d‘espace dans le récit de la peinture. 9 élèves ont défini que l‘histoire se déroule
à l‘étranger. 6 élèves ont défini que l‘histoire se passe dans une forêt, 4 élèves
dans un jardin, 3 élèves dans une caverne, 2 élèves à la maison, 1 élève dans un
village.
Quand on examine les sous-explorations de personnage dans le processus de
narration on constate que 15 élèves identifient le personnage principal par le
caractère du père. 8 élèves l‘identifient par le caractère de L‘homme Qui Pense, 5
élèves par le caractère Rodin, 2 élèves par le caractère d‘un écrivain, 2 élèves
par le caractère d‘un professeur, 1 élève par le caractère d‘un responsable de
bibliothèque. 1 élève a élaboré les figures de la peinture comme un group de
personnage qui font prendre la photo, 4 élèves n‘ont fait aucune remarque sur le
caractère des personnages qui figures dans la peinture.
Quand on examine les sous-explorations d‘arrivée à la conclusion dans le
processus de narration on constate 19 élèves ont achevé leur récit avec une fin
heureuse, 8 élèves ont achevé leur récit avec une fin malheureuse. 11 élèves
n‘ont pas achevé leur récit ni avec une fin heureuse ni avec une fin malheureuse
4. On a constaté qu‘il n‘y a pas de relation significative entre les élèves qui
déterminent le milieu se trouvant dans la peinture avec les élèves qui ont
examinés et qui n‘ont pas examinés un tableau auparavant. Autrement dit, il n‘ya
pas une différence significative parmi l‘existence de la détermination du milieu du
tableau et l‘examinent ou non-examinent d‘un tableau.
4.2. Proposition
Suivant la conclusion on peut apporter les propositions ci-dessous:
1. Dans cette recherche on a constaté que 13 élèves n‘ont pas donné
d‘informations sur le thème d‘espace utilisé dans la peinture. Pour cette raison,
on peut donner des explications détaillées sur l‘espace de la peinture pour que
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l‘élève perçoive mieux le fait d‘espace. De plus on peut renforcer le fait d‘espace
avec les exemples dans chaque livre qu‘on fait lire à l‘élève.
2. Dans cette recherche comme on ne s‘est pas servi d‘une peinture qui
appartient à une époque déterminée on a constaté que les réponses des élèves
sur ce thème varient. De ce fait, le thème de temps indéterminé existant dans la
peinture qu‘on va donner peut assurer la possibilité de traiter librement le temps.
3. Dans cette recherche on a constaté que les réponses des élèves sur le thème
des personnages varient. De ce fait, le thème de personnage indéterminé
existant dans la peinture qu‘on va donner peut assurer la possibilité de traiter
librement les personnages.
4. On a constaté que la durée de 50 minutes est suffisante pour les élèves. On
peut faire une proposition de 50 minutes pour l‘application.
5. On peut apprendre aux élèves comment examiner les détails des matériaux
visuels.
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Abstract
In the light of the forthcoming baby-boom retirements, dropout rates from the early
years in teaching are high. This can result when the individual finds the job not to be
what is expected, a mismatch between person and context or a lack of early mentoring.
Would retention rates be higher if university programs were able to identify, select and
mentor those individuals who were best suited to the working realities of teaching?
Current practice emphasizes academic standing for selection and admission, even
though, at best, above a required minimum, it is weakly correlated with professional
success. In order to select candidates who demonstrate potential for teacher education,
the University of Lethbridge uses a workplace-based University course that identifies
suitable candidates for admission. This paper reports research findings related to the
efficacy of the course from a student perspective and in terms of its ability to predict
success in teacher education.
Keywords: teacher education – selection – predicting success

1. Introduction
Abundant anecdotal evidence and student evaluations appear to support the
efficacy of the Introduction to Teaching Course. The combination of the high
dropout rate from teaching and four years of development to update the course
to reflect the latest research requires, however, a more formal research inquiry
to assess its efficacy. Thus, an ongoing research study was initiated to gather
data which addressed the following questions:




Do students‘ perceptions of their experiences of the course indicate that
the course meets its objectives related to career exploration and selection?
Does the course predict success in teacher education?
Does the course predict success in teaching?

This paper documents previous results of an analysis of qualitative data from
over 300 students in regard to the first question and statistical analysis of
quantitative data gathered over five years from over one thousand students in
response to the second question. Research plans are being developed for
question three.
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1.1. The Course
Orientation to Teaching (Ed 2500) has four purposes: to explore contemporary
education, to help each student to assess the personal suitability of teaching as a
career, to assist the Faculty of Education, in partnership with the teaching
profession, to evaluate students‘ potential for teaching and for admission to the
B.Ed. program and to assist the student in beginning to make the transition from
student to professional educator. Students must be in their second year of
University with 30 credit hours completed with a minimum C.G.P.A. of 2.5.
The seminar (20 students) includes many interactive and experiential elements.
Seminar content may include the nature of children, learning, teaching,
curriculum, instructional materials, professional ethics and career expectations
examined as separate themes or through discussion and reflection on practicum
experiences and overall inquiry into contemporary educational issues. The class
also requires students to interact and present within groups and individually plan
and teach a microteaching lesson to peers. Within the practicum, under the
supervision and guidance of their Teacher Associate, students observe and
analyze classroom interactions, tutor individuals, provide short periods of
instruction for small groups, assist teachers in supervision, marking, preparing
materials and in many other aspects of the teacher‘s job. They may work with
the whole class for simple tasks like opening exercises, reading stories, assist
with exceptional children and extracurricular activities and if ready, teach
occasional lessons. They may also attend staff meetings and professional
development activities with their teacher.
Students keep a logbook and professional journal within which they document,
interpret and reflect on their practicum experiences. These journals are used
within the seminar. The logbook also includes a beginning portfolio of what the
student brings to teaching, beliefs about teaching, personal professional goals,
evidence of professional learning, and an assessment of their personal
professional attributes, strengths and weaknesses, and emerging teaching style.
They use all of their personal, professional and academic experiences in
assessing their own suitability for teaching in a final paper for the course.
Students are required to complete Ed 2500 and be recommended for admission
to the program by both their professor and practicum Teacher Associate prior to
application for admission. Students may complete Ed 2500 at the University of
Lethbridge or its equivalent at other institutions. It is also possible to receive a
waiver of Ed 2500 if students have been Teacher Assistants or have done
extensive volunteer or applied studies work in an Alberta classroom. Students
are also able to claim credit for Ed 2500 as an elective in other degree programs
should they decide not to pursue teaching as a career.
1.2 Partnerships
The Ed 2500 course
collaborative efforts of
Provincial Executive of
Local of the A.T.A., as

came into existence in the late 70‘s through the
the Faculty of Education of the University of Lethbridge,
the Alberta Teachers‘ Association (ATA), the Lethbridge
well as Lethbridge School Districts and Boards. Ongoing
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monitoring of the course, program and policy development is maintained through
a Teacher Education Advisory Committee (T.E.A.C.) which includes
representatives of all stakeholder groups (A.T.A., School Boards, School
Superintendents, and the Faculty of Education). The Faculty of Education Field
Experience Office, under the supervision of the Assistant Dean of Field
Experiences, and a Faculty of Education Standing Committee of elected Faculty
members (Ed 2500 Committee) also contribute to this process, and, with the
Coordinator of Ed 2500, provide administrative support for the Ed 2500
Instructors‘ Group. An Ed 2500 Handbook (2006) of policies, practices, roles,
relationships and course content and procedures guides activities for all
participants.
Recently, the Ed 2500 committee engaged in two cycles of a collaborative course
review (from 2002 to 2006) which involved all stakeholders. In addition to the
above groups, an Ad Hoc Ed 2500 Committee (a sub-committee of T.E.A.C.) was
established which consisted of representatives of our Teacher Associate partners.
Through this focus group process, issues related to Ed 2500 were identified and
addressed; policies, practices, roles and relationships were reviewed, renewed
and improved.
2. Literature Review and Conceptual Framework for the Course
2.1. Attrition
Attrition figures for the first four or five years of teachers‘ careers for the U.S.A.
and Ontario approach an annualized figure of 10% per year (Ingersoll, 2002;
Berg, et al, 2005; Jamieson, 2003) meaning that perhaps 40% to 50% of new
teachers may be lost in the first five years. We must also add to that figure those
who don‘t enter teaching following graduation (up to 25%). The three top
reasons cited (Branham, 2004) as to why employees leave within the first year
of the job are: the job was not what the employee expected; a mismatch
between job and person; and, too little coaching or feedback. Ed 2500 is
designed to enable students to experience the realities of teaching as work and
as a career (know what is expected), determine whether and how they are suited
to teaching as a career (person-context match) and to provide mentors (faculty,
instructors, teacher associates and peers) to assist in career exploration, and
early professional and workplace learning.
2.2. Professional Learning in the Workplace
Schon‘s (1983; 1987) seminal work of the nature and sources of professional
learning and knowledge clearly established that professionals create their postgraduation knowledge and practices through both implicit and explicit reflectionin-action and reflection-on-action as they apply both their formal and informal
personal theories to their work contexts. Data from life course research, teachers
life stories and collaborative autobiography (Butt and Raymond, 1989) have also
established that – together with biographical dispositions which professionals
bring to their careers – the workplace, work experience and workplace learning
are major sources and means of professional learning and professional
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knowledge. Huberman‘s work (1988) and that of Retallick (1994. p.38 et
passim.) has shown that workplace colleagues are also a major influence on and
source of professional learning. Other research into teachers‘ work lives has also
shown a strong relationship between professional learning and intercollegial
relations with peers and administrators. Taken together this work stresses the
importance of the relationships which foster a social learning community as an
ideal context within which professionals (individually and collectively) thrive,
learn, grow and develop effective organizations (Retallick, et al, 1999). The
process of workplace learning is a core element in this process. Given this
understanding of how professionals learn and develop the Faculty of Education
B.Ed. Program attempts to provide a context conducive to collaborative
professional learning, including Ed 2500, which enables students to both observe
and directly experience teaching and simple workplace and professional learning
as a means of career exploration.
There are two core challenges for each student in Ed 2500 which relate to
professional conduct and professional learning. As soon as the student enters Ed
2500, he/she is regarded as a potential member of the teaching profession.
Students are expected to be professional in attendance, appearance, demeanor,
behaviour, language, conduct and ethical behaviour. As future professionals,
students are responsible for their own professional learning and to begin to
construct their own professional knowledge and style through the
Professional/Experiential Learning Cycle of activity, experience, reflection and
professional learning which is documented in their logbook and portfolio.
To say that the seminar only addresses the reflective and theoretical elements of
teaching and that the practicum only addresses the experiential elements of the
professional learning cycle would be untrue and a stereotypical categorization of
what we do in regard to workplace praxis. Our Teachers‘ Associates live,
understand and discuss contemporary educational issues (and many have, or
are, pursuing post-graduate studies). Our University Instructors, whether retired
professionals or regular university faculty members are or have been, intricately
involved in professional practice in schools and use many experiential strategies
for professional education in the University-based seminar. The professional
learning cycle is used, therefore, in a complete manner of activity, experience,
reflection and documentation of professional learning in both contexts. They also,
however, interact and inform each other so that both University and practicum
learning become integrated in personal, collegial, practical, professional and
academic ways. The process is work-embedded and workplace-focused. It
attempts to reflect what research suggests works best with professional learning
– it attempts to be personal, social, interactive, experiential, concrete,
constructivist, hands-on, reflective, emotional as well as cognitive and
intellectual (Butt, 1995). It tries to provide a variety of relationships and
contexts which reflect the richness of the learning communities within which the
fully professional teacher learns best. When we evaluate students, we are
assessing how well they can engage in professional workplace learning in context
as a measure, not only, of what they can do in a substantive sense, but what
career long potential they might have through their own prowess in professional
learning.
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2.3. Evaluation
As part of the review process, the evaluation rating scales for both the seminar
and practicum were updated to reflect current research as to what predicts
success in teaching. This included items related to reflective practice, workplace
learning, the work of Schechtman related to leadership, human interaction, and
communication skills (summarized in Byrnes, Kiger and Shechtman (2003)), and
teaching dispositions which help children learn best (Butt, 1995).
In regards to performance in Ed 2500, those admitted to the B.Ed. program
either received an R grade (Recommended for admission) or an HR grade (Highly
Recommended for admission) based on both Teacher Associate and Seminar
Instructor ratings of their performance on the 57-item rating scales. Students
deemed unsuitable for teaching but who complete the course, may receive a
pass for course credit but are not recommended for admission (NR). Students
compete for admission on the basis of successful completion of the Ed 2500
Introduction to Teaching Course with a recommendation for admission in
combination with their overall grade point average – in addition, HR students
receive a boost in their C.G.P.A.
3. Previous Findings
In order to address the question as to whether students were experiencing the
course as intended both quantitative and qualitative data was gathered from
over three hundred students (see Butt, Grigg and Dyck, 2005). From the
quantitative data we learned that 90% of students‘ attitudes regarding teaching
were positive and those who wanted to enter teacher education moved from
88% to 96% as a result of their experience of the course.
Interpretation of qualitative data from over 300 Ed 2500 students as to what
they had learned from the course yielded a thematic structure of five major
themes. The most pervasive theme, Course Effectiveness, was characterized by
sub-themes related to the richness of the professional and work experiences
both in the practicum and seminars as well as the effectiveness of mentorship
relationships. Understanding Teachers‘ Work related to how students ―eyes were
opened‖ to the nature of teachers‘ working realities and the amount of time,
energy, flexibility, different teaching styles and the complexity of teaching
required and resultant stress produced within the political context of teaching. In
contrast to teaching as work, eyes too were opened in regard to Teaching as a
Profession with its major responsibilities, the degree of caring, accountability for
children‘s learning and impact on children‘s lives. Students‘ respect for teachers
and teaching grew significantly as did their appreciation of the professional
values and skills of good teachers. A fourth major theme attested to the fact that
students began Personal Professional Learning as they engaged in an important
role transition from student to teacher, as the semester progressed, as well as
their learning about ―self as teacher‖ as they learned and developed skills
relating to children, learning, curriculum and teaching. Lastly, the fifth theme of
Career Commitment revealed student realizations that, despite its challenges,
teaching is a rewarding and exciting career; that they had increased in their
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confidence; that they could teach and wanted to teach; and, for some, they were
able to discern their preferred teaching context.
From the thematic structure of qualitative data solicited from a non-directive
general request to comment on the most important learning students gleaned
from the course, there appears to be a reasonable degree of congruence
between what students experience and learn and course objectives and
intentions to enable them to engage in a realistic exploration of teaching as a
career.
4. Research Questions and Methods
The research question investigated for the purpose of this paper is:
Does student performance within the Ed 2500 Introduction to Education course
predict success in teacher education?
Since we are eventually interested in the degree to which the course predicts
student success in teaching, we operationally defined success in teacher
education as successful completion (without difficulties) of the B.Ed. Program
including all three teaching experiences in schools. These consist of:
 Professional Semester I: a 5-week practicum focusing on generic teaching
skills
 Professional Semester II: a 6-week practicum focusing on teaching in the
student‘s major
 Professional Semester III: a 15-week culminating internship.
Unsuccessful completion of practica/internships included two groups of students:
 Those who received an Incomplete designation – that is they experienced
some difficulties in the practica which they were required to remediate
through further teaching in schools.
 Those who Failed the practica or Withdrew due to lack of success.
This study is a preliminary investigation of the research question – an
exploration as to whether a more in-depth study is worthwhile at this stage in
the development of Ed 2500 - using simple categorized data. A comparison of
students who received a Highly Recommended (HR) designation as compared to
their peers who received a Recommended (NHR) designation for Ed 2500 was
conducted both in regards to students who experienced teaching
practica/internship success (pass) versus those who experienced difficulty
(incomplete) or failure (W/F). A chi-square analysis was used to determine
whether there were significant differences among the groups of students in each
category.
5. Results
6.5% of NHR students failed or withdrew due to inadequate performance
whereas 0% of HR students did. In addition, 5.5% of NHR students experienced
difficulty whereas 0% of HR students did. Taken together 12% of NHR students
failed, withdrew or experienced difficulty in practica while 0% of HR students did.
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In all three comparisons these findings are statistically significant (x2 = 14.16,
10.50 and 26.25 respectively – all significant at the 0.01 level).
6. Discussion
The current rating scales for Ed 2500 were carefully evolved by the Ed 2500
Committee through the focus groups of multiple committees based on the
collective professional expertise of the field, faculty and what we could discern
from research on what predicted teaching/learning success at the Ed 2500 Level.
These forms were piloted, reviewed, reformatted and implemented in 2003.
These rating scales attempted to provide clear, focused and specific criteria for
rating performance in Ed 2500. We then devised a written statement which
specified the criteria for awarding the Highly Recommended Designation based
on these criteria.
Research on the nature and development of professional knowledge, professional
and workplace learning, the role of reflection as well as investigations into
professional dispositions, teaching skills and strategies which enable optimum
student learning undergird many of the items on the rating scales.
One of the core set of research findings, however, which pertains to the rating
scale is the work of Schechtman (et al) who has investigated and developed
reliable and valid assessment procedures for admitting students to B Ed
programs. These procedures have been shown to predict success in teacher
education, student teaching and in the first 2 – 5 years of teaching (1991,
1992a, 1992b, 1993, 1998; Byrnes, et al, 2003). Schechtman has utilized the
notion of ―Assessment Centres‖ (which have been widely and successfully used in
industry for predicting managerial effectiveness) in developing procedures for
assessing students for admission to B. Ed. programs.
While some interview proceedings and two or three-day assessments of potential
candidates for teaching have predicted success, those procedures were deemed
to be too time consuming and not cost effective. Schechtman developed a
modified version of the ―Assessment Centre‖ model which takes only 90 minutes.
This procedure has been demonstrated as being as reliable and valid as the two
or three-day assessments.
In the assessment procedure, two trained assessors work with eight students
who participate in the discussion of two controversial topics, one related to
education, one a social issue. These discussions are followed by a leaderless
group activity which involves problem solving and group decision making.
Assessors evaluate each candidate on the basis of his/her verbal activities,
interpersonal and human relations skills as well as leadership qualities. Each
student is also given an overall rating for general suitability for teaching which,
while drawing from the verbal, interpersonal and leadership, may also include
other qualities the assessor‘s professional expertise deems important. Whereas
the ratings of verbal, interpersonal and leadership qualities which have been
proven by research to be related to professional success are significantly
correlated to global overall ratings (0.75 and greater). The global rating has been
shown to be the best predictor of professional success.
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Ed 2500 as an Assessment Centre
Ed 2500 rating scales for both practicum and seminars include many items which
assess communication, interpersonal/human relations and leadership abilities
plus other research-based professionally desirable qualities.
Ed 2500 provides a context which does not have the time/cost/benefit difficulties
of two or three-day assessments or, for that matter, multiple 90-minute
assessment centres. As a credit course it has an excellent cost/benefit ratio.
Ed 2500 provides 39 hours of seminars, 60 hours of practicum, mid round and
final assessments and a culminating interview for assessing teaching potential.
Ed 2500 is not a simulated experience; it is real on-the-job workplace learning.
We assess not only their current potential for teaching, but also their ability to
engage in professional learning.
The assessment team is a combination of working teachers and University
Instructors who have many years of experience in teaching and teacher
education.
The experience enables students to engage in a thorough career exploration
through ―trying the teachers‘ job on for size‖ – experience the rich but stressful
working reality, the deep responsibilities, the ethical and professional
requirements of the career and professional learning – who they might be as
teachers – and the nature of their personal, practical, professional and
intellectual passions about, and commitment to, teaching.
Seen in this light it is not surprising that this preliminary research shows some
predictive validity for Ed 2500 as an efficacious ―Assessment Centre‖ which both
mirrors but goes beyond Schechtman‘s approach. Most importantly, Ed 2500
serves an educative and professional induction to teacher education. It is a vital
introduction, preparation and foundation for our program – a rich context for
developing student readiness and maturation for professional learning.
7. Conclusion
The data analysis indicates that significantly more students whose performance
in Ed 2500 was rated as Highly Recommended by their Teacher Associates and
Seminar Instructors experience success in the program than their colleagues
whose performance was rated as Recommended for admission to the Faculty of
Education. This provides evidence that level of performance in Ed 2500 predicts
and has some significant impact on success in teacher education. Since students‘
performance in teaching practica was a measure of success, it also suggests that
Ed 2500 may predict success in teaching.
Given these findings, it seems worthwhile to, firstly, improve and fine tune those
aspects of Ed 2500 which are deemed important in predicting success in teacher
education and teaching followed a more intensive research study which uses
scores on seminar and practicum rating scales (as determined by trained
observers) as a measure of performance.
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Abstract
This paper relates the experience of the application of new different learning activities in
supporting the teaching of principles of the subject Environmental Science and
Technology. It is a subject of the final engineering career of Industrial Engineering at
University of Vigo. In this work, the authors have designed a combination between
traditional and new techniques during the course. The results show that the use of new
learning methods was useful in learning process and they are a quite viable alternative to
the classical way of lecturing when the number of students is not too high.

Keywords: Cooperative learning – jigsaw – engineering – learning method – student
centered learning.

1. Introduction
The New Higher Education System (NHES) implies the adoption of different
education systems than the traditional ones. Therefore, many college teachers
today want to use some new mechanisms to teach the matter and to find better
ways of engaging students in the learning process (Johnson et al., 1991; Voss
and Gruber, 2006).
Last years it has been seen a rapid increase of interest among college faculty in
new teaching methods, called active learning and cooperative learning.
Nevertheless, the most of college faculty still teach their classes in the traditional
way. Some of the criticism and hesitation seems to originate in the idea that
techniques of active and cooperative learning are genuine alternatives to, rather
than enhancements of, professors' lectures.
In short, active learning refers to techniques where students do more than
merely listening to a lecture. This includes different activities from listening
practices which help the students to absorb what they hear, to short writing
exercises in which students react to lecture material, to complex group exercises
in which students apply course material to real life situations. Active learning
derives from two basic assumptions: that learning is by nature an active
endeavor and that different people learn in different ways (Meyers and Jones,
1993).
On the other hand, cooperative learning is a teaching strategy where students in
groups use different learning activities in order to improve the learning process.
Each member of a team is responsible not only for learning what is taught but
also for helping teammates learn, thus creating an atmosphere of achievement.
Students work through the assignment until all group members successfully
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understand and complete it. Generally, cooperative learning techniques employ
more formally structured groups of students assigned complex tasks, such as
multiple-step exercises, research projects, or presentations. In addition,
cooperative groups encourage discussion of problem solving techniques and
avoid the embarrassment of students who have not yet mastered all of the
required skills.
For all these reason, in this work a variety of active learning techniques have
been used to supplement rather than replace lectures. The intention of this work
has been to combine the lecture with learning techniques during the course in
order to foster the learning, since the lecture is a very efficient way to present
information but its use as the only mode of instruction presents problems for
both the instructor and the students. The used techniques have been cooperative
learning exercises, such as jigsaw, debates and brainstorming or multimedia
activities.
2. Methodology
Traditionally, the university-level courses have been taught in a lecture format,
focusing primarily on the theory. In this work, different active learning exercises
have been used in order to involve the students in the learning process, provide
students a bridge between theory and practice, and assist them in making the
transition into professional life. The active learning exercises used fall into two
categories: multimedia exercises and cooperative exercises. The first activities
include ideas using movies and videos. The second activities include different
exercises such as jigsaw, brainstorming and debates. The activities were applied
during a complete semester in two class groups of 30 students each and they
were carried out in a session of two hours.
The multimedia exercises were used in order to complete the lecture explanation
with the aim of seeing the environmental problems in a real context.
In jigsaw, each member of a group is asked to complete some discrete part of an
assignment; when every member has completed his assigned task, the pieces
can be joined together to form a finished project. During the activity, the
students were divided in groups of six people, the lecture was divided into six
different topics, and handouts on each topic were distributed to the students.
Then, they were instructed to break from their jigsaw group and meet other
students who had identical handout materials (expert group). Then, the students
were reading and discussing what they had read in order to develop a deeper
understanding of the topic. Once each expert group was satisfied with the
knowledge that they had (approximately 40 min), they were asked to meet with
their respective jigsaw group. After that, each student was given approximately
five minutes to teach their article to the other in their group. Finally, students
were asked about one topic different from their specialty in order to check the
acquire knowledge and all topics were discussed. During the semester, 3 jigsaw
activities were carried out to cover different aspects of the program.
The debates provide an efficient structure for class presentations when the
subject matter easily divides into opposing views or for and against
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considerations. The debate was carried out as follow: students were assigned to
four debate teams, given a position to defend, and then asked to present
arguments in support of their position during 10 minutes. At the end of the
presentations, the teams were given an opportunity to rebut the arguments and,
time permitting, the presenters asked to respond to the rebuttal. This format
was particularly useful in order to develop argumentation skills (in addition to
teaching content). Each debate took approximately 90 minutes. The debate was
followed by a review session when the teacher proportionated the feedback
during the last 15 minutes of the class.
The brainstorming was used as a teaching strategy to generate ideas on a given
topic before a new lesson or to check the good comprehension of a lecture. This
activity was carried out in groups of four people and it consisted of two parts. In
the first part, the students of the group were asked to generate ideas about ways
to reduce the climate change. The students had to consider four brainstorming
rules: generate as many ideas as possible, freewheeling was encouraged,
criticism and evaluation were not allowed, and combine and improve ideas. At
the end, the group had to chose the best four ideas. For this part, a maximum of
60 minutes was available. In the second part, all ideas were verbalized and
written down on the blackboard by the teacher. Finally, a debate was carried out
in order to select the best four ideas with the teacher guidance during 30
minutes.
3. Results and Discussion
This paper relates the experience of the application of new different learning
activities in supporting the teaching of principles of the subject Environmental
Science and Technology. The results showed in this section are based on the
authors‘ observations during the class and the students‘ comments.
It has been found that the students reached a better understanding of the
material in a way that's far deeper than when they listen to the teacher explain
it. Despite of the fact that the students did not receive any credit for their
participation in the activity, they participated actively in all activities. The
multimedia activities were well received among the students and some videos
generated debate.
From the jigsaw results, it can be pointed that both the students that teach
others and the learner students benefited so they must understand that the only
way they can complete the lecture objectively is listening and teaching others.
Moreover, group members must work together to reach a common aim. This
facilitates the interaction among the students in class, encourages listening, and
leads students to value each other as contributors to their common task
(Aronson et al., 1978). Students learned to feel comfortable participating in the
class and this can help to student with future oral presentations. This is the way
to learn the transversal competencies.
On the other hand, debates were a powerful tool for students to learn a practical
application of research, argument, and evidence. The exercise provided students
with the benefits of a collaborative learning experience towards a common goal,
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a sense of empowerment about the application of evaluation criteria, and solid
reinforcement of content areas covered in the course. As debaters, students
gained important public speaking experience without the full focus of the
audience on individual accomplishment. As judges, they had a chance to hone
listening skills as the judging sheets guide their attention to the arguments
presented before them. Not only was the activity well received, but also the
quality of the presentations during the debate was better than teachers
expected. These benefits have been observed by other authors (Dundes, 2001;
Heller, 2005).
Brainstorming turned out to be an effective way to generate lots of ideas on a
specific issue and then determine which ideas were the best solution.
Brainstorming was very helpful in order to establish patterns of thinking. Used
with the class, it helps to bring the experience of all team members into play
during learning process. Although some authors (Mullen et al., 1991) say that
traditional brainstorming does not increase the productivity of groups (as
measured by the number of ideas generated), it may still provide benefits, such
as boosting morale, enhancing work enjoyment, and improving team work.
In this research, it has been observed that cooperative learning techniques:
promote student learning and academic achievement, increase student retention,
enhance student satisfaction with their learning experience, help students
develop skills in oral communications, develop students' social skills, promote
student self-esteem and help to promote positive race relations.
In short, it can be said that the utilization of all these exercises has had the
following benefits: development of group interaction skills, application of
research skills using a variety of sources, development of oral and written
communications abilities, recognition that learning is a continuous process.
4. Conclusions
Active learning exercises are very valuable tools which improve the students‘
learning process. The results show that the use of new learning methods was
useful in learning process and they are a quite viable alternative to the classical
way of lecturing at the university when the number of students is not too high.
It can be said that involving students in the learning process assists them in
gaining a better understanding of the course material and allows them to
transfer their classroom knowledge to practical applications. Many other teaching
techniques could be used, however the authors have chosen the activities that
could encourage to students to become active participants in the learning
process.
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Abstract
This paper reports on the praxis intervention strategy adopted to induce active
experimentation in the participants leading to a change in culture. The mobile phones of
today have become more than just a tool for educators, they have become a resource.
However, a change in culture would be required for this to be realized and would need to
be driven by the teachers themselves. This research utilized the basic need for effective
communications as a catalyst for instigating change. Providing the teachers with the
technology to deal with this communications requirement became the catalyst for
thinking about mobile technology in the educative process. Data was collected regarding
the realization or commencement of praxis in order to validate the research design. The
collection of teacher experience data via self monitoring and a re-look at their
environment allowed the identification of variables related to teacher development in
mobile technologies in education.

Keywords: Mobile – Communications – Change – Culture - Praxis.

Introduction
This paper discusses the preliminary research project aimed at integrating mobile
technology into the learning environment and introduces the current research
currently being undertaken by the author. The preliminary research was
instigated to address a communications requirement. This communications
requirement stems from the attendance of minors (under 18 years of age) during
evening classes and could be viewed as a mandated requirement of providing
student and parental support in relation to this attendance pattern.
This research drew on the authors past research in regard to Information and
Communications Technology (ICT) and in particular, mobile technologies in
education.
A key to student achievement is communications, not only within the classroom
but with the most important support system the students has, the family. This is
confirmed by Mendez & McCaffery (2005), and Christenson (1994) whose
research identifies two way parental communications as critical to youth student
success. This study looked at teacher, student and parental viewpoints in relation
to school communications between the three parties, the parents the teacher and
the student.
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Preliminary Research Methodology
This preliminary research utilised a mixed methods research design (Creswell,
2009) in order to capture, identify and analyse the interactions, observations and
outcomes of this study. This mixed methods approach is receptive of all factors
of information be it planned or accidental discoveries.
Observations and interviews predominate in this research while utilising similar
groups with differing attendance times providing for comparative analysis. The
participant‘s use of a personal, reflective journal provides for triangulation and
validation of recorded data resulting from observation and interview.
The main methods of data collection derived from Kervin, Herrington, Okely and
Vialle (2006) were:




Observation, in order to gather data/information as it occurs. Notes taken
during observation were used as a reflective prompt for the participant
interviewee when required.
Interview, in order to contextualise or enhance observed data, or to gather
information/data when observation is not possible. Participant reflection of
the experience was allowed.
Analysis of the participant‘s reflective diary.

There were 12 teachers involved in the delivery of this subject area within the
Institute. An expression of interest was circulated to these teachers for inclusion
into this project. The teachers had already been briefed prior to the research
application in order to gauge interest in participation.
The mobile communications strategy was trialled with the participating teachers,
student groups and parents. Evaluations via interview and questionnaire were
used to guide further strategy development and summative evaluations. All
parties were targeted for evaluation, teachers, students and parents. As the
students were under 18, permission was required from parents for interview.
Key stages for reflection and strategy validation/redirection were via teacher
participant group meetings at three determined points during the project.
Informal regular contact was afforded to the teacher participant group during the
project.
A logico-inductive analysis of the qualitative data allowed categorising, coding
and synthesis of the data.
Background
The participant student groups are predominantly a youth cohort spread over a
variance of courses from trade apprenticeship courses, pre-apprenticeship
courses and Vocational Education and Training in Schools courses (VETiS). While
the apprenticeship and pre-apprenticeship courses contain a mix of ages from 15
to 40, the VETiS course is confined to years 10 to 12 Secondary School students
with 50% of the course delivered in the evening. This youth-client base will
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continue to grow due to the identified need to offer youth students alternative
learning options. These students present at an age of 15 to 17 and as a result,
the Institute has an increasing requirement for parental / guardian contact
particularly after hours.
Past research found a student-mobile phone ownership of 220 students having a
mobile phone to one student not having a mobile phone (Carroll, 2007) and is
emulated by current research showing complete saturation with over 25 million
mobile phone subscriptions (ITU, 2010) to an Australian population of
22,331,612 people (Australian Bureau of Statistics, 2010). Australian Mobile
phone ownership of 104.96 per 100 people far outstrips fixed line ownership of
44.46 per 100 people (ITU, 2010).
This provided the impetus for further investigation of mobile technologies in
learning environments. Providing a small number of teachers with an Institute
funded mobile phone allowed the researcher to determine feasibility and
methodology of large scale implementation to all staff.
This is guided by research regarding staff development activities aimed at
increasing the integration of mobile technologies in education. A common thread
is the need for staff to be supplied a mobile phone in order to gain the personal
experience required to develop the confidence and familiarity that will lead to
understanding and nurture further development (Kukulska-Hulme, Pettit, 2007,
Lefoe & Onley, 2007).
Communications
Carolyn Pryor (1995) reports in a study showing that parental involvement in
education when the student is aged between eight and 11 is approximately 73%
while this figure drops to 50% when the students are 16 years old and older. The
reasoning for this was based on acceptance that adolescent students have a
greater need for independence and therefore see parental involvement in
education as an intrusion. However this research found that over 50% of the
students want their parents to be involved as knowledgeable partners with
schools. The research also found many students wanting better communication
between students and teachers and students feel the teacher needs to care and
relate well to them.
Pryor‘s (1995) study shows that 80% of parents want to be more involved as
active volunteers, as a classroom assistant or hall monitor or helping with some
other operations of the school.
Interestingly, teachers believe they have separate roles from parents in
educating youth with 69% of teachers believing the problem with most teenagers
today is the parent‘s lack of concern about education (Pryor, 1995, Christenson,
1994, Mendez & McCaffery, 2005). Some teachers believed the parents probably
do care about education; the problem is that parents wouldn‘t understand the
course content (Pryor, 1995).
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Parents feel that teachers misconstrue lack of participation as a lack of
involvement (Ritter, Mont-Reynaud & Soenvuaxh, in Pryor, 1995).
Today‘s social norm for most families is that both parents work, leading to a lack
of time and other pressing problems in their lives, however most working parents
felt they could be involved in curriculum planning and decisions regarding
homework and school policy (Christenson, 1994, Pryor,1995, Jukes, 2004).
Parents also feel the teachers are educated as subject matter experts and are
not prepared to work with the family structure (Pryor, 1995).
Regardless of the time constraints that parents have on school participation, a
very common point was that they want more communication between schools
and parents. This is confirmed by Mendez & McCaffery, (2005), Christenson
(1994) & Landry (2007), whose research also identify two way parental
communications as critical to student success.
With the majority of parents, teachers and students recognizing the need for
parental involvement in education why isn't it happening? The underlying reason
for this lack of participation may be the invitation that is afforded to the students
and the parents in the learning partnership or lack of.
Mobile Phone Impact on Communications
Availability in communications today means immediacy. The advances in
information and communications technology have created a generation that is
impatient, and is expecting of instant responsiveness whether on line or using
mobile communications. Ian Jukes (2005) describes this as twitch speed, being
driven by their instant communicative responses with their friends and family
driven by the advent of the SMS platform. To this generation it is acceptable to
send and/or respond to these communications from wherever you are, and
generally irrespective of whatever you are doing, as evident by the forecast of
11.2 billion SMS messages per year by 2011 in Australia (Australian Mobile Data,
2010) and the 11 million SMS messages sent each hour in England with a total of
over 874 million sent on New Year‘s eve/day (Text.it, 2010).
It is difficult to comprehend the 3.5 trillion SMS messages sent worldwide (ITU,
2010), not just by the youth culture, but also by an increasingly amount of older
generations. As parents have been immersed in this culture of instantaneous
responsiveness, there is a growing expectation from the parent cohort of
immediacy in regard to communications. Many parents purchase a mobile phone
for their children in order to affect immediate two way contact (The Australian
Psychological Society, 2004).
These figures clearly indicate the preference and commonality in utilizing text, or
SMS as a means of communication. With global mobile phone ownership of 5
billion (ITU, 2010) to a world population of 6.813 billion (Wikipedia, 2010), the
use of text will continue to grow, validating the use of text based
communications within an educational environment and indeed the adoption of
many other mobile applications. This aligns with Teacher participant responses in
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research by Pryor (1995) indicating the requirement of a more available phone in
order to communicate with parents.
Hardware Allocation and Implementation of Communications Strategy
As a result of expression of interest applications, 5 teachers were selected to
receive Institute funded mobile phones for the purpose of trialing a more open
and two way communication method between teachers, students and parents
and address the increasing parental and existing student need for immediacy in
communication.
The phones were differing models from the Nokia range of mobile phones being a
6390 and N80 both with picture/video capability, voice record, call record (with
permission), Bluetooth and web access, with the N80 having extra capability with
Microsoft mobile program including power point and extra software to enable live
broadcasting from the device. It was intended that the Institute supplied mobile
phones would be utilized only during agreed teacher availability times in order to
protect the individual teacher‘s private and personal environment.
The implementation strategy saw students in the teacher‘s class given the
teachers mobile contact details as were the parents/guardians with rules in
regard to preferable contactable times. These times were based on mode of
contact afforded. For example Short Message Service (SMS) or Multi Media
Message Service (MMS) could be anytime as this can be accessed at the
discretion of the recipient. Voice calls from parents and students, unless urgent,
were to be in the half hour before class commencement unless previously
arranged.
Calls from teacher to students and/or parent would be determined by urgency of
intervention and may be outside of agreed times. The same applies to parent /
student instigated calls.
Subject Participants Mobile Usage
The teacher was required to be the communications instigator in this initial phase
in order to create an environment where students and parents feel invited to
respond and effect communications with the teacher.
The ease in which SMS allows for group messages to be conveyed has resulted in
teacher-student communication being heightened. The teachers would regularly
send reminders and/or instructions to the class regarding student subject
preparation, excursions and group project information. This is coupled with
individual information sent to an individual student in regard to similar context
and also individual performance, whether cautionary or congratulatory.
The teacher was able to use the mobile phone or utilize the Institutes email
network account for this task. Student mobile contacts were clustered into
respective groups and the group contact is placed in the address line of the email
with the precursor SMS:, the dialogue is then entered into the subject line. If
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the teacher had time available, an SMS message was sent to parents and
students indicating that discussions are available between defined times.
Affording parents the opportunity to contact the teacher in this way resulted in
an average of two parent instigated discussions utilizing voice mode in each of
the half hour sessions prior to class commencement.
These discussions were mainly in regard to determining the student progress and
addressing any parental concerns regarding student attendance.
The teacher had the opportunity to explain what tasks are to be undertaken over
the next few weeks and elicit parental help and direction for the student if the
requirement is deemed. Data gained from parents show a positive response with
regard to the new communications strategy.
Student communications vary in regard to the mobile medium chosen. These
communications range from voice, SMS and even MMS, but as you would expect,
Voice communications between students and teachers is generally limited due to
the SMS preference of this age cohort.
The small number of voice calls from student to teacher was predominantly
regarding lengthy clarification of assignment tasks.
MMS messages were utilized by the students with the majority of MMS content
being picture and video of assessment related content gained external of the
Institute.
The research groups of students sent an average of 10 to 12 SMS messages to
the teacher each week. The content of these messages relate to location of class,
confirmation of equipment required and clarification of assignment tasks.
The teachers also received courtesy messages via SMS, informing the teacher of
non attendance or lateness, prior to class commencement. This shows a level of
respect and value for the teacher, and is conceivably a reaction to the positive
communications afforded to the students by the teacher. Research conducted by
Pryor (1995) parallels this by finding many students wanting better
communication between students and teachers and that student‘s feel the
teacher needs to care and relate well to them.
Provision of mobile communications also allowed the teacher to manage urgent
situations, such as first aid/injury assistance.
Leveraging further implementations of mobile technology
Teacher research participation has resulted in a familiarity of the various
functions of a mobile phone, providing an excellent opportunity to expose them
to various applications developed in past research to stimulate further
development.
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This is similar to many countries past initiatives of providing lap top computers to
teachers, in order to create an uptake of e learning practices and development.
Providing the teacher with a laptop computer allowed for the teacher to gain
confidence and be comfortable in using computers, empowering the teachers to
explore ways of integrating the capabilities of the computer into their curriculum
(L4L review, 2004).
The author‘s current research differs from the preliminary research in that there
are no guidelines, timelines, boundaries, predetermined expectations or provided
training, purely self generated change in regard to mobile devices in education.
This research attempts to affect a self generated type of change that will lead to
acceptance of mobile devices in education (de Jager, 2009). Another key variable
is the research does not request participants to volunteer, all staff in the delivery
area (40 staff) are mandated to utilize mobile phones as a mainstream
communications tool with the incentive that private and personal use is allowed
with all costs borne by the Institute.
By permitting the participants to utilize mobile applications that predominate in
their private lives to filter into their work life, allows the researchers to
longitudinally analyse the participant reactions and responses and provide an
ethnomethodological view of the (now ordinary) mobile applications that are
utilized in their work environment (Coulon, 1995).
Will this provision of a mobile phone allow for active experimentation to
occur via the teacher’s inquisitive instinct?
This praxis intervention method was adopted to help teacher participants in this
project have a fresh look at the learning environment and consider interventions
(Elias, 1994). It is hypothesised that the provision of a mobile phone would
action material and pedagogic change to occur in our educational delivery and
communications environment. In looking at staff development, in relation to
changing mindsets, the utilisation of a praxis intervention method facilitates the
teachers to look at themselves first, to be self-critical and self reflective, all
precursory to cultural change (Elias, 1984). The teacher participants are
encouraged to record their thoughts and feelings in a reflective diary or journal.
These contents will be discussed during interviews in order to extrapolate further
information to identify variables relating to teacher development as well as
information to be collected in regard to realisation or commencement of praxis in
order to validate the research design.
The preliminary research determined three common points of realisation;
1.
The observation of the student utilisation of the many functions of
the mobile device and the returned interactions afforded to the teacher such as
text, picture and video inform the dialogue of perception and process, leading to
an inquiry or exploration of the experience, beginning a cycle of pragmatic
experimentation and development of new applications of mobile technology in
learning and assessment environments.
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2.
The contemplation of comparative student behaviour and learning
outcomes, triggering reflective observation of the use of mobile devices in
education, leading to abstract conceptualisation and anticipated outcomes of
utilising mobile technology in education.
3.
Exposure to past research involving mobile technology in learning
and
assessment
leading
to
abstract
conceptualisation
and
active
experimentation.
The majority of teacher participants developed an interest in mobile learning and
assessment strategies developed from past projects. This included the use of
Moblogs where students in this youth cohort could post picture and video of
whatever interested them, for social purposes. The Moblogs were also used for
evidence gathering allowing the students to create a shareable E portfolio and
provide partners to the learning process, the parents, employers, family and
friend‘s access to the students profile and achievements (Carroll, 2007).
The participant teachers were also exposed to software enabling live
broadcasting from the mobile device to computers and other mobile devices. This
enabled critical learning events occurring in the Institute to be broadcast realtime to the determined student group‘s wether internal or external from the
Institute (Carroll, 2007).
Outcomes
Participation in this research has activated inquiry from all of the teachers
involved. Individual continuation of experimentation was at varying degrees of
intensity with a correlation of intensity linked to confidence and skills in utilising
the functions of the mobile phones. This correlation will be further explored in
the current research however an example from the preliminary research shows a
teacher with high confidence and skills in using mobile technology in his private
life, designed an altered strategy with the VETiS youth cohort being content
accessible via Bluetooth technology.
This entails appropriate content being delivered in a face-to-face environment in
the classroom and simulated workshop setting, utilizing sound pedagogical
practices. Allowing students the opportunity to capture the key points and
concepts of the learning material to their mobile phone allows for further
reflection, reinforcement and application at a time and place deemed necessary
by the learner. This can be within the classroom or simulated workshop
environment or external of the Institute for review, reflection, further application
or even knowledge sharing situations and parental or employer involvement. The
Bluetooth objects offer a supplement of the learning activity; the aim is not to
substitute existing resources (Kress, Pachler, 2007).
These data packages are prepared by the teacher and loaded onto the teacher‘s
mobile phone. The students request approval from the teacher for Bluetooth
connection between their devices and the transfer of the data package takes only
a few seconds. As there is no cost associated with Bluetooth data transfer, the
students suffered no monetary disadvantage. The average number of Bluetooth
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data transfers in classes where this was a provision, was 8 out of 14 students.
This was comparative to student- Bluetooth compatible phone ownership.
Conclusion
Providing teachers with the technology to deal with a communications
requirement became the catalyst for thinking about mobile technology in
education and underpins the praxis intervention design of the author‘s current
research. The research aims to determine the hypothesis of whether mandating
the utilisation of a mobile phone would lead to the personal and professional
development of the individual staff members involved and therefore instigate
further development in regard to embedding mobile technology in education.
The current research aims to ensure growth in mobile learning interventions that
will drive a culture change resulting in a new paradigm in educational delivery
driven from within the institute and not forced via external influences which often
lead to a hostile view of the intervention and subsequent rejection (de Jager,
2009).
In much the same way that laptop implementations were linked to education and
school reform, providing the teacher with a mobile phone may be the catalyst to
instigate educational reform in regard to mobile technology. This may prove to
be an inexpensive constituent in enhancing communications and staff
development while providing for a creative and co-operative learning
environment.
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Abstract
Can mobile technology be used to instigate social change in remote indigenous areas?
The barriers to implementing such technology in remote areas are the development of
useable applications that work on low end handsets. This paper reports on low end
mobile functionality embedded into course design. In a community that still embraces an
historic culture; the implementation of educational social and economic reform must be
driven by those inclusive of this community. This peer educative model utilises the
inclusion of significant others to demonstrate and support formally and informally the
education of the community. Support utilising Mobile connectivity allows the indigenous
community to link instantaneously with local, national and global events as they unfold,
preparing and assisting the learners and the community to be active members of many
networks, inclusive of their own culture however recognised as citizens of a broader
society.
Keywords: Mobile – Indigenous – Culture – Inclusive – Community.

Introduction
When designing education and training programs for clients that
disadvantaged geographically, a micro perspective needs to be considered.

are

Bowman (2008) informs us that regional Australia has a dependency on low-level
vocational education and training education and the cycle must evolve to a
higher level of vocational education and training qualifications in order to develop
the economic climate of the area.
The programs that are measuring successful participation are inclusive of
community partnerships that focus on the economic and social environmental
and cultural development of the whole region (Bowman 2008).
Brennan (2008) indicates that indigenous Australians are among the most
underprivileged in the world. While there are programs that have success in
delivering education within the marginalised regions of indigenous Australia,
these are at a relatively low-level level of qualification and are not transferred
easily to employment.
Bowman expresses the need for Vocational Education and Training (Vet) to also
develop the advance student via customised programs and suitable delivery
rationale.
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With many innovative programs funded and implemented over the past years,
the outcomes of the indigenous communities are not improving and will require
all involved to work as a community. This method as Brennan (2008) suggests
puts student and community first and the curriculum content second.
This learning as a community model is responsive to the needs of the indigenous
community; however this is a piece of the larger puzzle that includes welfare
services, social justice, employment, health etc. The employment of indigenous
teachers is a strategy to engage the indigenous community in education
(Brennan 2008).
Teachers are a scarce commodity in regional Australia, if a program relied on
qualified indigenous teachers, then the implementation would be too small to
have any successful impact on improving outcomes. Using a program that
utilises community members as facilitators supported by qualified teachers has a
greater chance of implementing education reform attuned to the local community
and cultural needs and therefore has a greater chance of success (Rezwan,
2007).
How do we integrate all of the pieces of the puzzle?
The educator can utilise one of the most commonly owned technology available,
the mobile phone. With ownership in Australia at saturation rate, more phones
than people, and greater systems coverage than ever before, there is an
opportunity to provide access to the information age to these remote outback
communities (Australian Mobile data, 2007).
This access to information is not just for vocational education and training but is
the framework in which we can place the other pieces of the puzzle, the healthcare, the welfare services, the banking services etc. The mobile phone company
Ericsson and United Nations have been working on systems that provide access
to health care in remote places of the world, these programs are having great
success and a model that could be customised to suit our own indigenous
community (Ericsson, 2007).
This is backed by Professor Jeffrey Sacks of Columbia University, Earth Institute,
who reports that the mobile phone is a tool that can be used to address poverty
particularly in poor communities and can be a driver for empowerment and
economic growth. As revolutionary as roads, railways and ports (Ericsson, 2007).
The London business School also finds that a 10% growth in mobile penetration
increase, translates to a gross domestic profit growth of .6 to 1.2%.
In a community that still embraces a historic culture; the implementation of
educational social and economic reform must be driven by those inclusive of this
community. Perhaps the project should focus on supporting the elders, the
respected leaders of these communities in developing their role as educators.
This peer educative model utilises the influence of significant others to
demonstrate and support formally and informally the education of the
community. This model is already entrenched in aboriginal tribal culture in
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respect to tribal knowledge and survival skills, extending this to position the
tribe/community for a better future will however require education that can
articulate the students to further educational opportunities (Ericsson, 2007).
People react more positively to education when the learning activities are directly
related to their needs and interests. If the community members are active
participants of the design, they will be introduced to the theories of education,
the design process and will become members of the learning community,
allowing further development and support, and therefore translates to a broader
implementation of the educational outcomes (Correia, 2008).
When addressing the needs of the community there is a need to recognize the
efforts of the community and the capabilities of the community, not just
individual members.
It is the collective knowledge and capability of the
community that we need to capture (Harris, 1999).
Conway (2004) discusses five flexible learning centres across 268,000 square
kilometres catering for a percentage of the target population. Some of these
centres are in more densely populated areas of North Queensland and require
the learner to travel to the learning centre.
By leaving the learner in their own community, greater success may be gained
from the support that is provided within their own community. This community
can see and celebrate the outcomes and therefore increase the value of
education within the community. A mobile model is discussed in Rezwan(2007),
and allows for the learning facilitation to be mobile, not reliant on any one
predetermined area.
Katrina Verclas, co-founder of mobileactive.org, informs us that the use of
mobile technology to social change is being used for mostly staff coordination
rather than an impetus to activate social change. She believes that the barriers
to implementing such technology in remote areas, is the development of usable
applications that work on low-end handsets.
There are several innovative pilot project being carried out over the world,
however some of these are not easily transferable as they are focused on a much
localised problem. What is required is a community of practice to share and
discuss issues and successes etc.
She believes that we need to implement mobile technology from the point of the
user. An example of this is a project in Africa where nurse practitioners use
PDA‘s to access education in a condensed form and gain access to doctors and
medical advice. When investigating how to implement the project, designers
found that the nurse practitioners were interested in accessing the news, gossip
and fashion from the nearby city areas so they combine this with the professional
education (Verclas, 2008).
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Current practice: a Bangladeshi Model
An example implementation of educational delivery in remote areas is the
Bangladesh education and technology project.
This project has influenced
positive social change in the Chalanbeel region of North Bangladesh and has
demonstrated to be a model worthy of replication and customisation to suit the
local indigenous environment.
The model addresses not only the education, but the social, welfare and human
rights issues that were prevalent in the area. These issues present as extreme
poverty, domestic abuse, early marriages, illiteracy, child trafficking and adverse
environmental impact.
The project commenced to educate farmers in regard to environmentally
sustainable farming methods in order to save the highly polluted local rivers.
The realisation that the project was a catalyst to social change fuelled further
implementation on a holistic, socialistic community development model (Rezwan,
2007).
In the Bangladesh model, the program developers targeted women as they are
taking control of the key economic functions as males have become less involved
in village life due to a need to find work elsewhere and a forming norm of women
becoming the common labour supply. 70% of manual labour jobs in agricultural
industries are undertaken by women (Rezwan, 2007).
They have developed a program that supports the community to help themselves
via access to communications, a library, health advice and internet access and
specialty advice. This is by a network of mobile facilities that visit once per week
but communications are offered via the mobile networks to support the
community based peer educators who are females and elders from the local
communities. If students do not follow a regime of continual practice in
education then the neo-literate student will relapse into illiterate within a year.
Most of the illiterate students were female with the likelihood of becoming
mothers at 12 – 15 years of age and becoming condemned to a life of poverty.
The program has grown from agriculture training to a program that now delivers
education in technology, human rights, women‘s rights, bio diversity etc, using
locally developed and customised materials. The content is tailored to suit the
differing audiences and is considerate of the environment by utilising
photovoltaic modules to generate the electricity required to run the mobile
learning facility (Rezwan, 2007).
The outcomes of this project are a 60% reduction in the pesticides used in
farming techniques resulting in improved water quality in the region, farmers
income has increased by 55%, school enrolments have increased 35% and the
dropout rate has reduced 30%. A major social affect has been the reduction of
forced marriages by 70% and the ability for parents to be self reliant and have
time to take care of their children via the rise in micro businesses as a result of
revolving funds of the community networks.
The cost of this program is significantly lower than a fixed location school model
(Rezwan,2007).
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Implementing a Similar Model : a Theoretical Framework
Replicating the fundamentals of this mobile project for remote indigenous
communities would not be difficult, even if the community were nomadic.
The communication and data transfer via mobile network capabilities have
significantly enhanced the way we work and learn and have reduced our
dependence on location specific education (Peters, 2007). It is the coconstructed content and peer support that would prove to be the biggest
challenge.
How can people subscribe to a course if their cultural capital does not resonate
within the course design? It is most likely that the course would be biased to our
social construct than that of the intended audience. Therefore course design
would be required to meet the social function, to contribute to social inclusion.
We cannot use a model where competency is determined by an industry
standard, market - related performance, product or commodity. As this market
related performance does not bear resemblance to the subscribed culture of the
community.
What counts as knowledge would need to be determined (Harris, 1999).
Dunlap (2008) says a positive image of the future relates to a positive present
day.
If the present day image is low, there is a bleak image of the future. How do we
change this focus?
We use positive questioning, questions that relate to the best past, and focus on
the positives of the community. This appreciative enquiry rationale looks at
where the community wants to be, based on the positive moments of what has
been. These statements are grounded in the real experience and the history of
the community and are used to drive change that strengthens the best of the
existing community and culture and not become a tool to instil a radically
different culture on the community.
Following this positive questioning is the co-creation of a vision, where the
community wants to be and then how this vision will be realised drawing on the
positive history of the community. The final step in the process is to build
sustainable momentum (Dunlap, 2008).
This model is useful with a community that is already sceptical in regard to
educational programmes that rob them of their culture. Community dialogue is
critical of moving the community forward, especially when there has been
deterioration of social groups and a growing sense of hopelessness.
Engaging people in education is not a distinctive of remote, isolated groups. It
underpins educational delivery to all learners, not just so geographically or
socially isolated learners. While students may show a strong interest in topic
discussions and show a curiosity in regard to the subject topic, very few learners
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are afforded the input into selecting the class topics or projects. The resultant
discouraging curriculum then fails to attract the enquiry of the learner, leaving
no reason for the learner to participate within the curriculum (Montgomery &
Rossi, 1994).
An interesting study carried out in America involving African - American students
found that the students who participated in a reading program that drew from
the students African -American culture, achieved significantly higher reading
skills than that of the students whose program drew on the traditional American
reading instruction and shows the importance of including the diverse learning
societies perspectives and voices in order to provide socially authentic literature
(Montgomery & Rossi, 1994).
As shown earlier in this report, indigenous students generally achieve a low level
of education. However if the program does not provide positive, authentic
representations of their race, then poor student performance is a likely outcome.
This is because the curriculum asks the learner to de-identify with their
racial/social community and to find identity in the perspectives of our social
construct, the same social construct we use when creating the curriculum.
Education in a remote Indigenous community presents another difficulty to be
overcome, that of racial polarisation as a result of singular cultural education and
not diverse cultural education.
While we need to have educational programmes that are considerate of an
indigenous remote community, the programme must also be inclusive of the
other diverse communities that exist within Australia and in fact the world.
Allowing the students to comparatively analyse the architecture of other, various
social and working groups provides the opportunity to reduce racial polarisation
where the students are less likely to stereotype members of other social or racial
groups (Montgomery & Rossi, 1994).
Utilizing Technology to Access the World
Access to the internet or the use of a Moblog, a web based log or journal that
can be accessed via web 2.0 technologies, including the mobile phone provides
the opportunity for the indigenous learners to view collected information from
other groups and individuals. The indigenous learner and/or community can
submit their own articles via the mobile devices, allowing differing societies and
individuals a snapshot access to the indigenous culture (Carroll, 2007).
There is recognition that the learning site, the remote community, has a different
social construct and meaning of knowledge in comparison with our broad,
dominant society. We need to develop ways of recognizing the remote
community member‘s prior knowledge and not matching their experience to our
pre-existing conception of what knowledge and skills should look like. Allowing
the members of the community to present as themselves rather than how we
would expect them to present, as someone who fits the evidence guide. We need
to recognize that experience in this culture is a social product via life histories
and storytelling (Harris, 1999).
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There is a need to utilise an educational structure that allows the students to
work on their real world projects in order to minimise frustration and the sociocultural differences between curriculum and students.
The same goes for student support, a student who is at risk of dropping out is
generally seen by a counsellor in a mainstream school who understands the
problems and sets in place intervention strategies. The issue in a remote
indigenous community is that the counsellor may not have the matching social
construct to accurately understand what the student problem is. This creates a
further need for community support in regard to the value of school. If the
community values school, then the social standing of the person attending school
is raised, leading to greater retention in education programs (Morris, 2000).
The implementation of a strategy that recognises levels of educational ability
rather than imposing years may be of benefit. Equivalence to mainstream
schooling may take several years longer for some students and relating this to
years may result in low self esteem for some learners.

Conclusion
Using the existing knowledge of the community is conducive to the
implementation of Kolb‘s experiential learning model where environmental
authenticity is a preference.
The Moblogs will add the benefit of exploring and experiencing the wider
community‘s experiences and this can be integrated in to an experiential learning
framework where the community can share experiences and celebrate
achievements.
This also allows the participants in activities, to progress to leaders of activities,
with wide recognition via the mobile medium.
This mobile connectivity allows the indigenous learner to link instantaneously
with local, national and global events as they unfold preparing the learners and
the community to be active members of many networks, inclusive of their own
culture however recognized as citizens of a broader society (Newby, 2005).
Exposing the learners to a constantly changing future blends well into an
experiential learning model where the next phase of learning, or the future phase
of learning, is informed by the experiences gained and the information gathered
in the present.
An opportunity that allows the students to access and embrace the global,
diverse networks of knowledge, to make sense and construct meaning and
application of this knowledge under the collaborative support and guidance of the
community, teachers and subject matter experts is not just a strategy for remote
indigenous education, it is a strategy for us all. It is the advent of mobile
connectivity that makes this strategy realisable in a remote setting.
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Abstract
Early elementary school students often have intuitions about the relative steepness of
physical angles (Mitchelmore & White, 2000). Steepness can be expressed in terms of
an angle or as a slope. This mixed-methods study explores participants‘ strategies for
solving a comparison problem involving the steepness of two line segments in a spider
web context. The proximity in degrees of the two corresponding angles makes it a
challenging problem to participants who are not proficient in multiplicative reasoning. The
quantitative portion of the study involved written surveys distributed to 256 Grade 7
participants. We examined the frequency and types of solutions offered by these
participants. We found that 27% of the participants provided an incorrect solution that is
consistent with additive reasoning. The qualitative portion of this study consisted of small
group interviews of 19 Grade 7 participants, who were conflicted in the different solutions
they produced from using additive reasoning and their geometric knowledge. Reasoning
about slope can be a visual extension of multiplicative reasoning, which is in turn linked
to further topics in algebra (Lobato & Thanheiser, 2002). We highlight aspects of
participants‘ reasoning about line segments which teachers could use to lead classroom
discussions of proportionality and slope.

Keywords: Algebra – Slope – Steepness.

1. Introduction and review of literature
At the turn of the 20th century, the study of algebra was reserved for America‘s
elite during their high school years, and the majority of the algebra curriculum
consisted of symbolic manipulation. Gradually, views of algebraic proficiency
changed from resting solely on participants‘ abilities to complete computational
procedures to also valuing participants‘ understanding of concepts and abilities to
reason. Not only have views about the nature of algebra changed, but also ideas
about the population to which algebra should be taught has changed (Kilpatrick,
Swafford, & Findell, 2001).
Recently there has been a push for algebra to be taught to all students, based
upon arguments for mathematical literacy and as well as due to government
mandated high stakes testing for all high school participants. As a result,
researchers and educators have tried to add coherence and depth to K-8
mathematics so that algebraic thinking can be accessible to more participants at
an earlier age. They recommend that teachers provide participants with sensemaking experiences that enable them to engage in algebraic thinking in tandem
with their learning of arithmetic (Schoenfeld, 2008).
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Many researchers have investigated middle school students‘ proportional
reasoning in various non-graphical contexts. Proportional situations in which the
objects are distinct are psychologically easier to handle than situations modeling
a mixture of elements, and participants can reason about discrete contexts as
early as ages 6-8 (Van den Brink & Streefland, 1979). Participants‘ familiarity
with problem contexts also greatly influences their success rate on problems
involving proportional reasoning (Tourniaire & Pulos, 1985).
The types of
relationships involved can also influence success rates in solving problems.
Singer and Resnick (1992) found that middle school participants were more
successful solving problems involving part to part proportional relationships than
problems involving part to whole relationships.
In addition to affecting success rate, context has been shown to influence the
type of strategies that participants use when solving proportionality problems.
Participants commonly make the mistake of applying additive reasoning to
multiplicative relationships (Hart, 1988; Kaput & West, 1994; Lamon, 1993;
Lehrer, Strom, & Confrey, 2002; Simon & Blume, 1992). Simon and Blume
(1992) hypothesize that participants have difficulties determining whether to use
additive or multiplicative methods because they have not yet developed criteria
for choosing one method over the other in the contexts presented.
The structure or mathematical difficulty of problems also influences participants‘
strategies and success rates in solving problems involving proportional tasks
(Tourniaire & Pulos, 1985). Participants tend to have greater success in solving
problems situated in contexts where two situations are related by integral ratios,
possibly because it is easier for participants to use additive build-up processes to
solve these problems (Lesh, Post, & Behr, 1988). The presence of non-integral
ratios in a context can confuse participants who struggle with conceptual
understanding of the context (Harel & Behr, 1989; Tabart, Skalicky, & Watson,
2005).
Proportional relationships can be represented as graphs of straight lines through
the origin. This type of relationship is one of the simplest functional relationships
found in the algebra curriculum. Little research has been done to show whether
the same contextual and structural factors affecting participants‘ understandings
of proportional reasoning also affect participants‘ understandings of slope. Two
common contexts in which slope is studied include slides and ramps. Lobato
(1996) found that participants had difficulty identifying what parts of a slide they
should measure in order to determine its steepness, because they were
distracted by other line segments comprising the slide. In research conducted by
Simon and Blume (1994), participants found two measures of steepness: the
difference between the height and the base length, or the ratio between the
height and the base length. The studies by Lobato and Simon and Blume show
that participants need to develop a way of conceptually connecting their
mathematical measure of steepness with the physical contexts that they are
given. Mathematically, one could argue that developing proportional reasoning
is a prerequisite to understanding the concept of slope, since slope is a graphical
depiction of a proportional relationship.
It is also well known that participants who are formally learning algebra struggle
with the concept of slope of a line, particularly when the axes on the coordinate
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plane in which the line is drawn do not have the same units (Zaslavsky, Sela, &
Leron, 2002). Slope has traditionally been taught using a ratio approach such as
―rise over run‖ or ―change in y over change in x.‖ But there may be other ways
in which slope could be introduced to participants. For instance, using
participants‘ geometric intuitions regarding steepness of objects could be a
helpful entry point into learning slope. Mitchelmore and White (2000) found that
86% of sixth grade participants in their study were able to identify a common
construct between the standard angle formed by two lines and a vertex and
static angles in physical situations such as the intersection of two streets on a
map or a leaning signpost‘s angle with the ground. Perhaps participants‘
understandings of angles can serve as an entry point to their using a ratio to
compare lines‘ steepness (Simon & Blume, 1992).
In an effort to build upon existing early algebra research literature, this study will
attempt to reveal participants‘ understandings of steepness prior to participants‘
formal study of slope in algebra. The results of this study will have implications
for the way slope is introduced and taught at the middle school level.

2. A problem involving steepness
One possible way to lead participants to think about steepness using proportions
is by providing them with tasks in which it is difficult to determine steepness
solely by looking at angles. The following question was given to grade 7
participants:

Two spiders, Ari and Nid, live in rooms with tiles on the two walls and on the floor. Ari
wants to catch a flea from 3 tiles high, while Nid wants to catch a beetle from 4 tiles high.
Whose web will be steeper?
Figure 1: Steepness Survey Question 6
This question asked participants to determine which of the two spiders‘ webs was
steeper, and there were four answer choices: Ari‘s, Nid‘s, both had the same
steepness, or you cannot tell which is steeper. Visually, it was difficult to identify
whether the webs had the same steepness by ―eye-balling it,‖ because the
angles to be compared are close in value. Looking at the angles that the spiders‘
webs make with the floor, Ari‘s web is 59.0 degrees (either measured using a
protractor, or calculated by arctan 3/5) and Nid‘s web is 56.3 degrees (either
measured using a protractor, or calculated by arctan 4/6). The slopes of the two
webs are 3/5 and 4/6, which are non-integral ratios.
Using the vertical wall as the reference line, the left and right angles created are
31.0 and 33.7 degrees respectively, and the slopes are 5/3 and 6/4.
The frequencies of 256 urban and suburban public school participants‘ responses
are recorded in Figure 3.
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Grade 7 Students' Responses to
Steepness Survey Question 6

Percent of Students

60%

54%

50%
40%
27%

30%
20%
11%
10%

4%

4%

0%
missing

A

B

C

D

Figure 3: Seventh Grade participants‟ responses to Steepness Survey
Question 6
There are two possible ‗correct‘ answers depending upon the reference line used:

B, using the bottom horizontal line or ‗floor‘ as the reference line, which is
reasonable from the flea‘s and beetle‘s perspectives.

A, using the vertical line or the ‗wall‘ as the reference line, which is
reasonable from Ari‘s and Nid‘s perspectives.
Using the flea‘s and beatle‘s perspectives is reasonable from a traditional
viewpoint of slope. Using Ari‘s and Nid‘s perspectives is reasonable since Ari and
Nid are shooting the webs.
65% of the surveyed participants were able to determine that the two webs do
not have the same steepness, and selected either (A) or (B). 27% of the
surveyed participants thought that the two webs were equally steep, and the
remaining 8% either did not respond or answered (D) that they couldn‘t tell
which web was steeper.

3. Observations of participants‟ reasoning regarding steepness
To observe how participants might justify their answers to these questions,
interviews of nineteen 7th graders were conducted. The participants had learned
to compare fractions and find equivalent fractions in grades 5 and 6. In grade 7,
they learned about scaling using proportional models, but had not yet been
formally introduced to the idea of slope as a proportion.
In interviews, groups of three or four participants discussed the same question.
The participants used the horizontal floor as their reference line.
Upon first glance, some of the participants thought that the two lines might have
the same steepness. In one group interview, one participant supported this
claim because she thought that adding one tile to the horizontal and one tile to
the vertical would ―show more of the same angle.‖ Then another participant in
the group drew both lines on the same coordinate plane, ―continued the lines‖
from the bottom and found that they ―met.‖ Using the reasoning that ―any
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unparallel lines are eventually going to cross,‖ he correctly stated that the two
lines were unparallel and therefore did not have the same steepness.
In another group interview, one participant challenged this first idea that the
lines had the same steepness, because he extended the two lines from the top
(not on the same coordinate plane) and the lines intersected.
Another
participant was confused because she extended these two lines from the bottom,
and the lines did not intersect but appeared to go further and further apart.
After much discussion, these participants concluded that they could determine
that the two lines had the same steepness if they never intersected, by
extending the lines from either the top or the bottom. The participants also
reasoned that the lines did not have the same steepness if they appeared to get
closer or further apart.
The participants used two general approaches to solve the problem: geometric
and analytic. Participants using a geometric approach compared the two lines to
determine whether or not they were parallel in one of two ways: 1) by seeing if
the two lines drawn on the same coordinate axes would intersect beyond the
page, resulting in the conclusion that two lines do not have the same steepness,
2) by seeing if the two lines not drawn on the same coordinate axes would come
closer or further apart, resulting in the conclusion that the two lines do not have
the same steepness. In addition, some participants tried to determine which of
the angles between their reference lines and the webs was larger, where a larger
angle would indicate a steeper line. This was difficult because the angles were
visually so close together. A third geometric strategy was to determine which of
the triangles underneath the webs had larger area, resulting in the conclusion
that the line forming a triangle with larger area is steeper. This can be a
problematic way of generalizing steepness because the steepest line, a vertical
line, will have 0 area underneath it.
Participants using an analytic approach made several comparisons.
One
comparison was of the ratios 3/5 and 4/6 as the slopes of the lines, resulting in
the correct line‘s being identified as steeper. Another comparison was of the
differences of the vertical and horizontal changes for each line: 5 – 3 = 2, 6 – 4
= 2. Participants using this strategy incorrectly concluded that the lines have the
same steepness.
Other participants observed that there was a constant
difference of one tile between the horizontal dimensions (3 + 1 = 4) and the
vertical dimensions (5 + 1 = 6), resulting in their incorrectly concluding that the
two lines had the same steepness. In the coordinate plane, having equal
differences between the vertical and horizontal changes for each line will only
result in the correct identification of parallel lines in the case that the lines have
a slope of 1. This was not the case in Question 6, so using additive reasoning
results in an erroneous conclusion.

4. Discussion
Comparing extended lines may guide seventh graders to the use the ratio of the
vertical and horizontal changes as a measure of steepness. Geometrically, lines
which never intersect are parallel and lines which intersect at one point are never
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parallel. Analytically, these lines can be distinguished by their slopes, and a line
whose slope has a higher magnitude is steeper.
Observing participants‘ discussions was interesting not only because the question
had two possible correct solutions, but also because these grade 7 participants‘
geometric intuitions were often more accurate than their analytic explanations.
Using visual cues can help participants connect their geometric and analytic
knowledge in situations involving proportional reasoning. Although participants
should have numerous opportunities to work with both dimensions and build
connections between them, the geometric dimension appears to be more
intuitive for children and can begin to develop at an earlier age with the
development of the concept of angle. This may be the case because children are
generally more comfortable with reasoning involving solely one measurement
than reasoning involving multiple measurements (Halford, 1993). In preparing
middle school participants for the algebraic study of slope, it may be helpful to
connect their understanding of steepness from its angular representation to its
fractional representation.
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Abstract
In this paper we expose a research in which we have improved the teaching process of
written composition and the production of texts from the perspective of constructivistssocial methods, from the use of free text. We display the evolution of the texts produced
by students aged 10-11 in a context in which interaction and communication are a
constant. For this purpose, we did a quantitative analysis of the texts produced by
students to assess changes in the production of these texts, since some categories
extracted from the studies of Teberosky (1989, 2009), Jolibert (1995) and Clanché
(1988). The research sample took place in a fifth-grade classroom of a private school in
the Autonomous Community of Aragon. The total number of free texts analyzed was 41,
collected over five sessions. The final results allow us to observe the evolution of the
texts from the first to the last session on issues related to general description, with
graphic properties and with the communicative situation of the texts.

Keywords: Writting – Text – Communication.

1. Introduction. Pedagogy of writing
Start Under the different offers that coexist for the education of the written
language different authors consider different approaches attending to the
learning process of the child:
- Behavioural approach.
- Cognitive approach.
- Constructivism approach.
1.1 Behavioural approach .
The education of the writing is conceived as a linear succession of stages. The
principal contribution of the models of stages was it of making concrete in a
more precise way, some of the processes that take place during the composition
of a text. They were not explaining, nevertheless, how the above mentioned
processes are used by the subject, presupposing a rigid linearity, since the model
of stages centres on the process of growth of the text, of the product, without
bearing in mind the internal processes of the writer.
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One of the most important models is that of Rhoman and Welcke (1964,
mentioned by Camps, (1990) that distinguishes three successive stages along
the written composition:
1. Pre-writing: discovery of ideas.
2. Writing: the first approximation to the text.
3. Re-writing: reprocessing of the first design and writing of the final text.
These models favored the mediation of the teacher in the process of production,
increasing the competition of the pupils in the writing tasks.
1.2 Cognitive approach.
To fill the explanatory gap of these early behavioral approaches emerge during
the '80s, models of cognitive orientation, focused on investigating the mental
processes involved in composition and identify the cognitive components of these
processes.
The writing is conceived as a complex cognitive process consists of threads that
encodes the language in graphical form using a conventional system (Vieira,
200). What is important are the cognitive processes involved in the conduct and
not the products or results.
Within this approach highlighting the Hayes and Flower model 1980, Scardamalia
& Bereiter, 1986. They point out the various processes involved in writing:
-

Planning: selection and organization of ideas.
Preparation of the text.
Review: Involved in the entire production process.

Sometimes these models focus too much on the personal processes of writing,
helping to establish teaching practices that tend to overshadow the high social
and constructive nature of language (Gil and Santana, 1985).
1.3 Contructivism approach
Beyond the disclosure of the cognitive power of editorial processes, Camps,
(2003) noted that attention to the writing process has grown especially in
teaching-learning situations and has been largely open to horizons that surpass
the strictly cognitive and textual.
In this view, studies on editorial processes converge on the one hand with the
approach psychogenetic Piagetian and other concepts with educational
psychology of Vygotsky.

Within the constructivist approach closer to the educational psychology of
Piaget's concepts of prior knowledge of students to plan and develop teachinglearning processes.
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For Vygotsky planning teaching-learning process requires knowing the real
area of child development and through cooperative learning can promote the
expansion of zones of proximal development as through collaboration with others
is shifting the actual area to the area of potential development.
From this perspective emphasizes the significance of writing for children. The
writing should be incorporated into a task that is necessary and relevant for life
"(Vygotsky, 1978, 117-118, in Wells 2001: 292).
Since this approach is necessary to create situations and activities that pique the
child's need to write.
1.4 A proposal towards a holistic approach.
As we have seen there are several theoretical models, each of which focuses on
some dimensions of writing but not all. Therefore, calls for building a global
model, which integrate the most valuable contributions of each of the models.
An example in this line is found in Freinet Pedagogy, with free text. Freinet
(1973) explains the free text as a text that children construct and write based on
their experiences and interests, can be written and read by the author or another
student. For the development of free text in the classroom Freinet, proposes
total freedom about:







The choice of the material and graphics tools
The length of the text
The periodicity
The rhythm of production.
The choice of topic.
No penalties for misspellings or incorrect syntax.

The guiding principle of the method and techniques Freinet, in this case is the
free text and is to consider that "one learns to write, writing".
From this perspective, the teaching of writing should be done from the written
language functionality. It was deemed essential aspects such as participation,
observation, reflection, collective dialogues between student-teacher and peer
and especially the interaction.

2. Aims of the research
With general character in this investigation we propose to penetrate in the
processes of education of the written composition and of the production of texts
from the approximation to the social constructivism methods in the education of
the writing, from the utilization of the free text in the classroom.
The classroom is considered to be a space of reflection and verbal interaction
that can improve the production of written texts.
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Along the research we claim the following aims:
- To discover which is the evolution and I change in the general description,
the communicative situation and the graphical properties of the texts
produced by 10-11-year-old children who take part of a pedagogic context
facilitator of the free expression and interaction.
- Describe which are the different types of texts produced by 10-11-year-old
children who take part of a pedagogic context facilitator of the free expression
and of the interaction according to the general description, the
communicative situation and the graphical properties.

3. Design and methodology
3.1. Research model
According to Hayman (1974) and taking into account the purpose of our research
we followed a descriptive method, we have tried to describe and evaluate certain
characteristics of free texts written by students, analyzing the data and to relate
the different variables selected and interpreted to mean these relationships,
which will be only one of several ways to interpret the data.
3.1.1 Design
Given the classification proposed by SABIRON (2006), this work is part of the
evaluative research models. We are seeking to evaluate a practice of writing
based on free text. The purpose is to know the developments in the texts
produced by students in a context of interaction and communication. The
research would have an average grade of priori-emergence; Since though the
planning is before the beginning of the research, the development of the same
one has determined successive plannings.
3.1.2 Methodology
Following input from Cohen, Manion and Morrison (2001) on educational
research, we can say that in our work we used a methodological triangulation
between methods and to employ a quantitative and qualitative methodology.
Has been applied quantitative methodology for quantification of the texts
produced by students to assess changes in the production of these texts, since
some variables drawn from studies Teberosky (1989.2009), Jolibert (1995) and
Clanché (1988).
In turn they have worked so since during the qualitative analysis of texts have
been introduced and changed variables taking into account the reality that
students under study have provided in their texts. Flexibility has been a major
feature in the development of research, and same with the variables.
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3.2. Informants.
3.2.1 Educational Center
The class group in which I have done my work belongs to a class of third cycle of
primary education from the private school St. Augustine concluded in Zaragoza.
3.2.2 Classroom.
The classroom where he has developed this activity is 5 º of Primary Education.
It consists of 24 students, 13 girls and 11 boys whose chronological age is
between 10-11 years. It's a very homogenous group in which there are no
children with special needs educational support
3.2.3 Texts.
The texts have been written by 20 students of the 24 that make up the groupclass, four of which has not entered text throughout the five sessions. Seven
students have written a single text, 8 students have written 2 texts, 3 students
have written 3 texts, a student has written 4 texts and student texts has written
5.
The total number is 41 free texts, collected over 5 sessions.

3.3. Format Research strategies
The techniques used for data collection were:
- The texts of the students.
- Participant observation.

3.4. Analysis and categorization of texts
The For the analysis of texts has been used as a model instrument made from a
review of studies Teberosky (1989.2009), Jolibert (1995) and Clanché (1988).
The texts were analyzed using a deductive categorization procedure based on the
criteria specified below:
3.4.1 Overview
- Extension of the text: total lines of text transcript and standardized.
- Verbal constructions: total count of phrases containing a conjugated verb

165
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

- Punctuation: total punctuation in the text.
1. Commas.
2. colon.
3. sSemi colon.
4. Final point.
- Constructions in speech touched upon: total verbal constructions that include
words used to represent speech or thought of a character through a direct or
indirect style.
- Finals: four categories.
1.
2.
3.
4.

Without end.
With narrative closure.
With a closed form expression ( "this story is over ..." "They were happy ...").
With the word "End".

3.4.2 Graphic properties:
- Title:
1. Presence or absence of a separate title of the text;
2. Presence or absence of capital letters, underlined, illustrations, ...
- Provision of the text on the page:
1. Block filling the entire page.
2. Provision into paragraphs.
3. Disposition paragraphs: divisions with full stop, do not coincide with the end of
the line, and a change to follow the story line.
3.4.2 Communicative situation:
3.4.2.1 - Utterance:
1. Subject:
 Internal Subject: The subject of the statement are coming to life of the
speaker.
 External Subject: The subject of the statement are not relevant to the
experiences of the speaker.
2. Time: Tense is written in the text.
 Present.
 Past.
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 Future.
3. Location: Where is the story told in the text.





School.
Home.
Other places familiar to the speaker.
Unfamiliar places the speaker.

4.3.2.2- Category: Main theme of the text.
1. Themes related to personal experiences of the speaker.
2. Themes related to experiences outside the utterer.
4.3.3.1- Situation of enunciation:
1. Speech:
markers as today, yesterday, this morning during the holidays...,
2. History:
cultural markers like "one day", "once upon a time" ... are identified with a time
undiscovered, anachronistic...
For treatment of the data, we have made use of the computer program NUDIST
version 6.0 which offers surgical protocols and useful to assist the qualitative
researcher in the task of analyzing data.
We have performed a joint analysis of texts and less on an analysis of individual
student progression.

4. Results and final considerations.
4.1. Evolution and change in texts.
On General Description: the length of texts and the percentage of verb
constructions has not increased in the development of the sessions.
Regarding the category of text Punctuation find that most students use different
punctuation marks from the first text, and are doing even increasing their use.
The use of punctuation as being incorporated in the successive compositions,
especially the sign of the semi colon coincides with increased use of direct
referral speech.

167
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Regarding variables Graphic Properties section, of all the texts only one of the
first session does not contains title. There is no linear trend in the use of specific
resources such as underlined, colored, capital letters, ... Regarding the provision
of texts, we found not differences from the first to the last session, the
predominant category in all sessions is text written in block.
On the variable communicative situation: in the category of enunciation of the
subject, we note that students create in their texts subject close to their
experiences, often using the first person singular, the presence of classmates,
family, teachers and the first person plural.
The time when they write stories is mostly in past tense but in the last session
increased the percentage of texts written in this.
About the place where the texts are located increases the percentage of texts in
locations familiar.
Regarding the variables of situation of enunciation, the number of texts "History"
and "Speech" is very similar and there is a progression in the percentage of
written texts in History situation.
4.2. Characteristics of texts
On the Overview: the length of texts ranging from the shortest to the longest 5
lines of 13.
The number of verbal constructions for line is very similar to that of extension.
In the analysis of category Punctuation, all text, except one, have punctuation.
The students mainly use the comma and the colon. The semi colon appears only
in text. Colons appear in the texts of the last session
Regarding the graphical properties: Title appears in every production except one.
Most of them have centered, underlined and in capital letters. Regarding the
provision of texts, the dominant variable is the block and only 3 texts have in
text paragraphs and one provision in paragraphs.
On the communicative situation: most of the texts contain a subject related to
experiences of the speaker.
Time: is in most text in the past tense.
The Place: the action takes place in familiar contexts: home, school, park,
people....,
The situation of enunciation is so in situation of Speech as of History.
Expressions used in this are: "one day ..." "when I was little ..." "a few years ago
...."
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Please use no more than three headings levels.

5. Projection of the study
We believe that this study may be a first part of a complete and comprehensive
research on the interaction and "discussion" that occurred during the correction
of texts collaborative. For that we have audio and video recordings and personal
questionnaires which reflects the views of the pupils about the activity.
Another line of projection of the work would be to investigate how the interaction
of the children with the free texts and with other texts of infantile literature
would benefit the process and product of the written composition. This work
would be done continuing a recent research of Teberosky and Sepúlveda (2009).
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Abstract
This is the first part of the research about trends in quality assurance and accreditation in
the universities of Peru. This part focuses on the different ways that public and private
Peruvian universities have to describe quality and the processes they go through to get
to. The question was: what quality models underlie in the improvement proposal of the
university institution? What are the trends in quality? For that reason we worked with
Brazilian, Chilean, Colombian, Mexican and Argentinean proposals related to this topic.
We prepared the basic parameters in each country to understand quality and the
improvement processes. We found out that quality idea is not clear enough, and that the
evaluation idea is also unclear, we continue testing components and products but not the
processes.

Keywords: Trends – Education - Quality

1. Introduction
Nowadays universities‘ quality assurance and its accreditation are very important
topics not only in the academic but also in the politics Latin-American fields, due
to the different opinions about the meaning of quality, and the traditional
responsibilities at universities in the current context and the fulfillment of the
National control as the mediator in this assurance.
In Latin America this process is not new; it was in the 20th century that some
exchanging experiences started in that region as well as in the world about the
responsibilities about Universities in a very changeable setting. So the idea about
quality was taken from the company, giving rise to pros and cons, but then we
have adopted new logical ones. It is necessary to mention that the reflection
about quality
in higher education, especially about the role of the new
knowledge society, is a new born.
In the higher education internalization process, searching the quality means
bigger challenges, considering the social environment demands where they
belong to. Our data comes from international meetings and there are just a few
researches about it. We count on data about the Latin-American case of
universities reports, about the proposal of quality assurance and the information
of many countries that have established this process.
In this first part of the study we will mention the results of the paper revision in
5 Latin-American countries. It is very important to understand the trends and
what can happen in Peru if we don‘t understand these processes. We are not out
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of this, especially what is related to a quality university culture and the first steps
of the government as mediator in this accreditation process.
The main question: What are the quality evaluation trends at Universities in Latin
America?

2. Frame of reference
We checked the evaluation and quality definitions, about the reports of quality
evaluations in these countries and we built some categories.
When considering definitions about evaluation, we considered common elements
to understand what evaluation is: seven dimensions that make evaluation
possible and what evaluation is (as a systematic process that collects
information; giving value judgment in relation to collected information, and
focused in the decision making process)
We also mention the categories8 that helped to evaluate the trends:
a. What: What do we evaluate when talking about the quality of the University?
We found that we evaluate the quality of: careers or programs; institutions and
people, teachers or students
b. Who: Who do they evaluate to? We found the following alternatives: when is
the university itself (self-evaluation) all its members (students; professors;
authorities, administrative staff, employers or businesspeople); when the
government evaluates the institution (external evaluation) is the government or
agency with the personal in charge.
c. When to evaluate depends on: If they are ask for ‗running approval‘; If they
ask ‗external evaluation‘ institution policy, or Institution internal decision of selfevaluation.
d. How the process or procedure of the quality evaluation is. It depends on:
The permission; is a verification procedure for basic requirements established by
the institution in charged or distinguished. Or, for the external evaluation: the
regular procedure involves: institution self-evaluation as well as external
evaluation with a following report.
e. Using what: We have many instruments, but we generally have selfevaluation: with different qualitative and quantitative tools, and external
evaluation: Peer visit and the tools often used are the interview and the
observation.

8

The contents of each category was drawn from the review of the notions of evaluation
(Tyler, Lafourcade, Mager, Srciven, Joint Committee, Alvira, Stufflebeam, Cronbach, Alkin,
Ferrandez, De la Orden, Tenbrink, Casanova, Tejada & Dominguez) and the reports of each
country.
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f. Considering what: Some factors or known variables are necessary to check
quality. They can refer to functions; staff; negotiations; building and institutional
coherence.
g. What for: what are we looking for, to show the society what their mission is,
or continuous improvement.
And we included positive and negatives ideas in these processes9.

3. Methodology
We did a qualitative research, to check the project revision presented in the
accreditation organisms of the five countries chosen between 2000 and 2006
about quality evaluation or higher education institutions. To do this analysis we
created some categories already mentioned in the framework.

4. Results
We found the following trends in relation to quality evaluation in five countries.
What to evaluate in relation to university quality, we found a tendency to
evaluate careers or Programs, and the Institution.
All of them study the functions (research, teaching and extent) and its elements
(components, processes and results) even if the last one represents the results,
depending on the factors.
If we refer to the institution, we have a little information; there is data of those
that have just started working, especially private institutions. But we only have a
little data of the self-evaluation processes of working institutions. That‘s why
there is a strong presence of quality evaluation for undergraduate and graduate
programs in the 5 countries mentioned.
Who evaluates the Universities quality? In the external evaluation: Students and
the Government take place with the agencies responsible. In this context many
selected people also take place. Only in Argentina the Government handles all
this process.
When to evaluate universities quality, the trend is to evaluate quality every time
that an institution wants to work as a new university, especially if you refer to a
private one; timing related to the external evaluation (for accreditation) depends
on the institution and if it wants to accredit and continue in the system. It means
that have to do the self-evaluation and then the peer visit.
How to evaluate the quality of the universities, the trend is to evaluate the
quality through: an official authorization by the institution expressing that it has
9

We also compile a table comparing the strengths and weaknesses of country reports.
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the basic requirements. This basically happens in private universities. Another is
self-evaluation as an element of the internal work of the institution, to better its
work, or as a part of the external evaluation. Or, external evaluation, peer visit
evaluators, the report and ruling if it the accreditation is given or not.
With what evaluate the universities quality, the trend is to evaluate the quality
through: the data collection using qualitative and quantitative methods; filling
forms with quantitative and qualitative collected during the self-evaluation
process by the institution in charge of that process; interview and observation of
peer visit evaluators (qualitative data).
Considering what to evaluate the universities quality, the trend is to evaluate
quality: considering the common fact in the five countries related to
appropriateness and equity, which in some cases is covered by aspects like
measurement. It depends on the country where it changes its name, as
indicators, elements, items, etc.
If you refer to the measured facts, the tendency is to verify if the institution has:
functions as research, extent, teaching (referring to the curriculum or career);
staff as academic, students, the authorities and administrative staff are
considered in the management; management as organization chart, ruling,
government system, planning, control and finances, including authorities and
administrative staff, mission and institutional project; infrastructure, resources
and services, libraries, buildings, etc.; institutional integrity, advertisement and
spreading.
What for to evaluate the universities quality, the tendency is to evaluate quality
to accredit, means inform the society about the institution functions; or
continuing improvement
When we mention what for it is necessary to mention clearly what we expect
when talking about ‗quality evaluation‘: improvement, accredit. When we say
‗better‘ see if what we offer is what we do.
Mentioning the measured aspects, in other words, the factors, here we have the
data of academic staff, students, research, curriculum, programs, the building
itself, installations and resources. But the management no appears.
We can say that the tendency when we talk about factors is to show data related
to the actors, functions, management and infrastructure.
The actors are students, academic staff (we need to consider authorities and
administrative staff).
Functions as research and teaching are mentioned (the curriculum or programs careers). The data related to the social services is not mentioned.
In management, we refer to the rules, autonomy in most of the institutions for
its organization or structure. We don‘t mention a basic structure: vice-chancellor,
assembly, deans and faculties.
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Infrastructure as buildings and so on, it is not included in the reports
In relation to the perception, what do they say about themselves the
accreditation agencies from the five countries as positives experiences:
improvement in the evaluation experience; these processes are related to the
legal system and strength of the accreditation agencies. Negatives experiences
as unclear idea of the quality, and the evaluation criteria; little participation of
students and professors, there is not an evaluation culture; and it is said that
people from the accreditation committees come from a political party, in some
cases from a reduced number of evaluation peer. We can observe a tendency to
create corporative groups among evaluation peers.

5. Conclusions
In relation to many experiences about quality evaluation
a. Quality is related to evaluation. But the definition of evaluation is not clear
enough.
b. This confusion is based on the attribute, as the pertinence and the equity.
But there is a misunderstanding because the institutions in charge of that,
do not set limits about quality,
In relation to the data found
c. The five countries have evaluation experience since the nineties.
d. About quality, there are some relations started in the company, as
components, processes and products. But what we evaluate are the
components and its results, but no the processes.
e. The management is little seen, because the outline do not check this
aspect, but it helps to know what we have. This is a static analysis
method.
f. With this information we can understand
programs than institutions

why we prefer to evaluate
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Abstract
Telecommuting has grown substantially in many areas of the workforce including higher
education. Research studies have followed the growth including studies of online
instruction that report on both faculty and student efforts and results. This presentation
reviews the literature and synthesizes it, using personal experience within a model from
a large doctoral study in telecommuting.

Keywords: distance education - higher education – internet - web

1. Introduction
The World is Flat (Friedman, 2007) depicts a variety of ways that telecommuting
efforts have created an inter-connected world.
Friedman (2010) recently
posited that China has perfected low-cost manufacturing but will continue to
thrive only if the country is able to move into what he calls ―the world‘s great
knowledge flows.‖ For professors and students who may be working or learning
anywhere in the world using the Internet, the concept is part of their lives. Smith
and his colleagues suggest that faculty members who have some online teaching
experience should share their experience particularly in the context of distance
education (Smith & Caris, 2001). After working fifteen years in some form of
Distance Education (DE), the author has some relevant experience to provide a
commentary on the reality of working in a telecommuting environment.
Obviously, some of the comments are experiential and personal but they are in
the larger framework of DE and telecommuting.
DE is normally defined as ―an organized instructional program in which the
teacher and learner are physically separated‖ (Newby, Stepich, & Lehman, 2000,
p. 210). There are some similarities to teaching in a foreign country. The
―culture‖ of the Internet requires special attention to anticipation of
communication issues before they happen and this skill set is beneficial to a
faculty member teaching in another culture, particularly one that is multi-lingual.
The use of words and phrases to promote clarity in the learning process are
essential to both. For example Busch and Johnson (2005, p. 31) report that
working in online instruction, it is ―easy to make errors and confuse the students
because written instructions without verbal explanations can lead to many
different interpretations.‖ While it is true that these phenomena can also occur
in a traditional classroom, the benefit of immediate and constant feedback can
overcome some deficiencies. DE may have constant feedback but words alone
may miss some of the nuances of body language or intonation. In a multicultural setting the words may not be clear and the body language may require
some interpretation just as online work may require trying to read ―between the
lines‖ of the words. This can be a problem for traditional teachers confronted
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with new and challenging realities of a different medium.
Huett and his
colleagues (2008, p. 67) report that ―educators . . . are faced with new
pedagogical issues surrounding student interactions, course content design and
delivery, multiple levels of communication, defining new types of assignments
and performance expectations, and different assessment and evaluation
techniques.‖ For example, one of the major issues for DE raised by studies is
the quality of education as a result of the physical separation between faculty
and students and the resulting challenge to meaningful interaction.
My
experience in face-to-face teaching has taught me that in a class of ten students
it is possible to have regular (every class) verbal interactions with every student;
for classes of 50 to 200 it is virtually impossible. In an online course it is
virtually impossible not to have a minimum of verbal interactions with each and
every student. I recently finished an online course with 16 students in a threecredit semester course.
During the semester we had nearly 4000 online
interactions and each student had a minimum of 70 forms of online postings in
addition to graded assignments and e-mails to me. This is hardly the norm for
face-to-face classes even with 16 students. One Professor stated it this way:
Accommodating the independent and self-disciplined student in an online
environment also is a distinct advantage. Instead of having face-to-face
students, who potentially may withdraw from interacting the instructor and other
students, all online students are virtually required to interact with the instructor
and often with other students. Interacting with an entire class of self-disciplined
learners is a clear benefit. (Sugar 2007, p. 283)
The amount of time required for such interaction also requires more hours than
my traditional class. Studies are reporting various levels of workload for online
versus face-to-face classes. Some report more work; others report less (See
Mapinga & Maughan, 2008). My own workload varies so much with the structure
of the course, the level of the students, and the number enrolled, that I can not
make a general rule of application. The variables are similar to face-to-face
instruction and that is why teaching workload in higher education is difficult to
measure and is always in debate.
It would be well to review some of the major points and findings that are often
the focus of discussion in DE so that the reader gains a frame of reference for
the remainder of this presentation.
1.2 Distance Education Issues
1. No significant difference in learning outcomes exists between distanceeducation classes and traditional classroom instruction.
2. Currently more than 20 percent of all college students have taken at least one
online course. (Brooks, 2009, p.1), (3.5 million students according to Clark,
2008).
3. Enrollment in online courses has increased 20 percent in this decade.
4. Many academicians believe that distance education may be the most
important issue higher education has faced in the last one hundred years.
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5. More than 10 percent of all degrees awarded are online.
6. The most common use of distance education is to support traditional
classroom instruction.
7. Numerous guidelines and criteria for distance education can be found,
including those established by various accrediting agencies.
8. Although distance education cannot simulate the undergraduate experience,
research shows that it can create a sense of community.
9. Distance education is popular because it is convenient, flexible, relevant, and
reasonably affordable.
10. Distance education has changed the way education is perceived, delivered,
and planned for the future.
Source: Modified from Phi Kappa Phi and the Distance Learner: A White Paper by
The Honor Society of Phi Kappa Phi. (Wendell H. McKenzie, 2007)
From a student perspective there are many advantages to DE but some
disadvantages. Sparnon (2004) cites some of these advantages after finishing a
graduate degree in a distance education program. Brooks (2009) cites 8 reasons
that colleges should engage actively in DE. In summary form these are largely
focused on students:
1.3 Advantages of DE for Students and the Colleges
• Engagement in learning
• Experience variety
• Independent research
• Technologically literate
• Accessibility
• Affordability
• Values and ethics
• Added value to employers
Faculty members may panic over the tremendous growth in online work thinking
that there is no future for them. Finney (2004, p. 41) states that ―academicians
worry that asynchronous teaching will render many faculty members obsolete.‖
I doubt this very much as many of us can recall when teaching machines were
first developed and introduced. Early predictions were that teaching machines
would replace a great portion of direct teaching and it just never happened. I
believe that the same is true for DE even though the growth is significant. It is
also true that some faculty members will not or cannot adapt to online teaching.
Certainly one of the issues is training faculty in a delivery system with new and
different technology. Perreault, Waldman, and Zhao (2002) and Moller, Foshay,
and Huett (2008) report that the majority of faculty members developed their
online courses with minimal assistance from their own institution. Workshops,
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course development, mentoring, and coaching are all vehicles to support the
novice DE faculty member.
Addressing the issues in this paper can cover an array of ideas ranging from the
generalities of telecommuting to applications in the academic setting.
For
example, both Carr (2000) and Young (2002) provide us an overview of a day in
the life of the DE educator. To limit the range of possibilities and focus on a
limited number of issues is always the professional challenge of the
teaching/learning process. The literature search provided a good solution. In
one of the more comprehensive articles in the Journal of Applied Psychology,
Gajendran and Harrison (2007, p. 1526) present a theoretical framework that
had direct application to this presentation and I have adopted it here to serve as
a framework for this presentation. The work is a result of a doctoral study
covering 46 studies, 12,000 employees, and 20 years of research in flexible work
arrangements – most of them not in higher education.

Telecommuting can be defined as completing work tasks away from a central
physical location using technology. The World at Work reports that 62% of
American employees would like to telecommute to some extent in their current
position (2008).
Actually the number who do telecommute in part is hard to
quantify and codify – estimates range from 10 to 40 million Americans but it
really is related to the definition and how it applies to the use of electronic
communication. Nevertheless, with increased gasoline costs combined with
flexible work schedules and four-day workweeks in some sectors of the economy,
this number will surely increase incrementally as the service sector grows and
the manufacturing sector shrinks.
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The definitions of telecommuting are inclusive in that they can include full-time
faculty members teaching part or all of their teaching workload in DE; part-time
faculty and/or adjunct faculty members are also included in the definitions. Of
course adjunct professors may be hired by the course or by multiple courses.
Carnevale (2004), for example, cites one faculty member who earns $90,000 a
year working for four institutions in an adjunct capacity.
Dahl (2003)
summarizes compensation for DE faculty work but finds there is a great variation
in her survey results making it difficult to make any generalizations. Davenport
(2005) reports that fewer than 6% of telecommuters are involved in full-time
arrangements so that it is clear that of the total number of telecommuters most
employees do some work in a traditional setting combined with a telecommuting
setting. This leads directly to the telecommuting theoretical model presented
earlier – how great is the intensity of the telecommuter‘s work effort?

2. Structural Moderator – Intensity
For me, the application of intensity is from a perspective of a full-time tenured
professorship from one institution and per the theoretical framework, this would
make my intensity high. My employer is in Maine and for 20 years I lived within
commuting distance (25 miles) of our two Maine college locations. I now live in
South Carolina. This arrangement may be unusual but I discovered a social work
faculty member in my own institution who commutes from the west coast to
Maine combined with telecommuting. I suspect that such arrangements exist in
many institutions and are most apparent in discussions about couples working at
different institutions. Certainly there will be more research studies in the future
of college professors who telecommute as a portion of their teaching workload.
One of the issues that may become more prominent is the accreditation process
both for regional bodies as well as program accreditation. Standards and
guidelines will continue to expand within DE better defining the choices for the
student consumer as well as the extent of the role for permanent faculty. These
guidelines will attempt to address quality assurance with honest marketing and
delivery of programs. See Hiltz and Turoff, 2005.

3. Psychological Mediators
3.1 Perceived Autonomy
Autonomy is the first conceptual theme of the theoretical framework of
Gajendran and Harrison, Figure 1. The issue is understandable to academic
faculty as this factor plays a significant role in our career selection and retention.
Few paid employee positions allow us the flexibility and the autonomy that
permits us to determine how we use the majority of our time. Telecommuting
just extends that freedom to a different level along the same continuum. For
me, it means that I have significant autonomy; I seldom need to go to the
physical location of my employer. I stay in contact with my supervisor, largely
by e-mail communication. Actually most of my contacts with the university are
with the department staff assistant and support staff in instructional technology.
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However, a warning here is important. Betz (2005) reports that a faculty
member hired by an online university as an adjunct such as the University of
Phoenix must be willing to acquiesce to a business model and culture that is
more constraining than that of a full-time professor. In essence there are more
rules and less autonomy.
3.2 Relationship Quality
The previous point leads directly to this part of the Gajendran/Harrison
framework. They suggest that while telecommuting has a positive personal
effect, the telecommuter-supervisor relationship has a negative relationship.
The potential negative is obvious but to ensure that the concept is clear they
report that ―telecommuting . . . has the potential to degrade the quality of the
manager-subordinate relationship‖ (Reinsch, 1999).
Certainly the potential
exists but like most issues in the university the outcomes are largely a result of
communication styles and mutual confidence between the supervisor and
employee. The supervisor reference here is made in the context of the persons
who negotiates the yearly work schedule and/or evaluations of work results. In
the past ten years I have personally experienced a level of turnover having
seven different supervisors in two departments with a great range of
administrative styles - from autocratic to laissez faire.
Certainly there is a serious reduction in co-worker/colleague relationships for a
DE faculty member. An office on campus does not assure relationships develop
but telecommuting does assure that existing ones will not likely grow and new
ones will not take place. Seminars, presentations, faculty meetings, athletic
events, lunches, etc. are all places in the academy that enhance co-worker
relationships. The lack of these contacts and the potential negative fallout is a
consequence. The telecommuter must accept this as one of the trade-offs. In
some cities of the world physical spaces are now available for telecommuters to
rent office space by the hour, day, or week to give them a sense of place as well
as an opportunity for camaraderie (Gallega, 2008). This phenomenon is in
contrast to 1992 in which ―telecommuting was a turnoff‖, according to Williams.
With the increased numbers of DE students and faculty, Simonson (2007, p. vii)
reports that research material on the solitary learner is growing. He also
indicates that there is a need to examine the issue of the solitary instructors,
who might be defined as professionals working in a traditional setting. ―They
work alone, probably at home, without regular or consistent contact with other
instructors, teachers, or trainers.‖ Since these instructors, like myself, do their
work in closed environments, the research base for these subjects is more case
study and anecdotal than anything else.
3.3 Work-Family Conflict
The idea of a trade-off is one that every household must face in the work-family
conflict decisions. There appears to be some differences between telecommuters
who work part-time at home in contrast to those with a higher level of intensity
(of work at home). The level of commitment may be a factor of the work
opportunities or a reflection of a desire for integrating work and the family.

183
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Norms and routines of daily living can reflect the intensity. Gajendran and
Harrison (p. 1530) report: ―High-intensity telecommuters might be more likely to
create dedicated home office spaces or make other, relatively permanent
investments in supporting the work arrangement.― This is in contrast to ad hoc
arrangements that may create more problems for the family.
I have dedicated space and have made permanent investment in electronic
equipment and communication lines without requesting or receiving university
support. The university does provide me with an up-to-date laptop and IT
support for its use both at home and while I am traveling. I use my office and
the equipment largely for university work but also for some personal work, so, I
would rate it as a positive trade-off. I have found many colleges and universities
that now have formal written agreements that detail the issues between the
employer and the telecommuter. (See e.g. Guidelines). I do not have a formal
arrangement. This is consistent with the model use of psychological mediations
and that leads to the next section of the model.

4. Individual Outcomes
4.1 Job Satisfaction
A variety of studies report increased job satisfaction in telecommuting
(Gajendran, p.1528). Fewer interruptions and less commuting time combined
with providing individuals the opportunity to schedule their own work efforts
(Baltes et al. 1999), (Bailey & Kurland, 2002). These issues are not only true for
the telecommuter professor but also with the student reports. (Walker & Kelly,
2007). The DE faculty member must confront the reality that:
―It is possible to do a traditional lecture ill-prepared and meandering, and even
sometimes appear to be well-prepared. Electronic instruction demands
articulated and integrated preparation. The instructor‘s presence is in fact the
electronic configuration . . . . Thus the instructor‘s role becomes redefined.
Faculty must organize and facilitate highly structured and orchestrated systems.
They must rethink the entire teaching and learning processes. (Sinn, 2005, p.
41)‖
I believe that job satisfaction comes from individual circumstances that can
change dramatically or slowly over the period of time of a working life cycle.
Organizational structure and personnel changes can make a difference in job
satisfaction; often personal issues ranging from marriage, children, divorce,
health of family members, etc., can also have an impact on job satisfaction. Of
course part of job satisfaction comes from the success of students in the
coursework as well as their own evaluations of the effectiveness of their learning.
Stow (2005, p. 58), reminds the faculty that success can come from both design
and activity in the DE course. Stow states: ―The more active the students are
with the course material, other students in the class, and the instructor, the
smaller the transactional distance. This in turn could generate a positive attitude
toward the class, content, and learning in the virtual environment.‖
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This activity does not have to be synchronous instruction. Stein (2004), in a
study of 201 students from 3 universities reports that student satisfaction comes
from course structure regardless if the course is a hybrid or fully online.
Hollerbach (2004) tells us in her personal narrative that translating a course to
an online environment from a face-to-face class would be easy or so she
thought. Rather she found it challenging and difficult – but also rewarding. My
students repeatedly say the flexibility of their family and work schedules are
central to the selection of an Internet (DE) program and thus opt for
asynchronous activity. This is certainly consistent with numerous studies of
students involved with DE providing positive and negative results. Hirshheim
(2005), reports that the benefits of convenience and flexibility combined with
access to the professor are positive benefits while also reporting that interactions
with other students and instructor on a personal level combined with technical
issues and communication issues, are negative consequences.
One of the major problems in adjusting to DE is the learning curve required to
move from traditional delivery to DE. Fortunately I had a mentor in another
university as part of a course that the university wanted me to teach. At the
time, I had little experience with web-based learning but did have some
experience in DE through video-based courses. The training from Ph.D. level
instructors was quite helpful in directing me. Training and instruction are often
an after thought in many colleges and much of the learning is through trial and
error. Simone, (2006, p. 183), suggests that training of DE instructors must set
the pace by focusing training on the role of the instructor in developing an
interactive learning community as well as how to create ―a supportive collegial
infrastructure so as to minimize not only isolation but also to increase feelings of
belonging to a community of scholars, learners, and compassionate individuals.‖
I concur with Moller, Foshay, and Huett (2008), who remind us that the DE is not
the same model of teaching using a different medium. They insist that ―models
of classroom instructional delivery and models of online delivery systems are
vastly different; they should not be seen as one and the same. Taking what one
is familiar with and/or using what works in one environment and simply
duplicating it in a new environment can lead to limited positive results.‖
Steinman (2007) relates this to preparation and training. She argues that
positive results ―will not occur automatically‖ and that standards and guidelines
are essential for helping both instructors and students in their interactions.
Ten years ago the Dean asked if I wanted to be a long distance professor on a
full-time basis. My answer at that time was an emphatic ―No.‖ I enjoy
traditional face-to-face classes; I observed that teachers who were engaged in
distance education courses seemed to have a high burnout rate or perhaps a
higher than normal turnover rate. In addition the subject areas he wanted me to
mentor were not in my prime interest area.
Now the situation has changed both personally and professionally. There are
more courses and subjects available to me; there is greater interest in DE by the
university; I have a personal desire to spend more time with my grandchildren
and relocation to a more central area has alleviated that challenge for me.
Hemphill (2004) emphasizes the importance of family time as a driving force
toward telecommuting productivity.
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4.2 Job Performance
Retaining employees and keeping them content is a challenge for employers.
Providing alternative work arrangements provides a psychological contrast that is
dualistic.
The employee is sending a signal of trust and the employer
reciprocates based on a renewal of opportunity, reducing the tendency of the
employee to leave the organization, even if other interesting opportunities are
present. This paradigm works well. I wanted to spend more time with my
extended family and my location in Maine made it difficult. Relocation has been
successful and provides me with an opportunity to perform in transition to
retirement. Of course my final step will be full departure from the university, as I
do not plan to work on an adjunct basis.
4.3 Turnover Intention
As consistent with my own experience, Rhodes and Eisenberg (2002) report on
related issues that may be beyond the organization‘s ability to respond but are
personal issues that have an impact on job continuation. These include a regular
commute at a daily fixed time or the reduction in flexibility for social,
recreational, and sports activity. Faculty members already have this advantage
over many fixed time positions so it is not a major factor. My first year living in
South Carolina did produce additional stressors as well as required me to make
adaptations such as better use of technology. Both current traditional and nontraditional college students have grown up with technology that older faculty
have had to learn. Nevertheless, we may conclude - incorrectly - that all
students are current with present day technology and have access to high speed
Internet. For example, Menard (2008, p. 13) reports the following:
―Not all young people are savvy users of these tools and technologies, however.
A digital divide remains. Blacks and Latinos are less likely to have computers and
Internet access at home. A 2005 National Center for Education Statistics study
showed that about 54 percent of white students use the Internet at home,
compared with 26 percent of Hispanic and 27 percent of black students. Learning
resources outside of school are also narrow for students without Internet access
at home. They are often hobbled in their efforts to research school assignments,
explore college possibilities or simply explore worlds different from their own.‖
One of my doctoral students this year was located in the woods of Michigan and
her only Internet connection was via telephone and sometimes she had problems
with access. In addition there is also the issue of the present generation growing
up with text messages and computer shorthand that is beginning to show up in
my e-mails.
Kelly (2008), describes the issue of addressing generational
divides:
―Silverman, a member of the baby boom generation, feels that it is important for
her to keep up-to-date on the ways that her younger students interact and to be
able to provide cultural references that they can relate to. However, she reminds
her younger students to use standard language in the course rather than the
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shorthand that is so common among people who grew up using informal text
messaging. ―I think there‘s going to be some challenges for faculty to understand
the differences across generations, and we have the responsibility to find ways to
adapt our delivery and engage our students . . . .‖
Van Horn (2006) tells us that the faculty members need to adapt to online
course requirements that may require what he calls a technology penalty. He
compares, for example, asking students to hand in a printed paper in a
classroom taking a few minutes in contrast to asking students to e-mail an
assignment and examining e-mail by e-mail on the web.
4.4 Role Stress
Stress can be negative and out of sight, out of mind according to McCoskey and
Igbaria, (2003).
The telecommuter is not physically present.
Thus the
supervisor may not be in tune with the telecommuter due to lack of contact or
direct control. The employer may wonder if the telecommuter is carrying an
equal share of the load; the telecommuter may have to figure out how to
measure time and energy input working flexible times in contrast to working a
traditional schedule.
In contrast to a traditional course in which I would review notes annually and
course outline periodically, I found that I needed more time to review internal
citations, web sites, and suggested online materials on a regular basis.
Construction of sites, elimination or changes of addresses, and other technical
issues caused me to think about a better and more complete review process on a
regular basis. Servonsky (2005, p. 134) is emphatic about this work effort for
faculty member in DE. She states: ―Content must be reviewed and updates
constantly as technology changes. This entails downloading or reviewing master
documents, making changes, and referencing and reposting the documents.‖
Role stress can also come from sources one might not expect. Students in DE
may require specific instruction that we may take for granted. For example,
Ledford (2005) says that he was surprised that threaded discussions would often
become personal and even inappropriate requiring instruction in netiquette.
I have been fortunate since the majority of my coordinators, department chairs,
and deans have been committed to employee satisfaction. Periodically I am
reminded that out of sight out of mind is real and has a potential for role stress.
But for the most part the distance format has worked for me and benefited my
students.
4.4 Perceived Career Prospects
Career enhancement is a result of performance, at least in most cases. The
performance can be creating a product and it is possible to measure the
outcome. We know, however, that engaging other members of the workforce
can create real or perceived attributes. In fact interpersonal relationships are
more often the basis for enhancing career prospects than vice versa. Thus the
telecommuter may be in a disadvantageous position with limited opportunities to
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enhance personal and colleague relationships. Carty (2007) summarizes a
survey of 1,320 executives that indicates that the majority of the executives
believe telecommuters would be less likely to be promoted even though they
believed their work was as productive as traditional workers.
For faculty
members who face tenure and promotion committees, the news is similar.
Wilkes, Simon, and Brooks (2006, p. 16) report, in regard to attitudes, that
―perceptions of college professors toward these [online] programs are
significantly less favorable than are the perceptions of college students.‖
This perception appears to have an impact on promotion and tenure, a critical
aspect in career development. Schell (2004, p. 54), in a study of promotion and
tenure recommendations of 232 faculty members, reports ―faculty members
depending upon their development of online course materials to achieve
promotion and tenure will be disappointed.‖
The study indicates that faculty
who are more engaged in distance education may face a less sympathetic review
from their colleagues as well as administrators at various levels of review. This
data may prove to be a hindrance to junior faculty members who would like to
experiment with DE, but are concerned about long-term career consequences.
This is consistent with a study of untenured faculty by Wilson (2003) at Western
Kentucky University.
As a tenured full-time professor I do not have this concern. However, as a
person not as engaged as others in the daily life of the university community, I
may miss an opportunity to develop a new course or work on a new program as I
am forgotten or not even a known potential by recent hires. The recent hires do
not know me, have little or no knowledge of my history within the organization,
and even less knowledge of my ability. I receive requests for select committee
work that may have more to do with service than career enhancement. This work
is accomplished through e-mail and teleconference calls supported with land mail
when required. I suppose that if I were an Assistant Professor working toward
advancement, I would be more concerned about my future.

5. Conclusion
Colleges and universities are willing to accept change even if some members of
academe are resistant to change. The fast expansion of the private University of
Phoenix and the continued growth in distance education such as that at the
University of Maryland suggest that distance education has established a firm
foundation in higher education. Institutions are engaged for a variety of reasons
ranging from providing service to generating income; the reasons may not vary
significantly from delivering traditional programs. Like all change it may be slow
in some institutions while nimble in others.
Faculty recruitment and training will continue to be an issue as it is clear that
students will seek flexibility in achieving their educational goals; faculty also may
desire the same flexibility so for both students and faculty there will be a market.
For the academy, there will continue to be a formalization of the contract process
as well as the tenure and promotion process for professors who telecommute in
whole or part, similar to what has been accomplished with clinical faculty.
Adaptation to the online environment will surely take place and for some faculty

188
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

it will suit their professional career aspirations. (See Moller et. al., 2008, for a
thorough review of implications of distance education.) ―Opening Universities in
a Digital Era‖ by Palfrey and Gasser (2008) suggests that the digital age will
produce far-reaching changes that will be good for society. I believe this to be
the case and it may work for many institutions. The strength of American higher
education is for both institution and faculty to choose wisely and that is still the
best preparation for the future.

6. References
Baltes, B.B., Briggs, T. E., Huff, J. W., Wright, J. A. & Neuman, G. A. (1999).
Flexible and compressed workweek schedules: A meta-analysis of their effects
on work-related criteria. Journal of Applied Psychology, 84, 496-513.
Betz, M. (2005). The University of Phoenix Way. Distance Education Report,
March 1, 8.
Brooks, M. (2009). The Excellent Inevitability of Online Courses. The Chronicle
of Higher Education, 55(38), A.64.
Busch, S. & Johnson, S.A. (2005). Professors‘ Transition to Online Instruction.
Distance Learning, 2(5), 29-34.
Carnevale, D. (2004). For Online Adjuncts, a Seller‘s Market. The Chronicle of
Higher Education, 50(34), A31.
Carr, S. (2000). A Day in the Life of a New Type of Professor. The Chronicle of
Higher Education, 47(16), A47.
Carty, D. (2007). Telecommuting not always a good trip. NY Daily News, June
11. (Retrieved from www.nydailynews.com on August 18, 2008.)
Clark, K. (2008). New Answers for E-Learning. U.S. News & World Report,
144(2), 46-49.
Davenport, T. (2005). Rethinking The Mobile Workforce.
(Retrieved from
www.linuxriot.com on October 17, 2008.)
Dahl, J. (2003). How Much Are DE Faculty Worth? Distance Education Report,
July 15, 5,7.
Finney, R.Z. (2004). Reaping the Whirlwind: Challenges for Professor in the Era
of Distance Education. Phi Kappa Phi Forum, 84(4), 41-43.
Friedman, T. L. (2007). The World is Flat. New York: Farrar, Straus and Giroux.
Friedman, T.L. (2010). Is China an Enron? Charlotte Observer, January 21,
15A.
Gajendran, R.S. & Harrison, D.A. (2007). The Good, the Bad, and the Unknown
About Telecommuting: Meta-Analysis of Psychological Mediators and Individual
Consequences. Journal of Applied Psychology, 29(6), 1524-1541.
Gallaga, O. L. (2008). Instant co-workers. Austin American-Statesman, July 6.
(Retrieved from www.statesman.com on July 17, 2008.)
Hiltz, R.S. & Turoff, M. (2005). Education Goes Digital: The Evolution of Online
Learning and the Revolution in Higher Education. Communications of the ACM,
48(10) 59-64.ef
Hirschheim,
R.
(2005).
The
Internet-Based
Education
Bandwagon.
Communications of the ACM, 48(79), 97-101.
Hemphill, B. (2004). Telecommuting Productivity. Occupational Health & Safety,
73(3), 16-17.
Hollerbach, K. (2004). It‘s a Brave New World Online World. Phi Kappa Phi
Forum, 84(4), 40-41.

189
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

Guidelines for Appointed Staff at IU: Telecommuting Guidelines. (Retrieved from
www.indiana.edu/relations/telecommute August 17, 2008.)
Kelly, R. (2008).
Teaching to the Learning Styles Across Generations.
(Retrieved from www.facultyfocus.com/articles/teaching-to-the-learning-styles
across generations May 15, 2010.)
Ledford, C. (2005). Advice for Instructors Making the Transition to Online.
Distance Education Report, November 15, 5-6.
McCloskey, D. W. & Igbaria, M. (2003). Does ―out of sight‖ mean ―out of mind‘?
An empirical investigation of the career advancement prospects of
telecommuters. Information Resources Management Journal, 16(2), 19-34.
McKenzie, W. H. (2007). Distance Education, Summer 2007, 20-23.
Menard, J. (2008). Higher Ed Responds to the Digital Generation. The New
England Journal of Higher Education, Summer, 13.
Moller, L., Foshay, W. R., & Huett, J. (2008). Implications for Instructional
Design on the Potential of the Web. TechTrends, 52(4), 66-70.
Mupinga, D.M. & Maughan, G.R. (2008). Web-based Instruction and Community
College faculty Workload. College Teaching, 56(1), 17-21.
Newby, T.J., Stepich, D.A., Lehman, J.D. & Russell, J. D. (2000). Instructional
Technology for Teaching and Learning. Upper Saddle River, NJ: Merrill.
Palfrey, J. & Gasser, U. (2008). Opening Universities in a Digital Era: the
beginning of the end of the classroom as we know it? The New England
Journal of Higher Education, Summer, 22-24.
Perreault, H., Walman, L. & Zhoa M.A.J. ((2002). Overcoming Barriers to
Successful Delivery of Distance-Learning Courses. Journal of Education for
Business, 77(6), 313-318.
Reinsch, N. L. (1999). Selected communication variables and telecommuting
participation decisions: Data from telecommuting workers.
Journal of
Business Communication, 36, 247-260.
Rhoades, L. & Eisenberger, R. (2002). Perceived organizational support: A review
of the literature. Journal of Applied Psychology, 87, 689-714.
Seok, S. (2007). Standards, Accreditation, Benchmarks, and Guidelines in
Distance Education. Quarterly Review of Distance Education, 8(4), 387-398.
Servonsky, E.J., Daniels, W. L. & Davis, B.L., (2005), Evaluation of Blackboards
as a Platform for Distance Education Delivery. The ABNF Journal,
November/December, 132-135.
Simone, C.D. (2006). Preparing our Teachers for Distance Education. College
Teacher 54(1), 183-184.Simonson, M. (2007). Solitary Learners and Solitary
Instructors. The Quarterly Review of Distance Education, 8(4), vii.
Sinn, J.W. (2004). Electronic Course Delivery in Higher Education: Promise and
Challenge. Journal of Technology Studies, 30(1), 39-45.
Smith, G.G., Ferguson, D. & Caris, M. (2001). Online Face-to-Face. T H E
Journal, 28(9), 18-24.
Sparnon, D. (2004). Online at Midnight. Knowledge Quest, 33(1), 38-39.
Stein, D. (2004). Course Structure: Most Important Factor in Student
Satisfaction. Distance Education Report, February 1, 4.Steinman, D. (2007).
Educational Experiences and the Online Student. TechTrends 51(5), 46-51.
Stow, R.C. (2005). Minimizing the Distance in Distance Learning. Athletic
Therapy Today, March, 57 –59.R
Sugar, W., Martindale, T., and Crawley, F. E. 2007). One Professor‘s face-toFace: teaching Strategies while becoming an Online Instructor. The Quarterly
Review of Distance Education, 8(4), 365–385.

190
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

Ugar, W., Martindale, T. & Crawley, F.E. (2007). One Professor‘s face-to-face
Strategies while becoming an Online Instructor. Quarterly Review of Distance
Education, 8(4), 365-385.
Van Horn, R. The Technology Penalty. Phi Delta Kappan, May 1, 647,709.
Walker, C.E. & Kelly, E. (2007). Online Instruction: Student Satisfaction, Kudos,
and Pet Peeves. Quarterly Review of Distance Education, 8(4), 309-319.
Wilson, C. (2003). Faculty Attitudes About Distance Education. Distance
Education Report, December 15, 4.
Wilkes, R.B., Simon, J.C., & Brooks, L.D. (2006). A Comparison of Faculty and
Undergraduate Students‘ Perceptions of Online Courses and Degree Programs.
Journal of Information Systems Education, 17(2), 131-140.
Williams, D. (1992). Telecommuting‘s a turn off in Texas. Austin AmericanStatesman (Retrieved from www.statesman.com on August 17, 2008.)
The World at Work. (Retrieved from www.worldatwork.org on October 17,
2008.)
Young, J. R. (2002). The 24-Hour Professor. The Chronicle of Higher Education,
48(38), A31.
Zapantis, A. & Maniscalco-Feichtl, M. (2008). Teaching in a distance education
program. American Journal of Health-System Pharmacy, 65, 916-920.
Studying the tr

191
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

L‟influence des styles d‟apprentissage sur la
conception de cours universitaires de français en
apprentissage mixte en Nouvelle-Zélande
Sylvie Gagnon1
1

University of Canterbury – Nouvelle-Zélande
Sylvie.gagnon@canterbury.ac.nz

Abstract
L‘apprentissage mixte (Irons et al. 2002) est de plus en plus répandu au niveau
universitaire mais pour être efficaces, la conception et le développement des cours
combinant l‘utilisation des ressources en ligne ainsi que l‘interaction directe doivent
tenir compte des styles d‘apprentissage des étudiants (Dewey 1997). La question au
centre de cette étude consiste à savoir ce que l‘addition de ressources en ligne peut
apporter à
l‘expérience d‘étudiants de langue française de niveau avancé ayant des
styles d‘apprentissage différents afin
de mieux comprendre de l‘apport
de
l‘apprentissage mixte dans les cours de langue universitaires. Une fois le profil
d‘apprentissage des étudiants établi grâce au questionnaire de Honey et Mumford
(1992), leur expérience a été évaluée en suivant l‘approche de Poole (2006) et de
Short (2006) . Les résultats montrent que le style d‘apprentissage des étudiants a peu
d‘effet sur l‘évaluation par les étudiants de l‘utilisation des ressources en ligne.

Keywords: styles d‘apprentissage – langue française – apprentissage mixte –
ressources en ligne – interaction directe –

1. Introduction
L‘Université de Canterbury en Nouvelle-Zélande encourage les professeurs à
utiliser
les ressources en ligne dans leur enseignement aux étudiants du
premier cycle depuis plusieurs années, sans leur demander pour autant
d‘abandonner pour autant
l‘interaction directe. Cette nouvelle donne de
l‘enseignement universitaire crée une situation d‘apprentissage mixte (Voos,
2003:3) dont l‘impact sur l‘apprentissage des étudiants n‘a pas encore été
évalué de façon approfondie bien que cette situation existe depuis plusieurs
années. L‘Université de Canterbury utilise des systèmes de gestion
d‘apprentissage (learning management system) en ligne depuis une douzaine
d‘années. La première plateforme, Webct, d‘origine canadienne, était complexe
d‘utilisation10 et comportait un nombre limité de fonctions. Après quelques
années d‘utilisation, on l‘a remplacée par Blackboard (d‘origine américaine), qui
constitue encore aujourd‘hui le système le plus utilisé dans les universités. En
2009,
l‘Université de Canterbury a adopté le système Moodle (auquel on a
donné le nom de Learn à l‘Université de Canterbury), d‘origine australienne,
considéré comme plus flexible et doté d‘un potentiel de développement
supérieur, bien qu‘il exige une énorme quantité de travail
de la part des
professeurs adaptant leurs cours à ce nouveau système. Utilisatrice de différents
10

Il fallait entre autres choses, apprendre l’écriture html pour pouvoir l’utiliser.
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systèmes depuis de nombreuses années, je me suis demandée, lorsque je me
suis rendu compte de toutes les possibilités que Moodle offrait, mais également
de tout le travail exigé par son potentiel de développement, si son utilisation
aurait tous les effets bénéfiques que je lui prêtais pour l‘apprentissage de
langue au niveau avancé (niveau B2/C1/C2 du cadre commun européen de
référence pour l‘étude des langues) et si Moodle répondrait aux besoins des
différents styles d‘apprentissage des étudiants (Poole 2006:310).
La question au centre de cette étude consiste donc à savoir si les différentes
fonctions de Moodle sont toutes aussi utiles les unes que les autres aux styles
d‘apprentissage particuliers des étudiants.
Une hypothèse sous-jacente à
l‘étude était que des étudiants présentant certains
profils d‘apprentissage
bénéficieraient moins que les autres de l‘utilisation des ressources en ligne,
ainsi que
le suppose notamment l‘étude de Poole11.
Pour vérifier cette
hypothèse, il fallait d‘abord découvrir le style d‘apprentissage des étudiants.

2. Contexte de l‟étude et recueil des données sur les styles
d‟apprentissage
Les étudiants qui font du français à l‘Université de Canterbury cherchent à
obtenir une licence dans le domaine des humanités, (majeure ou mineure) en
combinant l‘étude du français et d‘autres sujets tels que les sciences politiques
ou les communications. Certains d‘entre eux étudient en vue d‘obtenir deux
licences,
une dans les humanités et une autre en science, en droit ou en
commerce.
La taille de l‘échantillon étudié ne permet pas de tirer des conclusions définitives,
mais des pistes de recherche intéressantes et inattendues se sont dessinées
grâce à cette étude. Les données ont été recueillies dans le cadre du cours Fren
201, en 2010, un cours de langue française de deuxième année de niveau
universitaire pour des étudiants12 ayant pour la plupart étudié le français au
lycée ou ayant réussi
un test de classement confirmant leur niveau
d‘apprentissage. Ils suivaient cinq heures de cours par semaine au cours d‘un
semestre de douze semaines (60 heures de cours au total).
Dans la première partie du cours, les étudiants de Fren 201 ont répondu au
questionnaire de Honey et Mumford (1992) sur les styles d‘apprentissage, un
questionnaire
constitué de 80 questions permettant de catégoriser les
répondants
selon quatre profils:l‘activiste, le réflexif, le théoricien et le
pragmatique. L‘activiste aime découvrir les choses par lui-même, apprendre en
agissant et par conséquent, les activités pédagogiques qu‘il préfère incluent les
jeux, les simulations, les visites, les présentations, l‘utilisation de la technologie
et la résolution de problèmes. Les réflexifs apprennent en réfléchissant, en
révisant, en ayant recours aux démonstrations, aux discussions, à l‘auto-

11

Selon Poole (2006), les réflexifs et les théoriciens bénéficient moins de l’utilisation de ces ressources que les
activistes et les pragmatiques.
12

Le cours comptait 28 étudiants inscrits officiellement. Deux étudiant ont abandonné le cours en cours de route
et 25 des 26 étudiants réguliers ont complété les deux questionnaires.
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évaluation, à l‘écoute et au visionnement de vidéos ou à la lecture. Les
théoriciens préfèrent explorer
différentes idées grâce aux discussions
théoriques, à la lecture, aux travaux pratiques, au brassage d‘idées, en ayant
recours à des modèles et à l‘utilisation de concepts. Les pragmatiques, enfin,
aiment trouver la pertinence des notions apprises dans le monde réel et
l‘application pratique de ce qu‘ils ont appris, les simulations, les jeux de rôles ou
les études de cas.
Dans le cours Fren 201, les étudiants ayant répondu au questionnaire présentent
un profil dominant presque toujours accompagné de caractéristiques marquées
d‘un autre profil13. Les étudiants ont ensuite été classés selon la norme établie
par Honey et Mumford (1992:95) 14 pour les étudiants ayant terminé leurs
études secondaires15, car c‘est celle qui se rapproche le plus des étudiants de
Fren 201. Selon cette norme, les étudiants se répartissent dans les quatre
profils d‘apprentissage donnés au premier tableau16.
Tableau 1
Profils des styles d‟apprentissage des étudiants de Fren 20117
Prédominance
principale
Prédominance
secondaire
activiste
réflexif
théoricien
pragmatique

activiste

2
1
3
6

réflexif

théoricien

pragmatique

1
4
3
4
11

1
2
1
4

1
2
4

13

Poole (2006:312) a constaté au cours de recherches portant sur plusieurs années que les étudiants présentent
généralement un profil d’apprentissage dominant et un profil secondaire.
14

Honey et Mumford ont établi que les normes générales varient selon l’occupation de certains groupes et il est
préférable selon eux d’utiliser les normes particulières de ces groupes pour établir le profil d’apprentissage des
individus appartenant à ce groupe.
15

Les auteurs recommandent aux chercheurs d’établir leur propre norme pour le groupe étudié, ce qui n’était pas
possible pour cette étude étant donné le petit nombre d’étudiants.
16

Les étiquettes horizontales (en gras) représentent le profil dominant et les étiquettes verticales «
prédominance secondaire » représentent la composante moins importante mais néanmoins notable du profil
d’apprentissage des étudiants.
17

Il n’a pas été possible d’examiner la distinction entre les sexes étant donné la taille de l’échantillon étudié.
Seulement trois hommes ont répondu aux deux questionnaires. L’examen de leurs réponses n’a permis de
déceler aucune différence significative ou qui aurait mérité de plus amples recherches.
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3. Les fonctions du système de gestion d‟apprentissage Moodle
étudiées
Dans la deuxième partie de l‘étude, les étudiants ont répondu à un questionnaire
sur leur utilisation de Moodle (voir Figure 1) dans le cours Fren 201. Ce système
contient l‘essentiel de
l‘information administrative du cours, notamment le
syllabus, les dates de contrôles, par exemple, mais ces fonctions, bien que très
utiles, ne constituaient le centre d‘intérêt de l‘étude.
Figure 1.
Page principale du cours Fren 201

Les principales fonctions du système utilisées en 2010 au sujet desquelles
l‘étude cherchait à obtenir les commentaires des étudiants sont les suivantes :
1) L‘insertion
de
liens vers des exercices de grammaire, des sites
d‘information sur les sujets de discussion, des dictionnaires de langue
bilingues ou unilingues, des
conjugueurs, bref tout le matériel
linguistique en ligne susceptible d‘appuyer l‘apprentissage linguistique des
étudiants;
2) La création de glossaires permettant d‘ajouter des définitions de mots où
d‘approfondir certaines notions grâce aux possibilités encyclopédiques
d‘internet. Par exemple, lors de l‘étude du film Molière, le scénario du film
a été mis en ligne. Un glossaire a ensuite été créé pour établir un lien
entre le mot défini dans le glossaire et le scénario18. Ce glossaire permet
18

L’étudiant clique sur le mot du scénario, qui le dirige vers la définition que le professeur a mise dans le
glossaire. La définition est la plupart du temps en français et elle est adaptée au contexte. Parfois constituée d’un
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en outre l‘insertion de liens permettant d‘approfondir la connaissance
culturelle et encyclopédique des étudiants. Par exemple, lors de l‘étude du
film mentionné ci-dessus, des liens ont été ajoutés à certaines définitions
du glossaire pour donner accès aux étudiants à des ressources
encyclopédiques sur le mot sélectionné, un site sur
Le bourgeois
gentilhomme ou sur monsieur Jourdain, un des personnages principaux
du film, par exemple, permet aux étudiants de mieux comprendre le
personnage présenté dans le film; le glossaire secondaire donne la
possibilité aux étudiants d‘ajouter leurs propres définitions des mots qu‘ils
ne comprennent pas;
3) La fonction « news forum » permet de communiquer avec les étudiants
sur une base régulière, environ une fois par semaine, pour leur annoncer
le contenu des cours de la semaine suivante, les dates de contrôles, les
résultats ou commentaires sur les travaux, ce qui a été mis en ligne, ou
d‘autres nouvelles d‘intérêt plus général, tel un film français qui vient de
prendre l‘affiche par exemple;
4) Les forums de discussion en ligne
constituent quant à eux
des
prolongements des discussions entreprises dans les cours sur différents
sujets.
Au premier semestre de 2010, Moodle était utilisé pour la deuxième fois.
J‘avais donc déjà un peu d‘expérience, mais des incertitudes persistaient quant
à la réaction des étudiants à certaines fonctions qui n‘avaient jamais été (ou
peu) utilisées auparavant. La manière dont ces fonctions seraient introduites
dans le curriculum ou la façon dont elles seraient évaluées causaient également
quelques problèmes.

4. Résultats
Contrairement aux étudiants faisant du français il y a une dizaine d‘années,
alors qu‘il arrivait régulièrement que certains d‘entre eux soient intimidés par
les activités sur ordinateurs, surtout les étudiants plus âgés, les étudiants
d‘aujourd‘hui sont presque tous très expérimentés dans l‘utilisation des
ordinateurs. En fait, les étudiants du groupe étudié utilisent l‘ordinateur, (en
dépit de leur très jeune âge, entre 19 et 21 ans pour la plupart) depuis au moins
4 ans. En fait, la plupart des étudiants utilisent l‘ordinateur depuis sept, huit ou
même dix ans dans presque toutes les sphères de leur vie : vie sociale, achats
en ligne, communication, recherche ou travail. Le seul étudiant qui utilise
l‘internet depuis 4 ans seulement est un réfugié afghan et on peut comprendre
pourquoi son utilisation de l‘ordinateur est plus récente que les autres, ce qui ne
l‘empêche pas par ailleurs d‘être un utilisateur expérimenté, bien qu‘il l‘utilise
moins que les autres étudiants. Vingt-quatre des vingt-cinq étudiants sont par
ailleurs d‘accord ou fortement d‘accord avec l‘affirmation : « I feel confident
about using the worldwide web for a course ». Le seul étudiant qui était
fortement en désaccord avec cette affirmation est dans le département
d‘ingénierie et semble l‘un des étudiants les plus talentueux que le département
ait eu depuis plusieurs années. Son manque de confiance ne semble cependant
synonyme connu des étudiants, d’un exemple, d’une définition dictionnairique ou bien d’une traduction,
lorsqu’il s’agit d’un mot très difficile à expliquer, ou lorsque le lien entre les deux mots est transparent.
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pas venir de son absence de compréhension des ordinateurs et cela ne l‘a pas
empêché d‘être positif (sans être très enthousiaste) à l‘égard de l‘emploi de
Moodle.
Concernant l‘utilisation de Moodle pour un cours universitaire, les étudiants sont
majoritairement intéressés ou indifférents ainsi que le montre le tableau 3.
Tableau 2.
How do you feel about taking a course with a Learn component ? Circles
as many answers as needed.
Very excited
3

Interested
15

Worried
2

Indifferent
5

Other (please specify)

Les deux étudiants inquiets (worried) par l‘utilisation de Moodle ont expliqué
qu‘ils ne comprenaient pas toujours la nature des tâches à faire pour une
certaine date ou bien qu‘ils avaient peur que leur note soit affectée s‘ils n‘allaient
pas sur Moodle régulièrement. Leur inquiétude semble plutôt venir du flou
entourant l‘évaluation de leur participation à Moodle plutôt que le système
proprement dit. L‘indifférence de certains peut se comprendre du fait que les
étudiants de deuxième année connaissent déjà bien Moodle et qu‘ils l‘utilisent
depuis un certain temps. Les étudiants de première année19 semblaient plus
enthousiastes que les autres, sans doute parce qu‘il s‘agissait d‘une première
expérience.
En ce qui concerne les fonctions utilisées dans le cadre du cours, les étudiants
devaient encercler, parmi la liste des ressources suivantes, celles qu‘ils croyaient
les plus utiles : liens vers des exercices de grammaire, dictionnaires en ligne,
conjugueurs, sujets de devoirs, corrigés d‘exercices, liens vers d‘autres
ressources, glossaires, news forum, et discussions en ligne. Ils devaient ensuite
dire en quoi ces ressources pouvaient être améliorées, donner une appréciation
des ressources en ligne auxquelles ils avaient accès et expliquer leur utilité ou
les manques qu‘ils avaient notés.
Les étudiants dans l‘ensemble se sont montrés positifs en ce qui concerne les
ressources en ligne, mais ils ne semblaient pas utiliser outre mesure les
dictionnaires en ligne et les conjugueurs20. Lorsqu‘ils devaient dire comment ces
ressources pouvaient être améliorées, ils ont mentionné qu‘ils aimeraient avoir
plus de ressources visuelles, trouver une façon plus facile de catégoriser les
différents liens sur Moodle, et ont mentionné que certains liens devraient être
accessibles à l‘extérieur de l‘université (l ‗accès à certaines ressources est limité
au campus), qu‘ils voudraient plus de liens vers des exercices de grammaire, ou
un sommaire hebdomadaire dirigeant les étudiants vers des liens permettant de

19

Certains étudiants ayant réussi un test de classement peuvent commencer leurs études de français au niveau de
deuxième année.
20

Cette constatation est intéressante. Il y a une douzaine d’années, lorsque j’ai commencé à utiliser les
ressources en ligne, l’utilisation des dictionnaires et des conjugueurs semblaient être une des ressources les plus
appréciées des étudiants.
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réviser la matière vue pendant la semaine, ou encore plus de liens audio
permettant de réviser les mots difficiles à prononcer.
Tous les étudiants étaient d‘accord ou fortement d‘accord avec l‘affirmation:« It
is useful to have resources online to support the material studied in class ». Ils
ont étoffé leurs réponses en ajoutant que les ressources en ligne leur procurait la
la motivation supplémentaire les obligeant à ne pas prendre de retard, que
l‘accessibilité en tout temps au matériel leur donnant la possibilité de développer
leurs connaissances ou de travailler davantage sur le sujet à l‘étude. Certains
étudiants ont mentionné que parce qu‘ils devaient se concentrer sur ce que le
professeur dit en français pendant les cours, les ressources en ligne leur
permettant de réfléchir de façon plus approfondie au sujet étudié après les cours,
parce qu‘ils sont incapables de le faire pendant les cours en raison des efforts de
concentration que les cours en français exigent d‘eux. Quelques-uns ont
mentionné le côté pratique des ressources en ligne, notamment, le fait qu‘elles
économisent le papier et ne peuvent être égarées. Plusieurs étudiants ont
finalement mentionné que ces ressources étaient utiles lorsqu‘un étudiant devait
s‘absenter pendant un cours, car ces ressources leur permettent de ne pas
prendre de retard sur les autres.
A la question « What would you like to have on Moodle that you do not have at
the moment? ´, les étudiants ont mentionné les notes de cours, un forum où les
étudiants peuvent discuter des travaux entre eux et avec le professeur, des
traducteurs automatiques, des quiz de grammaire, des exercices internes au lieu
de liens externes vers des exercices semblables à ce qui a été fait en cours.
Finalement, les étudiants devaient réagir à l‘affirmation « I find that Moodle has
improved my learning experience ». Ils étaient d‘accord ou fortement d‘accord
avec cette affirmation,
sauf trois étudiants qui étaient légèrement
en
désaccord. L‘un d‘entre eux a dit que tout en estimant l‘accès aux ressources
utile, il n‘avait pas l‘impression que son apprentissage était pour autant
amélioré. Un autre étudiant a mentionné que bien que Moodle soit utile pour la
révision de la grammaire, il lui préférait les cours et les discussions. Le troisième
étudiant a avoué ne pas avoir beaucoup utilisé Moodle pendant le cours.
Certains étudiants ont indiqué que tout en appréciant la possibilité d‘avoir accès
aux discussions en ligne sur les sujets à l‘étude, ils se sentaient trop intimidés
pour s‘engager eux-mêmes dans les discussions. D‘autres étudiants voulaient
que les discussions en ligne soient obligatoires parce qu‘elles obligeaient les
étudiants à réfléchir à ce qu‘ils devaient dire.

5. Discussion
L‘enquête menée dans le cadre du cours Fren 201 n‘a pas permis de dégager des
attitudes différentes selon les styles d‘apprentissage. La vaste majorité des
étudiants aujourd‘hui semble habituée à l‘utilisation des ordinateurs. Un seul
étudiant a mentionné qu‘il préférerait avoir un livre d‘exercices plutôt que des
exercices en ligne21, bien qu‘il soit possible d‘imprimer les exercices et de les
21

Cet étudiant est un théoricien, ce qui semble confirmer les résultats de Poole, qui croit que les théoriciens ont
tendance à resister à l’accès en ligne, qui demande un style d’apprentissage actif ou pragmatique.
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faire sur papier. Les étudiants semblaient préférer de façon marquée avoir accès
à la version en ligne pour économiser le papier. Au contraire de Poole, qui
suggère que l‘accès aux ressources en ligne constituent un obstacle pour les
étudiants au style d‘apprentissage réflexif ou théorique, les ressources en ligne
sont particulièrement appréciées par les étudiants parce qu‘elles permettent la
réflexion et la révision, des activités particulièrement associées aux réflexifs et
aux théoriciens.
Les discussions en ligne ont pour leur part été menées par des étudiants
présentant différents styles d‘apprentissage y compris les théoriciens et les
réflexifs. Il ne semble pas y avoir de cause à effet entre le style d‘apprentissage
et l‘utilisation des discussions en ligne, qui sont peut-être les plus exigeantes
pour les étudiants. En fait, les étudiants qui ont mentionné leur intimidation face
à ces discussions ont un style d‘apprentissage à dominante pragmatique, alors
que l‘étudiant qui propose que les discussions en ligne soient obligatoires est un
réflexif. De manière générale, la participation à ces discussions n‘a pas été aussi
positive que ce à quoi je m‘attendais mais des progrès ont été faits. L‘année
dernière, l‘exercice a été un échec, ce que j‘avais attribué à l‘absence
d‘évaluation. En 2010, pour encourager les étudiants à utiliser les forums de
discussion, leur participation à ces forums faisait partie de l‘évaluation de la
participation au cours. J‘ai tout de même dû lancer moi-même la discussion au
début, car les étudiants semblaient restaient craintifs. L‘expérience m‘a appris
entre autres choses que les étudiants avaient de la difficulté à comprendre ce
qui était attendu d‘eux. Une fois la discussion lancée, cependant, une partie des
étudiants s‘est prêtée au jeu de bonne grâce. Par ailleurs, je n‘avais pas
déterminé de date particulière pour leur contribution et le système de notation
était trop vague pour des étudiants qui veulent des tâches définies d‘une
manière très précise. A l‘avenir, il faudra donner un pourcentage indiqué au
début des cours pour la participation aux forums de discussion.
La construction des glossaires n‘a pas donné lieu à beaucoup de commentaires
mais ils semblent avoir été appréciés de manière indirecte dans les
commentaires des étudiants au sujet de la possibilité d‘approfondir et de réviser
la matière en ligne. Le glossaire secondaire, que j‘avais ajouté avec peu
d‘enthousiasme s‘est révélé un franc succès. Je craignais que les étudiants le
fassent d‘une façon maladroite, mais ce ne fut pas le cas. En fait, certaines
définitions étaient d‘une qualité irréprochable et cette expérience a montré la
valeur de cet exercice qui sera répété dans les autres cours. Il faudra cependant
intégrer cet exercice dans une structure d‘évaluation qui encouragera davantage
les étudiants à participer.
Le succès de l‘utilisation des ressources en ligne contient cependant son pendant
d‘effets négatifs. En effet, dans les réponses des étudiants, il est fait
régulièrement mention de l‘utilité des ressources en ligne pour les étudiants qui
« doivent » à l‘occasion manquer un cours. Les ressources en ligne leur
permettent de suivre malgré tout le cours. En 2010, j‘ai remarqué que
beaucoup d‘étudiants ne venaient pas régulièrement au cours et que ceux qui ne
venaient pas régulièrement étaient sans doute ceux qui en avaient le plus
besoin. Il est difficile de dire de façon certaine pour le moment, si l‘absentéisme
constaté en 2010 est le résultat de la qualité, en quelque sorte, des ressources
en ligne ou d‘autres facteurs. Par exemple, quelques étudiants ne venaient pas
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au cours certains jours parce qu‘ils avaient des cours de droit, une autre
étudiante a manqué quelques semaines de cours parce qu‘elle a donné naissance
à son enfant au milieu du semestre, tandis qu‘une autre étudiante a obtenu une
formation avec une société d‘assurance, ce qui a causé son absence pendant
trois semaines. Une autre étudiante qui travaille dans un autre département de
l‘université s‘est absentée notamment pour un voyage d‘affaires à Bruxelles. Ces
étudiants ont réussi le cours en dépit de leur longue absence ont réussi à
terminer le cours et, pour certains d‘entre eux, il y a raison de croire que leur
résultat final est le même que s‘ils avaient été présents au cours. Il est donc
possible que l‘accès à Moodle ait permis à des étudiants de suivre le cours sans
trop souffrir de leur absence causée par des circonstances indépendantes de leur
volonté22, mais il faudra vérifier cette hypothèse dans des études subséquentes.
Cette étude a permis en définitive d‘établir la valeur des ressources en ligne pour
les étudiants sans égard au style d‘apprentissage, sans doute parce que les
ressources maintenant offertes en ligne sont si variées qu‘elles peuvent s‘adapter
aux différents styles d‘apprentissage. Elle a également permis de mettre en
évidence le lien entre la méthode d‘évaluation et la perception des étudiants de
certaines fonctions. Elle suggère finalement que le développement des
ressources en ligne a un effet positif sur l‘apprentissage des étudiants et qu‘il
vaut la peine d‘y consacrer temps et énergie, mais elle confirme également que
si les ressources en ligne contribuent d‘une manière positive à l‘apprentissage
des étudiants, elle ne sauraient se passer de l‘interaction directe.
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A cet égard, il faut également noter le taux très faible d’assistance aux cours des étudiants de l’Université de
Canterbury. Il n’est pas rare d’avoir une présence de seulement 50% des étudiants.
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Abstract
The present study investigated the role of inferencing, analyzing and memorizing as
metacognitive strategies in promoting intermediate language learners' reading
comprehension skill. One hundred and twenty homogeneous learners were randomly
selected and assigned to three experimental groups (i.e., inferencing, analyzing and
memorizing) and one control group each with thirty subjects. The experimental groups
were instructed in the use of metacognitive language strategies while reading whereas
the control group received some placebo treatment for a whole academic fall semester
(12 sessions), 2008. Factorial analyses showed that explicit instruction of analyzing for
intermediate male and female language learners proved effective compared to the other
metacognitive strategies (p<.05). T-test analyses indicated significant difference
between males and females concerned the manipulation inferencing and memorizing.
Findings showed that male learners manipulated the reading strategies of analyzing,
inferencing and memorizing respectively while the females relied on analyzing reading
strategy rather than inferencing and memorizing.

Keywords: Inferencing – Analyzing – Memorizing - Metacognitive strategy

1. Introduction
Reading comprehension is a complex process in itself, but it also depends upon
other important lower-level processes. It is a critical foundation for later
academic learning, many employment skills, and life satisfaction. It is an
important skill to target, but we should not forget about the skills on which it
depends. To improve the reading comprehension skills of poor performers, we
need to understand that there is no ―magic wand‖, and no secret weapon that
will quickly improve reading competencies for all poor readers. Careful
assessment is required to determine individual children‘s strengths and
weaknesses, and programs need to be tailored accordingly; most poor readers
will need continued support in many areas. The roots of most reading
comprehension problems lie in the early elementary years (Kirby, 2007, p. 6).
Metacognitive strategies are used in information-processing theory to indicate an
executive function of strategies that involve planning for learning, thinking about
the learning process as it is taking place, monitoring of ones production or
comprehension, and evaluating learning after an activity is completed (Brown,
1994, p. 115).
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It is the teachers‘ task help their students develop an awareness of learning
strategies and enable them to use a wider range of appropriate strategies which
can be in close connection with reading comprehension skills. The researcher
believes that the role of metacognitive strategies in promoting reading
comprehension can be a desirable advantage over the role of other strategies,
because in this case students have the chance to control and manipulate their
own learning.

2. Review of literature
Reading comprehension has always been of paramount importance in Iranian
educational system, and comprehension of both general and academic texts has
been the aim of many educational centers for years. Hong (2007, p. 15) has
suggested that cognitively, reading comprehension defined as construction of
meaning from a printed or a written message is a two-way process between
reader and author. And a lot of processes interact with text features and theses
are interactive as far as they are widely accepted models of fluent reading.
Concerning the strategies designed to encourage students to relate sentences
to things they already know, Willingham (2006) adds that by prior knowledge,
students are encouraged to apply what they know from their own lives to the
text, or to consider the theme of the text before reading it.
According to Nuttall (1996, pp. 114-115), inferencing is referred to the
reconstruction of presuppositions, the writer has already stated. Sometimes the
writer expects the readers to draw certain conclusions which have been stated
indirectly. These conclusions could be based on facts, points in an argument,
etc.
Hoang and Hien (2006, p. 3) point out that memorizing strategy gives power for
learning a language. It develops rehearsal that causes linkages to become
stronger. The use of memorizing strategy makes the students be more involved
in encoding and integrating language materials and causes retrieval of
information to be more active for use when necessary.
Feryal (2008, pp. 83- 91) conducted a study of the teacher trainees in the
English department who had received instruction in metacognitive awareness for
reading comprehension. The results of the study confirmed that reading
comprehension could be developed through systematic instruction in
metacognitive language learning strategies. Systematic explicit instruction about
the concept of meta-cognition and learning strategies helped students of the
experimental group to better comprehend this new approach and how to apply it
to different learning tasks on reading.
Mckown and Barnett (2007, p.1) conducted a study on reading comprehension of
second grade and third grade students. The teacher researchers intended to
improve reading comprehension by using higher–order thinking skills such as
predicting, making connections, visualizing, inferencing, questioning, and
summarizing. The meta-comprehension strategy index indicated a lack of
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student knowledge of strategies to use before, during, and after reading. The
state snapshot of early literacy given to the second grade students identified nine
of the sixteen students below target level and others were at risk for reading
comprehension failure.
Zhang (2007, pp. 5-7) conducted a study which was set up to explore the types
of metacognitive knowledge of reading strategy EFL learners of different
proficiency levels have while learning to read EFL. Their average age was around
19 on the basis of ordinal scale. Results showed that the subjects‘ metacognitive
knowledge of which strategies they used independently of EFL reading tasks
varied across EFL proficiency levels, with high scorers predominantly showing
clearer awareness of strategy use. In contrast, the low scorers did not realize
that reading EFL required them to adopt different reading strategies to solve the
problems they might encounter. They said that most often they had to handle
reading tasks by chunking, detailing every linguistic element in print. In addition,
they reported that they were reluctant to stop using dictionaries or translating
into Chinese to make meanings clear.
In terms of the importance of metacognitive strategies, the present study aims
at focusing on the use of inferencing, memorizing, and analyzing as
metacognitive strategies that might influence the understanding and / or text
comprehension of the intermediate EFL learners. The main research questions in
this study are as follows:
1. To what extent can inferencing as a metacognitive strategy improve reading
comprehension?
2. To what extent can memorizing as a metacognitive strategy improve reading
comprehension?
3. To what extent can analyzing as a metacognitive strategy improve reading
comprehension?
The research questions were converted into the following null hypotheses.
H01: Inferencing strategy does not improve reading comprehension.
H02: Memorization strategy does not improve reading comprehension.
H03: Analyzing strategy does not improve reading comprehension.

3. Method
3.1. Subjects
A total of 120 intermediate Iranian EFL students (i.e., males and 60 females)
from University Jihad Center in Ahvaz who were studying English as a general
course participated in this investigation.
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3. 2. Instruments
Initially, the subjects in four groups took the Oxford Homogeneity Test (Allan,
1982). The test contained one hundred multiple-choice items. The reliability of
the test was (r=.78) based on KR-21 method. The second instrument included
three tests developed by Markstein and Hirasawa (1982), Javid, Khodadad,
Yamini, and Abedini (2007), followed by reading comprehension instruction in
the use of the three strategies of memorizing, inferencing, and analyzing. A
post-test including thirty items was administered to determine the effectiveness
of experimental and control groups reading comprehension strategies. Their
reliability coefficients were met by using KR-21 formula. The thirty items were
estimated in the post-test of experimental group (A) or memorizing group as
(r=.78), in experimental group (B) or analyzing group as (r=.77) and in
experimental group (C) or inferencing group (r=.77).
Another instrument was the reading tasks and activities as the course materials
which the researcher afforded to both the experimental and the control groups.
These reading tasks and activities were extracted from the "Expanding Reading
Skill (Intermediate level)" written by Markstein and Hirasawa (1982), and
"Intermediate Reading Passages" written by Javid, Khodadad, Yamini and
Abedini (2007).
3. 3. Procedure
The explicit instructions on the use of the three metacognitive strategies for the
experimental groups were followed by giving the inferencing group a summary of
each reading text out of twelve and said it in brief to the students with the
purpose of activating the students‘ background knowledge about the subject, and
then he asked the students to discuss what was inferred by reading it from the
beginning and he also wanted the students to explain what they inferred in the
target language as much as they could with the aid of the teacher. Concerning
the new words in the text, the students were taught to make an attempt at
guessing the meaning of those words in context.
The memorizing group was taught the new words in reading out of twelve texts
in the form of describing and giving synonyms and antonyms in the target
language and also wanted the students to tell the meanings as much as they
could with the aid of the teacher but in the target language.
In analyzing group, the teacher marked some of the words in the text to work
on their part of speech concerning the suffixes, prefixes and their function in the
context. Also, there was attempt by students to understand the role of some
particular structures in comprehending the passage.
The readers in the control group, however, did not receive any training in the use
of the above-metacognitive reading strategies. Therefore, they followed the
reading comprehension instruction before which they had not received any
strategy training.
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The 2×3 factorial design was used to test for the effects of the combined
treatments and for any interaction between the research variables including two
sexes and three reading comprehension strategies. The present study consists of
the three variables of sex, experimental groups and reading comprehension. In
addition, sex refers to as moderator in the study.

4. Results
In order to analyze the data related to the present research, this study made use
of descriptive and inferential statistics. In this chapter, initially the statistical
calculations and results are presented. Next, the results of the analysis will be
discussed as it is shown in Table 1.
Table 1 Factorial design of the scores in all groups
Source
df
ANOVA SS
Mean
Square
Rep
14
1863.241
133.08
Sex
1
0.156
0.156
Group
3
217.612
72.537
Test
2
25841.945
12920.972
Sex × Group
3
474.213
158.071
Sex × Test
2
168.337
84.168
Group × Test
6
2696.218
449.369
Sex × Group ×
6
1324.089
220.681
Test
** Significant at (p<.01)
*significant at (p<.05)
Note: Rep= Replication

F Value

Pr > F

1.38
0.00
0.75
133.61**
1.63
0.87
4.65**
2.28*

0.1627
0.9680
0.5230
<.0001
0.1812
0.4198
0.0002
0.0359

Table 1 shows that the replication was 15 which was subtracted by 1 and number
14 was the degrees of freedom. By replication is meant that in the present study,
there were 30 students in each of the four groups out of which, 15 of them were
males and 15 of them were females. The degrees of freedom have been
calculated in the study using N-1 as the purpose was to find some average. The
reason for using the degrees of freedom was to estimate the population
parameter. Because the sample size was small while the population size was
large. In order to understand the degree of proximity among the different tests,
post-hoc Scheffe test was administered and after the statistical analysis, as it is
presented in Table 2.
Table 2 Post-hoc Scheffe test (n= 120)
Mean
Test
73.058*
Post-test
53.967
Homogeneity test
*Significant at (p<.05)
It was made clear that among the 120 participants in general there was not
much difference concerned with the homogeneity test. However, there was much
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difference in the mean score of the homogeneity test compared to that of posttest in the groups (P<.05). With the number of thirty items on the homogeneity
and the post-test, the researcher found no significant statistical relationship
between test and sexes. And in terms of the scores among males and females,
no significant difference was observed. In other words, male and female learners
performed similarly in post-test reading comprehension tests.
Armed with the information appeared in Table 3, with thirty students of the two
sexes in each group, a significant relationship was observed between the
experimental groups, the control group and the types of the test. The results
showed that reading comprehension strategies affected the male and female
learners‘ development during the treatment period.
Table 3 Factorial design of the variables (n= 15)
Sex
Group
Test
1
control
Homogeneity
test
1
control
Post-test
1
analyzing
Homogeneity
test
1
analyzing
Post-test
1
inferencing
Homogeneity
test
1
inferencing
Post-test
1
memorizing
Homogeneity
test
1
memorizing
Post-test
2

control

2
2

control
analyzing

2
2

analyzing
inferencing

2
2

inferencing
memorizing

2

memorizing

* Significant at (p<.05)

Homogeneity
test
Post-test
Homogeneity
test
Post-test
Homogeneity
test
Post-test
Homogeneity
test
Post-test

Mean
55.800

Std Dev
6.857

67.113
53.533

9.321
6.685

78.113
50.933

12.071*
5.270

76.206
52.333

9.149
4.287

74.233

8.778

61.266

9.074

68.886
56.066

11.665
9.881

69.933
49.466

11.557*
3.888

79.100
52.333

7.501
6.090

70.880

10.866

Sex 1 = male

Sex 2= female

In terms of the mean of the scores among males and females, no significant
difference was observed (p<.05). Among the different experimental groups,
concerned with gender, there was no significant difference statistically. But the
mean of the scores in the tests was significantly different on the level (p<.05).
There was no significant mutual effect between sex with the experimental group
and sex with the type of the test. But there was significant mutual effect
between the experimental groups and the type of the tests. To show the
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proximity among the scores obtained from both sexes, no significant difference
was observed, the results of which have appeared Table 4 by calculating Scheffe
test.
Table 4 Post-hoc Scheffe test for sexes (n=180)
Scheffe Grouping

Mean

Sex

1

65.882

Males

2

65.841

Females

There were thirty students in general of the two sexes with the three
experimental groups of inferencing, analyzing and memorizing; therefore, n=
180 was obtained by the formula 3×30= 90 and also due to the existence of the
two different sexes of males and females (90×2= 180). Scheffe test for groups
were conducted to find any significant difference between the groups in Table 5.
Table 5 Scheffe test for groups (n= 90)
Scheffe Grouping
Mean
D
B
C
A

65.0
67.1
65.8
65.6

Group
Control
Analyzing*
Inferencing
Memorizing

* Significant at (p<.05)
Armed with the information in the Table 5, with thirty male and female
participants in the three experimental groups, there was no significant difference
among the experimental groups. The most effective group among four groups
was analyzing group of males and females who outperformed the other groups in
achieving the mean of 67.1 in reading comprehension post-test.
There was a significant difference among the experimental groups. But in terms
of sex, no significant difference was observed between males and females. There
was no significant difference between sex and experimental groups. However, in
terms of the scores obtained from the post-test, there was a significant
difference among the experimental groups on the statistical level (p<.05). The
results of the second Factorial design analysis have been brought into Tables (45).
4.1. The analysis of t- tests
The final statistical analysis was put to use based on t-test between the males
and females to clarify significant differences in terms of the three strategies of
memorizing, analyzing and inferencing. The results of which have appeared in
Table 6.
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Table 6 T-tests of six groups (post- tests between males and females)
Paired differences
Gender

Males

Pairs Groups

Std.
Error
Mean

95%
confidence
interval of the
difference
lower upper

-3.36

2.836

.732

-4.93

t

Sig. (2tailed)

-1.79

-4.5

.001*

A

Control vs.
Memorizing

B

Control vs.
Analyzing

-2.73

3.844

.992

-4.86

-.60

-2.7

.016*

C

Control vs.
Inferencing

-1.93

3.104

.801

-3.65

-.21

-2.4

.029*

-.31

3.053

.788

-2.00

1.37

-.41

.694

-3.06

4.078

1.053

-5.32

-.80

-2.9

.011*

-.60

4.239

1.094

-2.94

1.74

-.54

.592

A
Female
s

Std.
Deviati
on

Mean

B
C

Control vs.
Memorizing
Control vs.
Analyzing
Control vs.
Inferencing

* Significant at (p<.05)

df=14

Table 6 shows that there were significant differences between three experimental
groups among males (p<.05). In other words, the three reading strategies
affected the learners‘ scores in the post-test reading comprehension test. There
was also a significant difference between females‘ analyzing group and control
group. The results showed that analyzing strategy affected females‘ reading
comprehension achievement post-test scores.

5. Discussion
The results of the present study concerned with the research questions will be
discussed as follows:
Question One: To what extent can inferencing as a metacognitive strategy
improve reading comprehension?
The results obtained from the inferencing group showed that the explicit
instruction of inferencing as a metacognitive strategy and the use of learning
strategies in this way can be of help in promoting reading comprehension
among male learners rather than females since the effect of which was
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observed to be more of use among males. This is consistent with the results
obtained from the research conducted by Feryal (2008), the study of whom
was among the students with the use of metacognitive strategies among which,
one was the use of inferencing in promoting reading comprehension. However,
the performance of students in control group was also mixed with the use of
some strategies.
Therefore, as far as the results showed, it can be inferred that the use of
inferencing as a metacognitive strategy for males revealed significant results.
Generally, the results of t-test analysis showed that there was no significant
difference between the control and the inferencing group of female learners
(p<.05). T-test analysis also showed that there was a significant difference
between the control and the inferencing group of male learners (p<.05).
Question Two: To what extent can memorization as a metacognitive strategy
improve reading comprehension?
Female students used memorizing strategy with the help of their teacher;
therefore, they only might focus on the meaning of words without trying to focus
on the context in which some other strategies could also be used for prediction
and restatement. And therefore, one reason of less applicability and low priority
of memorizing strategy among females could be because of their attention more
to the lexical level rather than the contextual level. Generally, the results of ttest analysis showed that there was a significant difference between the control
and the memorizing group of male learners (p<.05).
It was observed that males‘ performance in memorizing was much of significant
difference compared to that of females and therefore, from the viewpoint of
psycholinguistics, it might be suggested that males could gain better results
because of their potential ability in memorizing for promoting their
comprehension; therefore, the use of memorizing strategy might not be of so
much use for the females.
Question Three: To what extent can analyzing as a metacognitive strategy
improves reading comprehension?
The t-test analysis showed that the scores obtained from the analyzing group in
the performance of both males and females were quite favorable in using the
strategy of analyzing. And this can be compared to that of males and females in
the control group. It was observed that the difference between the post-test of
control group for males compared to that of analyzing group for males was
significant (p<.05) and also the result was significant for females (p<.05).
According to the results obtained by the t-test analysis, it is suggested that the
classes in which males and females sit, it is necessary to teach analyzing
strategy as one of the most useful reading strategy in promoting reading
comprehension of intermediate learners. Generally, the results of t-test analysis
showed that there was a significant difference between the control and the
analyzing group of male and female learners (p<.05).
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6. Conclusion
This study began with the assumption that teaching metacognitive strategies of
memorizing, analyzing and inferencing could enhance the intermediate language
learners' reading comprehension ability.
The results indicated that the instruction of metacognitive reading strategy of
analyzing did affect the intermediate male and female language learners' reading
comprehension skill. That is, the reading comprehension ability of the
experimental group who had made use of metacognitive reading strategy of
analyzing among males and females surpassed that of the control group.
Results of this study conformed to the studies that are as follows: Feryal (2008)
conducted a study the aim of which was to present a study of the teacher
trainees in the English department who had received instruction in metacognitive
awareness for reading comprehension. Within this study, students were taught
metacognitive strategies among which one was the use of inferencing for reading
in a five-week program they had joined. The students used the reading logs to
reflect on their own thinking processes as they were engaged in reading tasks.
The results of the study confirmed that reading comprehension could be
developed through systematic instruction in metacognitive language learning
strategies. Nuttall (1996) argues in favor of prediction which is important
because it activates schemata: that is, it calls into mind any experiences and
associated knowledge that readers already have about the topic of the text.
Readers make use of schemata to interpret the text. If the relevant schemata
are activated, ready for use, they can understand the text more easily.
The present study has been carried out at the intermediate level. Succeeding
studies had better evaluate the effect of explicit instruction of metacognitive
learning strategies on enhancing the reading comprehension at the beginning
and advanced levels. Since this study was conducted on general students
majoring English at university Jihad center, some investigations are to be
launched to consider the role of explicit instruction of metacognitive reading
strategies on promoting the reading comprehension skill at secondary education
in EFL contexts. Further studies may be required to engage the language
methodologies and language testing as the other pedagogical factors in the
instruction and use of metacognitive reading strategies and their influence on the
promotion of reading comprehension.
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Résumé
L‘elearning facilite l‘accès à des ambiances enrichies d‘apprentissage, où les étudiants
deviennent plus actifs face à la construction de la connaissance (Mason & Rennie, 2008).
Notre recherche a eu comme but, d‘un côté, connaître l‘impact qui a eu l‘introduction de
l‘elearning, sur un group d‘étudiants pos-gradés, qui ont suivi l‘unité d‘enseignement
(UE) de Psychologie Sociale Interculturelle. D‘autre côté recueillir des éléments qui nous
permettent rendre adéquate notre procédure d‘enseignant, aussi bien que quelques
aspects du fonctionnent de l‘UE. La récolte des données a été faite à travers d‘un
questionnaire. Les résultats indiquent de l‘acceptation et de la confiance dans ce système
d‘enseignement, en l‘estimant stimulant, exigent, dynamique, flexible et où il existe de la
collaboration. L‘enseignant a, surtout, un rôle de facilitateur, ne pas oubliant ses
compétences personnelles et de gestion. La plus part des différents aspects de l‘UE
analysés ont été considérés positifs.

Mots - clé: elearning - enseignement online – évaluation - e-professeur – e-apprenant

1. Introduction
1.1. Les TIC et le concept d’elearning
L‘impact, des Technologies de l‘Information et de la Communication (TIC) dans la
sphère éducative, est importante mais il appartient à un phénomène éducative
plus vaste qui, aujourd‘hui, s‘étend à toutes les sociétés. L‘utilisation des TIC
dans différents domaines sociaux, économique, culturels et même politiques a
des implications dans la forme de travailler, de communiquer, de nous mettre en
rapport, de penser et d‘étudier. L‘internet, à cet égard, n‘est seulement un autre
outil de communication et d‘échange de l‘information. Elle s‘est établie comme
un espace global pour l‘apprentissage et pour l‘action éducative.
Les défis des sociétés actuelles obligent à remettre en équation les projets
éducatifs. À présent il est impensable que la formation des personnes reste
circonscrite au période considéré, jusqu‘à ce moment, comme le période scolaire
par excellence. Cette idée est dépassée par le besoin d‘actualisation
professionnelle et par le progrès social qui, à nos jours, est essentiel pour qu‘on
accompagne le rythme de l‘évolution du monde où nous vivons. Il est nécessaire
un apprentissage tout au long de la vie.
Le besoin, à chaque jour majeur, que les gens ont d‘actualiser leur
connaissances, associé à la flexibilité que les TIC introduisent sont devenues, en
éducation, un puissant allié de l‘enseignement à distance (elearning).
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D‘après Mason & Rennie (2008) ―an online course is a beautiful collision of
technology and education, people and information, ideas and communication,
diversity and unification, cultures and communities, students and experts”
(p.176).
L‘elearning facilite l‘accès à des ambiances enrichies d‘apprentissage, où les
étudiants deviennent plus actifs face à la construction de la connaissance (Mason
& Rennie, 2008). L‘elearning, sous une perspective plus élargie, doit être compris
comme un changement dans la culture de l‘apprentissage (Aretio, 2002).
D‘après Coll et al (2008) l‘introduction des TIC dans de différents scénarios de
l‘activité humaine, parmi lesquelles celle de la formation contribue pour renforcer
le désir de méthodologies de travail et d‘apprentissage basées dans la
coopération parmi leurs membres. L‘acquisition de ce type de compétences est
de grande pertinence et elle doit être franchie pour d‘autres champs d‘action,
notamment dans le circuit labourable, étant donné que celle-ci est une
compétence extrêmement pertinent et qu‘elle doit être transversale à tous les
scénarios de nos vies.
Les altérations que l‘utilisation des TIC introduit dans les activités éducatives
doivent être envisagées dans une perspective double. D‘un côté quel est le type
d‘altérations qui sont produites chez les étudiants, les enseignants et dans la
relation qu‘on établie parmi eux. D‘autre côté quelle est la perspective au sujet
des caractéristiques et les formats des situations qui peuvent mener à des
altérations significatives.
En ce qui concerne le premier aspect – acteurs du processus – nous savons que
dans ce système d‘enseignement le rapport entre enseignant et étudiant se
trouve différée dans le temps et l‘espace. La flexibilité que l‘elearning permet,
au-delà des facteurs avant signalés c‘est une des aspects qui le rendent
attirants et la principale raison du choix, du côté des étudiants (Goulão, 2009).
Lignés à cette flexibilité des systèmes d‘enseignement à distance mettent en
train l‘acquisition de compétences du côté de l‘étudiant telles qu‘apprendre à
apprendre et celle de l‘indépendance et d l‘autonomie qui renforce la
responsabilité de l‘étudiant par son parcours d‘apprentissage.
Ces altération ce font aussi sentir au niveau du rôle de l‘enseignant. Être
enseignant en elearning renvoie vers l‘acquisition de nouvelles compétences ou
au rajustement d‘autres. Être capable de comprendre les difficultés et les
vicissitudes de ce système d‘enseignement c‘est un défi et en même temps, un
besoin pour attendre le discours de l‘autre et donner une réponse adéquate et où
on met en valeur les caractéristiques alliées aux compétences de celui qui
facilite. Ainsi l‘enseignant dépasse le rôle de transmetteur de l‘information au
rôle de celui qui facilite les processus d‘apprentissage. Il était la seule source et il
devient assesseur, médiateur, guide, dynamiste, moteur et animateur du
processus d‘apprentissage. Pour cela il cherche créer une ambiance positive, il
attend les réponses, il anticipe et il résout les doutes et les problèmes. Il
développe et structure contenus et activités en recourant à formats et stratégies
divers. Il est donc en gérant et un organisateur de l‘information et des travaux
en équipe.
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L‘apprenant trouve dans ce format une plus grande flexibilité, ce que lui permet
toucher des objectifs que d‘autre façon lui seraient barrés. Les acquisitions se
situent à différents niveaux. À niveau des connaissances formelles et à niveau
personnel, avec le développement de son autonomie, de son sens critique et de
son travail collaboratif.
Associée à toutes ces altérations et redéfinitions de rôles a du être une outre
versant – celle de l‘évaluation. C'est-à-dire connaître l‘impact que l‘introduction
des technologies et de l‘internet a dans les activités éducatives. D‘après Barberà
et al (2008) l‘introduction des TIC en soi n‘est pas la garantie d‘une
augmentation des qualités des processus d‘enseignement et d‘apprentissage.
D‘après ces auteurs il existe plusieurs modèles d‘abord pour l‘évaluation de la
qualité éducative et l‘usage des technologies. Ceux-ci peuvent être rangés en
trois différents types de raisons – des raisons éducationnelles, des raisons
socioculturelles et des raisons technologiques.
1.2. Notre cas particulier : La structuration de l’unité d’enseignement
Ici nous souhaitons vous faire connaître la façon dont nous avons structuré notre
unité d‘enseignement ainsi que les objectifs qui ont été à la base de nos
décisions.
L‘unité d‘enseignement de Psychologie Sociale Interculturelle appartient aux
matières du Master en Relations Interculturelles. C‘est une unité semestrielle et
optionnelle (7 ECTS).
On la structure de la façon suivante :
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g.1 – Structure de l‘unité d‘enseignement

Le Topique 0 fonctionne en tant que l‘introduction à cette unité d‘enseignement.
Au-delà d‘un petit résumé des objectifs de la même, nous avons aussi le Forum
des Nouvelles, où on place des informations générales et des annonces. Au-delà
de cela nous avons aussi le Contrat d‘Apprentissage (CA) où on explicite
plusieurs aspects qui vont dès objectifs, les compétences, les ressources, la
méthodologie utilisé, l‘évaluation et, par fin, un itinéraire mensuel de la UE. Dans
ce topique il existe aussi le Forum de Discussion du C.A. À la limite il existe un
Forum de Doutes et de Questions Générales.
Avec le Topique 1 on souhaite connaître les motivations des étudiants qui on
choisi la UE de Psychologie Social Interculturelle et créer des chaînes de liaison
parmi les étudiants dans cette classe virtuelle.
Le Topique 2 correspond à la première thématique et le premier moment
d‘évaluation. Ce premier travail est individuel et permet aux étudiants, d‘un côté,
prendre contact avec cette problématique et connaître les points de vue des uns
et des autres. D‘autre côté nous donner des pistes pour la formation des groupes
de travail, des activités d‘évaluation qui se suivent. Les groupes sont différents
d‘une activité à l‘autre.
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Les activités d‘évaluation correspondent aux thématiques 2 et 3 sont faites en se
basant dans le travail collaboratif mené par les équipes. Cependant le travail
individuel compte aussi.
Ce genre d‘activités est évalué d‘accord avec les items suivants:
a) Travail d‘équipe (dynamique et collaboration parmi tous les éléments de
l‘équipe ; processus de négociation et construction du document final);
b) Rapport ;
c) Présentations en powerpoint;
d) Contribution individuel dans l‘équipe ;
e) Qualité de la participation dans la discussion subséquent.
L‘activité d‘évaluation correspond à la thématique 4 est fait seulement avec le
travail individuel.
Notre objectif a été de diversifier non seulement les différents modalités de
travail (individuel et en équipe), aussi que les équipes et les items au sein de
chaque activité.
Cette façon de structuration permet en brasser différents façons de penser, de
travailler et d‘apprendre, d‘après cette classe virtuelle.
Pour chaque activité d‘évaluation correspondante aux thématiques 1, 2, 3 et 4
ont été crées des documents qui expliquaient aux étudiants l‘objectif de la tâche,
la forme comme ils la devaient accomplir, les délais et les items de l‘évaluation
de la tâche.
À la fin de toute activité d‘évaluation chaque équipe et chaque étudiant recevait
la classification obtenue, aussi qu‘un commentaire à la même.
Le Topique 6, suite du travail final, se trouvait aussi divisé en 2 parties. À ce but
on a construit deux fiches – la fiche de pré-projet et la fiche du projet. Dans la
première partie de ce topique a été mis à la disposition de l‘étudiant la fiche de
l‘avant-projet dans laquelle il devait identifier/remplir les champs suivants :
 Le titre provisoire du travail
 Le sujet
 Les objectifs
 Le schéma du travail
o Chapitres
 Travail empirique
o Question de départ
o Instrument à utiliser
o Échantillon
o Traitement des donnés
Après avoir reçu le feedback de l‘enseignant ou devrait introduire les altérations
proposées et renvoyer le document. Seulement après avoir reçu le rapport
favorable de l‘enseignant, on serait prêt à initier le travail final.
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À chaque une des ces phases-ci correspondait un Forum pour l‘accompagnement
de l‘évolution et le feedback aux projets proposés.
Il existait, encore, un Forum d‘accompagnement du développement du travail.
Lorsqu‘ils ont reçu l‘évaluation finale de l‘unité d‘enseignement on leur a
demandé de remplir un questionnaire qu‘on ira travailler sous la forme qu‘on
explicite au chapitre qui suivant. La livraison du même pouvait être faite a
travers un Forum à l‘intérieur de l‘UE ou fait de façon anonyme en l‘envoyant
pour un email crée à cet égard. Tout les étudiants on opté par la première
modalité.

2. Méthodologie
2.1. Objectif
Notre recherche a eu les objectifs suivants:
Connaitre l‘impact que l‘elearning a eu dans le parcours d‘apprentissage d‘un
group d‘étudiants de Master.


Connaitre l‘évaluation qu‘ils ont faite en rapport aux matières et aux
procédures d‘une unité d‘enseignement, en particulier.


2.2. Échantillon
Notre échantillon est constitué par l‘ensemble des 10 étudiants qui ont choisi
l‘unité d‘enseignement de Psychologie Social Interculturelle du Master en
Relations Interculturelles. Ils étaient, tous, des travailleurs étudiants, ayant de
très différentes formations et ils travaillaient dans le champ de
l‘interculturalisme. L‘âge oscillait entre les 29 et les 52 ans, n‘existant qu‘un
élément du genre masculin. Géographiquement, ils habitaient le nord, le sud et
les Azores.
2.3. Instrument
La récolte de données a eu lieu a travers un questionnaire élaboré expressément
pour ça. Le questionnaire avait, en plus les données d‘identification, la structure
suivante:
I. Les questions liées à l'apprentissage online, en général
II. Rôle de l'enseignant online
1.
Aspects généraux
2.
Aspects liés à la surveillance du processus d'apprentissage, en particulier
III. L‘unité d‘enseignement (UE)
1.
Informations générales sur le fonctionnement de l'UE
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2.
3.
4.
5.
6.
7.

Thématiques d'étude
Contenus
Les ressources d‘apprentissage
Évaluation des activités
Feedback des Activités
Layout de l‘unité d‘enseignement

Enfin, une question qui se rapporte au sentiment général envers l‘enseignement
qu‘ils ont rencontré.

3. Résultats et analyse
Nous présenterons les résultats d‘accord avec la structure déjà indiquée du
questionnaire. Alors, le Tableau 1, rapport aux questions qui concerne
l‘enseignement online, en général.
Tableau 1 – Enseignement online, en général
Oui, je suis
d‘accord
1. Je préfère les classes vis-à-vis
2. Il n‘y a pas une communication adéquate entre les élèves dans
l'apprentissage online
3. J'ai peur d'être isolé d'autres collègues dans ce système éducatif
4. J'ai de difficulté à l'égard de la communication non-verbal et à la
collaboration dans l'enseignement online
5. L'enseignement online ne me motive pas et donc je n'apprends pas
aussi bien
6. Je crois que l'apprentissage online requiert plus de temps
7. Je n'ai pas de confiance dans la fiabilité des matériaux et des
connaissances acquises aux cours online
8. Je suis inquiété donc l'enseignement online peut intervenir avec ma
vie personnelle.
9. Je pense que les différences individuelles ne sont pas prises en compte
dans l'apprentissage online.

55,6%

Non, je ne
suis pas
d‘accord
44,4%

22,2%
0%

77,8%
100%

33,3%

66,7%

0%
44,4%

100%
55,6%

0%

100%

22,2%

77,8%

22,2%

77,8%

Malgré la préférence majoritaire des étudiants par les classes vis-à-vis, ont peut
vérifier, par les pourcentages obtenu, qu‘ils pensent que cette voie
d‘enseignement permet une communication adéquate (77,8%).Ils n‘ont pas peur
de rester isolé des collègues (100%). Ces étudiants ne sont non plus d‘accord
que l‘enseignent online soit un obstacle à la collaboration (66,7%) e à la
motivation et à l‘apprentissage (100%).La plus part des étudiants (77,8%)
estime que les différences individuelles sont objet de l‘attention de
l‘enseignement online.
Il y a un pourcentage presque pareil d‘étudiants qui croient que l‘enseignement
online demande plus de temps (44,4%) et ceux qui ne sont pas d‘accord avec
cette idée (55,6%). La majorité des étudiants dit aussi qu‘elle n‘est pas
préoccupée avec l‘interférence que l‘enseignement online puisse avoir dans sa
vie personnelle (77,8%). Tout le monde croie à la fiabilité des matériels de
support à ce système d‘enseignement, aussi bien qu‘aux connaissances acquises
aux cours suivi dans cette méthodologie (100%).
Nous allons présenter, maintenant, les réponses obtenues à partir du stimulu
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Liste cinq observations (mots ou phrases) qui montre le sentiment général que
vous avez trouvé pour l‟enseignement online
Ces observations ont été regroupées d‘accord avec sa nature et avons obtenu les
résultats qui se trouvent dans le Tableau 2.
Tableau 2 – Sentiment général envers l‘enseignent online
Catégories
Exigeant
Dynamique
Stimulant
Flexible
Collaboratif

%
21,6
21,6
24,3
21,6
10,8

Les observations référées par ce group d‘étudiants pour manifester leur
sentiment envers l‘enseignement online qu‘ils ont retrouvées, ont été
regroupées. Nous nos avons aperçus d‘autres réponses d‘un poids pareil, un
sentiment Flexible, Exigeant et Dynamique (21,6%). Les expressions d‘un
sentiment de Collaboration ont été les moins référés (10,8%).
Maintenant nous allons présenter les résultats qui se rapportent avec le rôle de
l‘enseignant dans ce système d‘enseignement. Voyons la réponse à la question :


De quelle façon décririez-vous la façon de participer de
l‟enseignant/facilitateur dans votre apprentissage?

Des 4 options qu‘ils avaient été données, uniquement deux ont été sélectionnés,
avec les pourcentages qu‘on trouve dans le Tableau 3.
Tableau 3 – Type de participation du l‘enseignant
Type de participation
Bonne participation, en prêtant l‟appuie demandé
Niveaux de participation élevé en prêtant divers options
d‟appuie

%
66,7%
33,3%

Toujours dans l‘ambiance du rôle de l‘enseignant, le Tableau 4 nous renseigne
sur résultats obtenus avec la question
 Quand vous pensez à l‟enseignant, dans cette votre expérience
d‟apprentissage online, qu‟est-ce qu‟il a fait pour vous aider dans votre
apprentissage?
Tableau 4 – Le rôle de l‘enseignant dans le processus d‘apprentissage
Il a utilisé l‘email avec
efficacité
33,3%
Il a utilisé forums et/ou des
Tableaux de messages
77,8%
Il a démontré des
connaissances pour travailler
avec la plateforme
88,9%

Il a répondu à mes questions de
façon claire
66,7%
Il a posé des questions qui
m‘ont aidé dans mon
apprentissage
55,6%
Quand j‘ai eu besoin il m‘a aidé
directement dans mon
apprentissage
44,4%

Il a établi des directrices claires
pour mon apprentissage
66,7%
Il a réussi à adapter le cours de
façon à répondre à mes besoins
33,3%
Il avait une attitude positive face
à cette méthode d‘enseignement
77,8%
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Il a démontré de l‘intérêt dans
mon progression
33,3%

Il a bien géré les discussions
online
77,8%
Il m‘a fait penser que
j‘appartenais à une équipe
d‘apprentissage
44,4%
Il a crée et stimulé l‘ambiance
d‘apprentissage
77,8%
Il a stimulé la participation de
tous
44,4%

Il faisait semblant d‘entendre ce
que j‘avais à dire
11,1%
Il a réussi à me motiver
44,4%
Il détenait des connaissances
adéquates des contenus
88,9%

Les pourcentages obtenus face aux différents items à évaluer peuvent nos aider
à comprendre les aspects que les étudiants ont détaché le plus, en ce qui
concerne le rôle joué par l‘enseignant en faveur de l‘apprentissage. Ainsi, les
connaissances démontrées par l‘enseignant tant face aux contenus de l‘UE
(88,9%), que face à la domination de la plateforme d‘enseignement (89,9%) ont
été les plus référés. L‘utilisation des forums, des messages (77,8%) et une
bonne gestion des discussions online (77,8%) ont contribué d‘une façon assez
significative pour construire une attitude positive envers ce type d‘enseignement
(77,8%) et pour crée et stimuler une ambiance d‘apprentissage. La clarté soit
des directrices pour l‘apprentissage, soit des réponses aux questions qui ont été
posées aux étudiants ont été aussi considéré assez pertinentes (66,7%). Il a été
encore considéré relevant le placement de questions qui ont aidé dans les
parcours d‘apprentissage (55,6%).
Les questions suivantes ont été encore mises dans l‘ambiance du rôle de
l‘enseignant:



Que d‟autres compétences estimez-vous importantes chez un enseignant
online pour qu‟il aide les étudiants pendant son apprentissage?
Des compétences mentionnés avant, lesquelles sont, d‟après vous, les 3
principales?

Les réponses obtenues ont été regroupée dans les catégories décrites ci-dessus
avec les pourcentages suivants – Tableau 5
Tableau 5 – Compétences de l‘enseignant
Compétences - Catégories

Compétences importantes
chez un enseignant online
%

Compétences de Facilitateur

68,2

Compétences de Gestion

22,7

Compétences Personnelles

9,1

Les
principales
%
62,5
37,5
__

Comme on peut constater la catégorie avec la plus grande expressivité c‘est celle
qui rapport aux compétences de Facilitateur (68,2%). C‘est celle-ci, aussi, que
les étudiants indiquent comme la plus importante, suivi de la compétence de
Gestion (37,5%). L‘ensemble des compétences personnelles ne reste pas parmi
les compétences principales. Ce sont des exemples de réponses données par les
étudiants, comme appartenant aux compétences de Gestion, les suivants : il fait
une bonne sélection des matériels, orientation, surveillance, élevé dégrée
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d‟organisation et de gestion. Pour les compétences de Facilitateur nous avons
trouvez des réponses telles que, disponible, motivateur, collaborateur,
compréhensif, flexible, parmi d‘autres. Finalement, dans la catégorie des
compétences personnelles, les réponses qui sont entrées dans cette sphère
sont : responsable, curieux, engagé et préoccupé.
Pour finir nous présenterons les données obtenus relativement à la forme comme
les étudiants ont évalué l‘unité d‘enseignement dans les aspects mentionnés
avant – Tableau 6
Tableau 6 – Évaluation de l‘unité d‘enseignement
1. Informations générales sur le fonctionnement de l‟u.c.
Les informations ont été...
…suffisantes
…en temps utile + suffisantes
2. Thématiques
J‘estime les thématiques pertinentes
J‘estime quelques thématiques peu pertinentes
3. Contenus
Ils ont dépassé mes expectatives
Ils étaient d‘accord avec mes expectatives
4. Ressources d‟apprentissage
Je considère les ressources indiqués étaient ...
…adéquats
…très actuels
…en excès
…adéquats mais en excès
…adéquats et très actuels
5. Activités d‟évaluation
Les activités d‘évaluation ont été suffisantes
Les activités d‘évaluation ont été suffisantes + Le temps pour réaliser les
activités ne fut pas suffisant
Les activités d‘évaluation ont été suffisantes + Le temps pour accomplir
les activités a été le adéquat
6. Le feedback des activités
Le feedback m‘a aidé à comprendre ma prestation
Le feedback a été relevant pour mon apprentissage.
Le feedback n‘a pas été relevant pour mon apprentissage.
Le feedback aidé à comprendre ma prestation + Le feedback a été
relevant pour mon apprentissage
7. Layout de l‟unité d‟enseignement
L‘a unité d‘enseignement était...
…présentée d‘une façon appellative
…présentée d‘une façon claire et de navigation facile
… présentée d‘une façon appellative + présentée d‘une façon claire et de
navigation facile

77,8%
22,2%
88,9%
11,1%
11,1%
88,9%

33,3%
11,1%
11,1%
11,1%
33,3%
55,6%
11,1%
33,3%
33,3%
33,3%
11,1%
22,2%

33,3%
22,2%
44,4%

Les étudiants ont considéré, majoritairement, que les informations générales sur
le fonctionnement de l‘unité d‘enseignement ont été suffisantes. En exprimant de
façon claire qu‘ils considéraient les thématiques abordées pertinentes (88,9%) et
que les contenus étaient en consonances avec leurs expectatives (88,9%). En ce
qui concerne à leur avis sur les ressources d‘apprentissage indiqués comme
support de cette unité d‘enseignement, nous vérifions ici une plus grande
dispersion d‘opinions. Environ 33,3% des étudiants les ont considérés adéquates
et, le même chiffre, adéquates et actuels.
Relativement aux activités d‘évaluation, 55,6% des étudiants les a considérées
suffisants et environs 33,3% affirment qu‘elles ont été suffisantes et que le
temps pour les accomplir a été l‘adéquat.

221
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

En ce qui concerne le feedback des activités d‘évaluation il a été considéré
comme une aide pour comprendre la prestation (33,3%) et elle a été considérée
relevant pour l‘apprentissage de 33,3% des étudiants.
Finalement les étudiants ont, majoritairement, considéré que l‘unité
d‘enseignement était présentée d‘une façon appellative, claire et de facile
navigation (44,4%).

4. Conclusions / Recommandations
D‘après Coll et al (2008) les contextes d‘usage des TIC, aussi que les objectifs
qu‘on prétend atteindre à partir de son incorporation et de son usage
conditionnement l‘impact des pratiques effectives et, conséquemment, la
capacité de transformer et améliorer l‘apprentissage.
L‘Universidade Aberta, dès 2006, qui implante son Modèle Pédagogique Virtuel
en tous les cours offerts dans cette institution. Ce modèle présuppose une
virtualisation de son système d‘enseignement. C‘est dans ce contexte que le
Master en Relations Interculturelles s‘est reformé et est offert un format
elearning.
Comme nous l‘avons déjà dit le double objectif de notre investigation remettait,
d‘une côté, pour connaître l‘impact que l‘elearning a eu dans le parcours de
apprentissage de ce group d‘apprenants, d‘autre côté pour connaître l‘évaluation
qu‘ils ont fait relativement aux contenus et procédures d‘une unité
d‘enseignement, en particulier.
Pour ces apprenants l‘elearning s‘est présenté surtout comme stimulant, où on
soulève les différences individuelles et où on utilise une communication
adéquate. La motivation, dans le ce système d‘enseignement semble être aussi
un aspect à retenir, aussi bien que l‘évaluation positive qui est faite aux
ressources d‘apprentissage utilisés et aux connaissances acquises à travers cette
approche.
La collaboration a été un facteur qui a obtenu une classification moins favorable.
Nous pensons que cela ne se doit pas au fait de cet aspect être moins valorisé
par ce groupe d‘apprenants, mais si par des raisons qui se sont prises avec le
développement des travaux de groupes et au comportement de quelques
éléments dans ces activités. Cependant la régulation dans le groupe lui-même et
le fait d‘exister une évaluation pour la performance de chaque élément dans
l‘équipe a aidé à dépasser ces situations. Cette méthodologie de travail s‘est
réveillée extrêmement pertinent dans la conception des activités et dans la façon
de les évaluer, de rencontrer des mécanismes qui puissent aider à dépasser ce
genre d‘obstacles. Ces apprenants semblent, alors, être conscients des aspects
positifs inhérents à cette méthodologie d‘apprentissage.
En ce qui concerne le rôle de l‘enseignant, nous rencontrons, encore une fois de
plus, l‘accent sur les ses compétences de facilitateur, comme on l‘avait déjà
dégagé dans des travaux antérieurs et aussi dans la littérature. L‘évaluation qui
est faite de son travail d‘accompagnement dans l‘unité d‘enseignement est un
exemple de cela.
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Par rapport à la structuration de l‘unité d‘enseignement, même étant donné que,
d‘une façon générale, les évaluations ont été positives, il y a quelques aspects
qui doivent être objet de réflexion. Parmi ceux-là nous détachons la quantité de
ressources d‘apprentissage indiqués, le temps conçu pour la réalisation des
tâches et, par fin, comprendre comme est-ce-que nous pouvons améliorer le
feedback à fournir aux étudiants à propos des travaux réalisés.
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Abstract
The purpose of this study was to examine the relationship between high school students‘
perceived social support and their social problem solving levels. The survey model was
adopted and the sample of the study consisted of 521 high school students. The
results indicated that gender as variables have a meaningful
effect on high school
students‘ social problem solving skills: Male students‘ negative problem orientation,
avoidance problem, impulsive-inattentive style scores were higher than female students‘
scores. Female students‘ rational problem solving and total problem solving scores were
higher than male students‘ scores. The findings showed that there is a positive
correlation between students‘ perceived social support (from parents, friends, teachers)
and their positive problem solving orientation, rational problem solving, and the total
social problem solving scores.
There is a negative correlation between students‘
perceived social support (from parents, friends, teachers) and negative problem
orientation, avoidance problem style and impulsive-inattentive style scores.

Keywords: Perceived social support - Problem solving - Social Problem Solving.

1. Introduction
Today, having some behavior and thinking skills which require precision is of
great importance for the individuals to overcome these difficulties. In this
framework, interpersonal problem solving skill is considered as one of lifelong
skills which should be supported from the first years of life.
It was reported that the problems generally result from the unconformity
between the real situation and the desired situation. While sometimes, problem
can be one situation like losing one‘s wallet, it sometimes can be a chronic
situation involving dismissal of an employee who had problems with his boss,
which disrupts the relationship of this employee with his friends, family and
environment in chain. It was also reported that the problematic situation might
result from the environment or the person and as a function of individual
differences, different people might show different reactions to the same
situations and that this difference might result from the perception of the
individual (Nezu, Nezu and Perri, 1989).
Problem solving can also be defined as finding new solutions for a problem,
beyond simply applying the rules which are learnt through previous experiences
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(Korkut, 2002 ). Most research on social problem solving is based on social
problem solving model that D‘Zurilla and Goldfried (1971) was proposed,
expanded, and refined by D‘Zurilla and Nezu (1982), and revised by D‘Zurilla,
Nezu, and Maydeu-Olivares (2002). According to this model, problem solving
outcomes in the real world are determined by two general but partially
independent processes: a) problem orientation, and b) problem-solving style
(also referred to as ―problem-solving proper‖ e.g., Maydeu-Olivares, & D'Zurilla,
1996). Problem orientation is described as a metacognitive process involving the
operation of a set of relatively stable cognitive-emotional schemas that reflect a
person‘s general beliefs, appraisals, and feelings about problems in living, as well
as his or her own problem solving ability (D‘Zurilla et al. 2004). Problem
orientation consists of two sub-dimensions as positive and negative problem
orientation. Positive problem orientation includes appraising a problem as a
challenge, believing that problems are solvable (optimism), believing in one‘s
personal ability to solve problems successfully (self-efficacy), believing that
successful problem solving takes time, effort, and persistence; and committing
oneself to solving problems with dispatch rather than avoiding them. On the
contrary,
negative problem orientation includes viewing a problem as a
significant threat to well-being, believing that problems are unsolvable
(pessimism), doubting one‘s own personal ability to solve problems successfully
(low self-efficacy), and becoming frustrated and upset when confronted with
problems in living (D Zurilla & Chang, 1995; Maydeu-Olivares, & D'Zurilla, 1996;
D‘Zurilla et al. 2002). Problem solving styles has three dimensions: rational
problem solving, impulsivity, and avoidance. The rational problem solving style is
defined as the rational, deliberate, and systematic application of effective
problem-solving skills (D‘Zurilla et al. 2004). The impulsivity style is a
dysfunctional dimension characterized by impulsive, careless, hurried, and
incomplete attempts to apply problem-solving skills (Belzer, D‘Zurilla & MaydeuOlivares, 2002). Finally, the avoidance style is another dysfunctional problemsolving dimension characterized by procrastination, passivity or inaction, and
dependency (D‘Zurilla et al. 2002). According to this model, if a person has
positive orientation to problem solving, he will be expected to use rational
problem solving skills. On the contrary, if a person has negative problem
orientation, he or she will presumably use his problem solving skills inefficiently
and consequently avoid problem (Çam & Tümkaya, 2007).
Developing a healthy identity by the adolescent, before all else, can be achieved
by solving the problems he/she encounters. Social support which will be provided
to the adolescents in this period will make them feel more valuable and will
enable them to solve their problems more easily and successfully. It might be
considered normal for an adolescent who is unable to solve his/her problems to
fail to establish close relationships with the environment and to show a tendency
of loneliness in this period (Ünüvar, 2004).
Social support is defined as the assistance to an individual by the people in
his/her environment (Sarason, Levine, Basham & Sarason, 1983; Taylor; 1953).
According to another definition, social support is defined as providing real
assistance to the individuals or committing the individuals in a social systems
where they believe that they are loved and cared for or developing the feeling of
devotion to a valuable social group. Thus, social support involves assistance
behaviors which appear as received social support and perceived social support.
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Perceived social support is the belief that these kinds of behaviors will appear
when needed. In short, received support refers to realized assistance behavior;
while perceived support refers to the assistance behavior which can be realized
(Lepora et al., 1991).
It was reported that adequate social support have a positive effect on
maintaining and treating health; it reduces social isolation and increases quality
of life of individuals. On the other hand, inadequate social support causes
emergence of illness symptoms, increases the frequency and severity and
extends the duration these symptoms. Having adequate social support was
reported to decrease the frequency of anxiety and depression (Aras and Tel,
2009).
Social support is analyzed in two categories; structural and functional social
support. In structural support, the people from whom the individual receives
support, number of people giving support and the degree of kinship to the
individual are important. On the other hand, in functional support, to what extent
the provided assistance is important for the individual and what this assistance
means for the individual and to what extent the support the individual needed
was satisfied are important (Yıldırım, 2005). Bandura (1997) emphasized that
the higher the social support received from the family and the environment is,
the more insistent the individuals will be to solve potential problem situations
and thus the individuals will be more successful.
The aim of this study was to determine whether there was a significant
relationship between the perceived social support and social problem solving
skills of high school students. Based on this general aim, the following questions
were tried to be answered.
1.Do the social problem solving approach of high school students (positive
problem orientation, negative problem orientation, rational problem solving,
avoidance style, impulsivity-carelessness style) significantly vary according to
gender variable?
2. Is there a significant relationship between the perceived social support and
social problem solving skills of the students?

2. Method
2.1. Participants
The survey model was adopted in this study. The sample set of the research was
taken from several high schools in Fıjfuf, Turkey by the random set sampling
method in 2008. Participants were 521 adolescents (292 female and 229 male)
who participated in the research voluntarily. The mean age of the participants
was 16.09 years, with a standard deviation of 0.81 years.
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2.2. Instruments
2.2.1. Perceived Social Support Scale-Revised (PSSS-R)
The PSSS-R is a 3-point Likert-type, 50-item multidimensional scale measuring
perceived social support from three sources: family, peers and teachers (Yıldırım,
2004). Higher scores from the subscales indicate higher perceived social support
from respected groups. The reliability and validity of the scale were studied with
over 660students whose ages varied between 14 and 17 years. The internal
consistency coefficients of the scale were found to be .94 for family support, .91
for peer support, and .93 for teacher support. Test-retest reliability coefficients
were found to be .89 for family support, .85 for peer support, and .86 for teacher
support.
2.2.2. Social Problem Solving Inventory-Revised (SPSI-R)
SPSI-R was developed by D‘Zurilla and Nezu (1990) revised by Maydeu-Olivares
and D‘Zurilla (1996),and revised by D‘Zurilla, Nezu and Maydeu-Olivares (2002).
It was adapted into Turkish by Dora (2003). SPSI-R consists of five subscales
namely Positive Problem Orientation (PPO), Negative Problem Orientation (NPO),
Rational Problem Solving (RPS), Impulsivity-Carelessness Style (ICS) and
Avoidance (AS) Style. The SPSI-R has been found to have good reliability and
validity. Internal reliability coefficients of each subscales of SPSI-R were found
between .72 and .95 (D‘Zurilla, Nezu & Maydeu-Olivares, 2002). In a prelimery
study to determine whether the inventory fits the sample of the current study,
internal reliability coefficients were found between .61 and .91 which indicate the
suitability of the scale.

3. Results
The social problem solving of high school students were compared with respect
to gender by t-test. A summary of statistics and their significances are given in
Table 1.
Table 1. Comparison of social social problem solving of
students with respect to gender
Gender
PPO

NPO

N

Mean

Ss

Female

292

11.09

2.87

Male

229

11.34

2.40

Female

292

28.58

7.65

t

-1.072

6.043*
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RPS

Male

229

24.73

6.62

Female

292

76.11

13.72
5.758*

AS

ICS

Total

Male

229

69.49

12.46

Female

292

11.18

4.37

Male

229

13.26

5.08

Female

292

12.15

3.59

Male

229

13.93

3.55

Female

292

43.97

2.810

Male

229

43.34

2.354

-4.918*

-5.568*

2.808*

p<.05
As shown in Table 1, negative problem orientation (NPO) , rational problem
solving (RPS) and total social problem solving score of female students are
higher than score of male students, with a significance level of .05. Avoidance
Style (AS), and Impulsivity-Carelessnes Style (ICS) score of male students were
found to be significantly higher than those of female students, with a significance
level of .05.

Table 2. Correlations Among Perceived Social Support, Social Problem
Solving
PPO

NPO

RPS

AS

ICS

Total

Family

.142*

-.157*

.294*

-.197*

-.207*

.293*

Peers

.117*

-.009

.209*

-.159*

-.212*

.209*

Teachers

.274*

-.177*

.360*

-.300*

-.193*

.391*

*p<.05
As can be seen in Table 1, social support perceived from family was found to be
positively correlated with PPO, RPS and Total social problem solving; and
negatively correlated with NPO, AS and ICS (p<.05). Social support perceived
from peers was found to be positively correlated with PPO, RPS and Total social
problem solving; and negatively correlated with AS and ICS (p<.05). Social
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support perceived from teachers was found to be positively correlated with PPO,
RPS and total social problem solving; and negatively correlated with NPO, AS
and ICS (p<.05).

4. Discussion
The findings of the study indicated that Negative Problem Orientation (NPO),
Rational Problem Solving (RPS), Impulsivity-Carelessness Style (ICS) and
Avoidance Style (AS) varied according to gender. It was found that total social
problem solving and positive problem orientation did not vary according to
gender variable. It was found that in NPO subscale of social problem solving
average scores of female students were significantly higher than the average
scores of male students. This result indicates that, when they encounter a
problem, female students show more negative affection and tend to perceive the
problem as a threat. This finding is supported by the findings of Çam ve
Tümkaya, (2006) Dora (2003), D‘Zurilla, Maydeu-Olivares and Kant (1998),
Hamarta (2007) Jerath, Hasus Malhotra (1993: cited by. Düzakın, 2004) and
Yılmaz ve Arslan, (2004).
In Social Problem Solving Rational Problem Solving (RPS) sub-scale, average
scores of female students were found to be significantly higher than those of
male students. Based on this finding, it can be suggested that the females solve
the problems in a more effective, clear and rational manner when compared to
the males. This finding is supported by the finding of Düzakın (2004) which
suggests that female students have a significantly higher level of perceiving
problem solving skill than male students. This finding contradicts with the
findings of Dora (2003), Maydeu-Olivares, Rodriguez-Fornells, Gomez-Benito and
D‘Zurilla (2000) which suggest that rational problem solving do not vary
according to gender variable. Rubin and Krasnor (1983) found that during social
problem solving, female children used more psychosocial methods than male
children. This might suggest that this finding have significant contributions to the
fact that the females have a higher constructive problem solving.
In Social Problem Solving Impulsivity-Carelessness Style (ICS) and Avoidance
Style (AS) subscales, average scores of male students were found to be
significantly higher than those of female students. This result is consistent with
the findings of Dora (2003), Hamarta (2007), D‘Zurilla, Maydeu-Olivares and
Kant (1998), Arslan, Hamarta, Arslan and Saygın (2010) and Maydeu-Olivares
and D‘Zurilla (2000).
There was a positive relationship between perceived family support and positive
problem orientation, rational problem solving and total social problem solving
scores of high school students. However there was a negative relationship
between the perceived family support and negative problem orientation,
avoidance and impulsivity-carelessness style. It was observed that there was a
positive relationship between the perceived friend support and positive problem
orientation, rational problem solving and total social problem solving scores of
high school students; however there was a negative significant relationship
between the perceived friend support and avoidance and impulsivitycarelessness style. There was a positive relationship between the perceived
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teacher support and positive problem orientation, rational problem solving and
total social problem solving scores of high school students; however there was a
negative relationship between the perceived teacher support and negative
problem orientation, avoidance and impulsivity-carelessness style. According to
the findings of the present study, it can be stated that average problem solving
scores of the children who perceive social support are higher than those of the
children who do not (can not) receive social support. Furthermore, it can be
thought that the students who perceive social support from the family, teacher
and friends are more successful and adequate in problem solving. This finding of
the study is supported by the finding of Holloway (1987) and Morrison,
Mallinckrodt and Ladd (1987)
The findings of the present study indicate that when female students encounter a
problem situation, they show reactions like abandonment, anger and negative
affection more quickly. Therefore, education programs can be designed to enable
positive problem orientation for female students. The significant relationships
between social problem solving and social support can be taken into account in
guidance services which will be organized to enable the students to establish
healthy relationships with their families, teachers and friends.
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Abstract
This paper outlines the methodology and results of an investigation into the variation of
academic student outcomes for 15 year olds in the subjects of English, maths and
science in New Zealand secondary schools. This is the first stage in a larger study that
investigates the impact of middle leadership practices on student academic outcomes in
large urban schools. The research design and results established through a quantitative
data analysis reveal that there is considerable variation in student achievement between
academic departments across and within schools. This data is being collected over a
three year period and will inform work that is focused on the influence of department
leaders on the quality of teaching that inevitably impacts on student achievement.
Comparing English, maths and science departments across and within-schools has
established a clear set of data to show within-school variability and practices that will
inform further international work in the field.

Keywords: Middle leadership – With-in school variation – Student achievement –
Secondary school

1. Introduction
There is evidence that within-school variance in secondary schools is a
continuing cause for concern and that overall school results can mask under
performance in some areas. Some researchers argue that academic outcome
measures are best considered at department level (Smith and Tomlinson 1989;
Fitz-Gibbon 1991) where educationally specific decisions are made and a greater
proportion of variation is explained rather than at school level. The concept of
school effectiveness depends on the choice of measures of students‘ educational
outcomes. Sammons, Mortimore and Thomas (1997) assert that while academic
outcomes are not the only ones that should be valued, they are of critical
importance in OECD (Organisation for Economic Cooperation and Development)
countries where ―high stakes‖ testing is institutionalised via a public examination
system. They also believe that any comparison of results of individual schools
should be comparing ―like with like‖, taking into account student intake because
it is the value added improvement and the schools‘ ability to promote progress
while students are in the school that needs to be measured, not what inherent
advantages they had before they attended the school. Sammons and Luyten
(2009) argues that the focus on high stakes testing and exam results that are
used to measure and compare performance of whole schools in an accountability
culture needs to be more focussed on differential effectiveness within a school.
Consideration of the internal variation in results for subgroups of students,

233
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

particularly by department, gives a more accurate measure of the subjects or
curriculum areas where students are achieving.
In a study of the relative effectiveness of Post-16 Institutions in England
(including schools offering assisted places to underprivileged students) Tymms
(1992) found considerable variation between schools in their performance in
individual subjects but less variation for whole-school measures. Some
differences were found for student outcomes in relation to the type of institution
pupils had attended, but the effects were generally quite small and varied across
outcome and curriculum measures. Tymms explored differences between schools
by comparing the performance of similar students in different types of
institutions but found the within-school variation more significant. Both Tymms
and Fitz-Gibbon (1990) found that the order of influence on student achievement
was determined most strongly by the individual pupil, then by the department
responsible for a particular performance, then by the school as a whole and
finally by the type of school.
Based on quantitative analysis of Key Stage 3 exams in England, Reynolds
(2004, 2007) argues that in secondary schools where progress is in line with
expectations, there is clear evidence of within-school variation. He states that if
the results of six groups of boys and girls in English, Maths and Science are
analysed, that 80% of schools show ‗value added‘ significantly higher or lower
than expected in at least one group. Over a three year period, 50% of schools
have at least one subject in which progress would put them in the top 20%
nationally of the subject concerned. Reynolds contends that the causal factors for
variation in performance include variation in teacher competence, unreliable
implementation of national strategies and the maximized impact of improvement
strategies that widen the student achievement gap.
The within-school variance of student academic outcomes in New Zealand and
other OECD countries is best represented in the scales developed using the PISA
2003 results, where New Zealand, Sweden, Norway and Iceland all showed
considerably higher within-school variance for 15 year old Maths students results
than across school variance (OECD, 2003). A very small proportion of this
variance is explained by the index of economic, social and cultural status of
students and schools. In comparison to the OECD averages, the amount of
variance that is attributable to between school differences in New Zealand is
small.23 This pattern reinforces the point that poor student achievement is not
confined to a subset of New Zealand schools, such as those in poorer areas, so
disparities in student achievement are a challenge for all New Zealand schools
(Wylie & Robinson, 2009). The evidence over the last fifteen years from studies
in England and Wales that examine within-school variance and secondary school
department effectiveness would suggest an analysis of similar data in New
Zealand will contribute to the international work in this area, particularly as New
Zealand has one of the biggest within-school variance ‗problems‘ within the
OECD (Wylie and Robinson, 2009).
In many Western countries, the organisation of high schools into the ‗realms of
knowledge‘ of subject departments is now almost a universal feature of
23

Learning from Tomorrow’s World: First Results from PISA 2003, p.162
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secondary schools despite the widely varying location, size, vision and
governance style found among schools (Siskin, 1994). There is a need to
examine student achievement data at class and department level because the
evidence is that individual schools are not uniformly effective. Subject
departments provide a unit of analysis for within-school variation that can be
measured for consistency over time.
Studies of an extensive data set of student achievement called the A level
Information System (ALIS) (Smith &Tomlinson, 1989; Fitz-Gibbon, 1991) show
that more variance existed at the department level than at the school level and
the proportion of variance at the class level was more than for the department
level, even though in many schools the class was the department. In the late 80s
and early 90s, Fitz-Gibbon (1992) found that schools with A level grades in the
English department were not necessarily achieving the same grades in the
Mathematics department, or vice versa. Her analysis of O and A level student
achievement data of 1157 pupils located in one local education authority
covering the north of England from 1983-86 found that with mean O level grade
as a covariate, the effect of subject (English or Maths) was highly significant. The
interaction of subject within a school was also highly significant, indicating that
different schools obtained good results in different subjects. Fitz-Gibbon asserted
that the results indicated that parents or researchers should not be looking for
the best school in which to educate their children - but the best department. She
suggested that reform efforts should also focus on efforts to improve education
within schools, department by department, rather than a focus on schools in
competition with each other.
In a large study of differential effectiveness of secondary schools in London,
Sammons, Thomas and Mortimore (1997) found that 32% of the schools
recorded significant negative effects in some subjects and significant positive
effects in others, taking account of prior attainment and background. These
schools had mixed effects at GCSE and marked within-school variation, but these
results were masked by a reliance on a single whole school measure of a total
GCSE score. When the researchers looked at schools‘ effects on total GCSE
performance over three years from 1990-92 the whole school performance score
was more stable than those for specific subjects.
Using the department as the unit for analysis to identify differential effects within
a school provides a useful measure of effectiveness in terms of academic
outcomes, and collecting this data allows measurement of consistency across
subjects and stability over time.

2. The design of this study
The design of the study described in this paper allowed the researchers to
identify the extent of within-school variance in 41 of New Zealand‘s largest
secondary urban schools. An analysis of internal and external assessment results
for 15 year olds in English, Math and Science determined the departments where
the variation occurred and how that variation compared to national norms. Direct
comparison of department results across schools by department and across
departments shows where the variability in student academic outcomes occurs.
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This research categorises schools using the New Zealand decile ranking system
from 1-10, similar to ‗free school lunches‘ in the English setting. Schools that
have a lower decile ranking, that serve disproportionate numbers of students
who face challenging circumstances, receive additional funding on a per pupil
basis. Schools with a decile 1 ranking serve the highest proportion of minority
and economically disadvantaged students, while decile 10 schools serve the
more affluent students and are often situated in prosperous urban suburbs.
New Zealand has an assessment system for the senior secondary school called
the National Certificate for Educational Achievement (NCEA). This system
supports 15-19 year olds to gain ‗credits‘ towards a certificate in subjects that
are taught as part of the New Zealand Curriculum. Students can gain credits or
‗pass‘ by gaining either an Achieved, Merit or Excellence grade in a range of
internally and externally assessed ‗achievement standards‘ that make up a
subject. The academic results of a standards based assessment system can be
quantified by school and school type in order to make relevant statistical
comparisons. A Grade Point Average (GPA) has been created using a formula.
The numerical value for Achieved grades was obtained by multiplying all of the
Achieved results in that school and in each of the departments by two. This
process was repeated for Merit, which was multiplied by three and Excellence by
four. This is a system currently employed by The University of Auckland24. By
comparing department results to the national statistics by decile the relative
success of students within a department can be determined and the value added
by the teachers and leaders in each department can be established.
The consideration of statistically reliable ways of identifying ‗within-school‘
variance using publicly available student achievement data is an ongoing
challenge for researchers. In order to describe and reveal any evidence that
there is a variation in student performance within New Zealand schools, data
were gathered and a number of statistical tests were performed. In general
terms the investigation involved documenting:
the raw scores for students in each department receiving an Achieved, Merit
or Excellence result in internal assessment and external examination, by
department in 2007, and 2008 calculated by a Grade Point Average (GPA);
 a study of effect sizes of differences in scores across departments in the 41
schools in the sample in 2007 and 2008;
 the internal and external (examination) results for each department by
percentage of Achieved, Merit and Excellence;
 the national average results calculated as a GPA and a percentage for
comparative purposes, by decile.


The rationale for selection of schools was based on school roll. Goldstein (1987)
argues that with a department size of 60 or more pupils‘ performance indicators
become reliable and meaningful. All schools selected for the quantitative data
analysis, had student rolls over 1000 and a minimum of 100 student results are
represented within any academic department. In all secondary schools in New
Zealand it is compulsory for students to take a course of study in English, maths
and science until the end of year 11 in order to gain the minimum Literacy and
24

Starpath: Project for Tertiary Participation and Success (Shulruf, Hattie, Tumen, 2006)
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Numeracy requirements to gain the Level 1 certificate. A general science course
is highly recommended as compulsory for students at this level. This means that
performance across departments at Year 11 can be measured knowing that the
greatest majority of students will be studying all three subjects. The data being
used is at the student cohort or department level in 2007 and 2008. In order to
compare data across 2007 and 2008 the students who have not achieved are
included in the GPA calculation. The ‗not achieved‘ data was not available for the
‗national‘ statistics for 2007 but due to political pressure on government, the ‗not
achieved ‗results are now calculated and publicly available on the New Zealand
Qualifications Authority (NZQA) website25.

3. Results
The results of the data gathered have been presented in a number of forms to
communicate the extent of ‗within-school variance‘ across and within the sample
schools in 2007 and 2008. In each case the results for the schools are shown in
relation to the national results26 for the decile. Schools can be compared to each
other in 2007, 2008 and with the national average results because the GPA has
been calculated in the same way. The assessment results analyzed for this study
have not been norm referenced. There is no statistical moderation between
subjects. The same group of students has completed examinations in math,
English and science and their achievement has been graded against pre-existing
standards which have been determined by the curriculum.
In order to test the hypothesis that there is ‗within-school variation‘ in student
outcomes at department level the effect size for differences within each school
between departments was calculated, The standard deviation was calculated by
using the GPA score to identify the mean of the whole sample and the mean
difference for each subject for the data set across the 41 schools in 2007 and
2008. Within-school variance is shown in the effect size graphs in Figures 1, 2
and 3.

25
26

http://www.nzqa.govt.nz/ncea/about/overview/ncea-thedetails.html

Note: The national results for 2007 do not include ‘not achieved’, therefore the GPA calculation is
higher. In 2008 the national results for ‘not achieved’ are available, so the national results can be
compared to the school results.
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Figure 1
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Figure 1 shows that in 2007, thirty four (83%) out of the 41 schools in the
sample had an effect size for differences between departments above .50 and 20
of those schools (49%) had an effect size over 1.0. These results include
students who did ‗not achieve‘ as well as those gaining an Achieved, Merit or
Excellence grade. When the ‗not achieved‘ results are calculated into the GPA the
results show a different result, especially by subject. Table 1 shows the 2007
results for each school where the ‗not achieved results‘ are not included in the
GPA calculation.
Table 1
Auckland Schools Maximum GPA Differentials in 2007 („not achieved‟
results not included in GPA calculation)
Bold=highest GPA score in the school and italics=lowest GPA score in the school.
Schools
by Decile

Mean GPA Mean GPA
English
Maths

Mean GPA
Science

10
10
10
10
10

2.63
2.54
2.52
2.74
2.53

2.62
2.51
2.58
2.79
2.50

A
B
C
D
E

2.65
2.52
2.56
2.71
2.37

Maximum
Differential
s
0.03
0.03
0.05
0.08
0.16
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10 F
10
National
9A
9B
9C
9D
9E
9F
9G
9H
9
National
8A
8B
8C
8D
8E
8F
8National
7A
7B
7C
7
National
6A
6B
6C
6
National
5A
5B
5
National
4A
4B
4C
4D
4E
4
National
3A
3B
3
National
2A
2B
2C
2
National

2.45
2.58

2.46
2.50

2.62
2.59

0.17
0.09

2.64
2.47
2.56
2.67
2.69
2.49
2.61
2.54
2.49

2.63
2.59
2.45
2.52
2.64
2.65
2.31
2.24
2.43

2.59
2.50
2.54
2.54
2.85
2.76
2.61
2.51
2.53

0.06
0.13
0.11
0.15
0.22
0.27
0.30
0.29
0.10

2.42
2.19
2.40
2.48
2.31
2.44
2.51
2.51
2.42
2.46
2.47

2.46
2.26
2.35
2.74
2.13
2.41
2.37
2.43
2.49
2.34
2.36

2.40
2.38
2.25
2.51
2.35
2.68
2.49
2.58
2.58
2.77
2.50

0.06
0.19
0.15
0.26
0.22
0.27
0.14
0.15
0.16
0.43
0.13

2.28
2.54
2.36
2.43

2.30
2.36
2.58
2.35

2.43
2.34
2.43
2.46

0.15
0.20
0.22
0.10

2.36
2.54
2.42

2.40
2.29
2.32

2.48
2.43
2.42

0.12
0.24
0.11

2.33
2.49
2.46
2.29
2.51
2.39

2.34
2.58
2.44
2.25
2.17
2.32

2.46
2.46
2.57
2.48
2.38
2.41

0.13
0.11
0.13
0.23
0.33
0.10

2.34
2.19
2.38

2.32
2.28
2.25

2.38
2.40
2.38

0.06
0.20
0.13

2.28
2.33
2.31
2.38

2.26
2.10
2.21
2.23

2.40
2.31
2.50
2.32

0.13
0.23
0.29
0.15
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1A
1B
1C
1
National

2.25
2.17
2.21
2.26

2.19
2.14
2.02
2.16

2.18
2.32
2.28
2.30

0.08
0.18
0.26
0.14

This shows that in 2007, 31 math departments out of the 41 in the sample are
the lowest performing. When the ‗not achieved results‘ are included with the
2007 results (Table 2) science is the lowest performer in 28 schools. The
comparison between these two data sets shows that there are more students
that do not achieve in science, than in English and math and this impacts on the
GPA calculation. The effect sizes for the differences between achievement across
departments in the national data for each of the deciles is considerably lower
than the effect sizes for the individuals.
Table 2
Auckland Schools Maximum GPA Differentials in 2007 (includes „not
achieved data)
Bold=highest GPA score in the school and italics=lowest GPA score in the school.
Schools
by Decile
10 A
10 B
10 C
10 D
10 E
10 F
10
National
9A
9B
9C
9D
9E
9F
9G
9H
9
National
8A
8B
8C
8D
8E
8F
8National

Mean GPA Mean
English
GPA
Maths
2.33
2.50
2.34
2.31
2.11
2.35
2.62
2.56
2.21
1.86
2.04
2.08
2.58
2.50

Mean GPA Maximum
Science
Differentials
2.14
1.95
2.03
2.41
1.55
1.91
2.59

0.36
0.39
0.31
0.20
0.66
0.17
0.09

2.40
2.10
2.27
2.39
2.44
2.07
2.07
2.31
2.49

2.37
2.24
2.12
2.19
2.46
2.35
1.35
1.80
2.43

1.79
1.33
1.90
1.94
2.27
2.27
1.80
1.77
2.53

0.60
0.91
0.38
0.45
0.19
0.08
0.72
0.53
0.10

2.02
1.92
1.77
2.04
2.01
1.70
2.51

2.05
1.85
1.80
2.63
1.96
1.50
2.37

1.84
1.48
1.54
2.10
1.96
1.30
2.49

0.22
0.43
0.26
0.60
0.05
0.39
0.14

240
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

7A
7B
7C
7
National
6A
6B
6C
6
National
5A
5B
5
National
4A
4B
4C
4D
4E
4
National
3A
3B
3
National
2A
2B
2C
2
National
1A
1B
1C
1
National

2.10
1.96
1.95
2.47

1.99
2.34
1.90
2.36

1.57
2.00
2.28
2.50

0.53
0.38
0.38
0.13

1.61
2.29
1.83
2.43

1.60
1.80
2.04
2.35

1.72
1.67
1.77
2.46

0.12
0.62
0.27
0.10

1.94
2.11
2.42

1.62
1.91
2.32

1.61
1.52
2.42

0.34
0.59
0.11

1.63
1.93
1.94
1.44
1.98
2.39

1.85
2.21
1.94
1.23
1.41
2.32

1.49
1.74
1.96
1.27
1.45
2.41

0.37
0.47
0.03
0.20
0.58
0.10

1.75
1.59
2.38

1.61
1.69
2.25

1.39
1.33
2.38

0.36
0.36
0.13

1.53
1.61
1.73
2.38

1.54
1.05
1.44
2.23

1.25
1.25
1.26
2.32

0.29
0.56
0.47
0.15

1.81
1.71
1.34
2.26

1.35
1.04
0.60
2.16

1.04
0.98
1.26
2.30

0.77
0.74
0.73
0.14

In 2008, identical calculations revealed that science was the lowest performer in
19 schools in the sample, but it is also the lowest performer nationally for every
decile. In 2007 it was the highest performing subject for decile 10, 9, 6 and 4
schools. In 2008 ten schools had Math as the lowest performer and in all the
decile 1 schools Math was the lowest.
The graph that shows the effect size for differences between departments in
schools in the sample for 2008 external examination results (Figure 3) has a
similar pattern to the effect size graphs that include the internal assessment
(Figure 2). Figure 3 shows that when the internal assessment results are
removed from the analysis and the external exam results between English, math
and science are compared, the within-school variation is greater. This graph
shows that 32 out of the 41 schools in the sample had greater ‗within-school‘
variability than the national norm by decile. The effect size for the difference in

241
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

the external exam results for 2008 nationally by decile is greater than when the
internal results are also included, as seen in Figure 2.
Figure 2
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Figure 3
2008 Effect Size External Assessment Level 1 NCEA English, Maths and Science claculated by a
GPA that includes 'not achieved' data
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In 2008, 28 (64%) schools out of the sample had an effect size over 0.5, and 12
schools had an effect size over 1.0 when comparing results across the English,
math and science departments within a school. This shows that within-school
variability was less within the schools in this sample in 2008 than in 2007. The
2009 results will be analyzed to ascertain if this trend continues. Many schools
(24) have reduced the within-school variability of results between departments
between 2007 and 2008. Seven schools in the sample have increased the withinschool variation between the three departments. Ten schools had results that
were comparable over the two years.
To understand the distinctive comparisons between schools that draw on
students from differing socio-economic backgrounds, the decile 9 (higher socioeconomic) and decile 4 (lower socio-economic) schools have been compared. The
results have also been calculated as percentages, so for each department the
percentage of students gaining Not Achieved, Achieved, Merit or Excellence has
been determined for 2007 and 2008. These results are illustrated in Figures 4
and 5 that show how each department in each school is supporting its students
to gain excellence compared to the national results for that decile. For example
the Math department in School 4B is achieving excellence results of 16%, which
is 8% above the national percentage for math in that decile. The math
Department in School 4E has 2% of the students gaining excellence in math,
which is 6% below the national data. These graphs demonstrate the withinschool variance for this factor – that is ‗students gaining excellence‘. Some
departments are showing results very similar to the national data while others
over-perform or significantly under-perform. For example School 4A is achieving
results below expected levels in English, math and science. Many of the Decile 9
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schools in the sample are showing results above the national average, but school
9G is falling well below in English and math.
Figure 4
2008 'Excellence' Results for English, Maths and Science NCEA Level 1
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Figure 5
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Science NCEA level 1
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4. Discussion
The results of this study show that although the national results for each of
English, math and science (by decile) show little variance, the variance of
student outcomes across subjects and within schools is considerable. This data
supports both the 2003 and 2006 PISA findings for 15 year olds in New Zealand,
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where the within-school variation for New Zealand is one of the highest in the
OECD. The variance in results for the same subject across schools indicates that
student achievement is not determined by the school a student attends but the
department in which they have been taught. Whole school performance can
appear ‗stable‘ but a minority of schools perform consistently across departments
over time (Thomas, Sammons, Mortimore & Smees, 1997). The comparison of
the 2007 and 2008 data shows that in the New Zealand context department
performance is also variable by year.
When the results are compared by department across the whole sample in 2007,
it is apparent that when the ‗not achieved‘ results are not included the Math
departments in this sample are the lowest performers in 30 of the 41 sample
schools (Table 1). When the not achieved data is included Science is the lowest
performing subject across the sample (Table 2), in 28 of the 41 schools. In 2008
Science is the lowest performer in 18 of the 41 schools. This raises the question
of why some subjects seem to have consistently lower results than others. FitzGibbon and Vincent (1997) assert that more able students are attracted into
mathematics and science subjects, but the subjects selected by this cohort of
students is ‗compulsory‘. The substantial difference of performance for the
departments in this sample, is worth further investigation given the discussion
about the under performance of these subjects and the numbers of students
gaining ‗not achieved‘ grades in Science. In 2007, when the ‗not achieved data‘
was included in the GPA calculation, 23 schools had English as the highest
performing department. When comparing schools over two years, 16 schools
were consistent with their best and worst subject. The extent of the difference
between the ‗excellence‘ grades achieved by students in English, math and
science departments in the Decile 9 and 4 schools with the same cohort group is
another strong indicator that further investigation is required.
Understanding why it is that results can be so varied within a school and from
class to class when departments exist under similar senior leadership and
governance conditions and almost identical student populations is critical to the
enhancement and equity of student achievement outcomes in New Zealand. An
explanation of why the variability of student outcomes occurs with a closer more
fine grained investigation in schools where the greatest variability exists would
reveal some important insights into the reasons for these differences in
outcomes. The next steps in the project are to understand how the leadership
and teaching practices in a department contribute to student achievement and
investigate the specific middle leadership practices that make a difference to the
within-school variance problem.
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Abstract
The University of Lethbridge has been engaged with videoconferencing as a pedagogical
tool since 2001. This paper will examine the common themes that have emerged from
four research projects the author has been involved that examine the effective use of
videoconferencing in k-12 and post-secondary environments. Videoconference Research
Community of Practice Report (Anderson, et all, 2005) and Best Practices in Pedagogical
Videoconferencing (Hinger, Mrazek, Woods, 2005) focused on effective use of the
technology in rural and urban Alberta k-12 schools for administrative meetings, course
enhancement and distance delivery courses. Instructor and Student Perspectives of a
Videoconference Course (Woods, 2005) focused on the use of videoconferencing for
controlled delivery of a first year undergraduate course. Blended Learning Through
Videoconferencing (Hinger, 2007) focused on a Master of Education cohort delivery
model. The lessons learned from these research projects have contributed significantly to
the effectiveness of videoconferencing as a pedagogical tool at the University of
Lethbridge.

Keywords: videoconferencing – blended - learning

1. Introduction
Videoconferencing has shown great potential as a pedagogical tool in Alberta k12 and post-secondary institutions. This success can in part be contributed to the
support, professional development and collaboration opportunities provided by
the Alberta Learning Community. Formal and informal communities of practice
have evolved that offer instructors the opportunity to share promising practices
and lessons learned in an effort to increase the overall quality of videoconference
utilization within the province. This paper builds on the authors seven years of
experience in pedagogical videoconferencing in an effort so summarize some key
strategies for maximizing student engagement and appropriate use of the
technology.

2. Background
In 2001 the University of Lethbridge (U of L), located in southern Alberta,
Canada, offered it's first course through videoconferencing to our satellite
campuses in Calgary and Edmonton. Located 200km and 500km respectively
from the main campus, the technology offered the potential to expand course
offerings at these satellite campuses and increase communication opportunities
for administrative meetings. New to the technology, this initial course was
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offered as a pilot project to familiarize instructors and technical staff on the
nuances of videoconferencing technology.
The quality of videoconferencing between the U of L satellite campuses was
made possible thanks to high end videoconference endpoints and access to a
high speed research network, which provided high bandwidth connectivity
between the three sites. Traditionally, the cost and slow connection speeds has
been a limiting factor in the utilization of videoconferencing for distance courses
(Michell & Schiller, 2003). This limitation was greatly reduced for Alberta k-12
and post-secondary institutions by the completion of the Alberta SuperNet in
2005. The Alberta SuperNet was a Government of Alberta funded initiative that
connected 4700 public institutions, including schools, post-secondary institutions,
hospitals, libraries and government offices to a dedicated high bandwidth
connection (Alberta Education, 2006). This high quality connectivity offered
Alberta schools the opportunity to utilize high bandwidth tools for educational
and administrative uses.
In 2003 the U of L, in collaboration with Athabasca University and the Galileo
Educational Network, conducted research on 5 early adopter k-12 schools in
Alberta (Anderson et al., 2006). This study included the use of videoconferencing
for administrative meetings, classroom enhancement activities, teacher
professional development and distance course delivery. One school in particular
looked to videoconferencing technology to connect small rural schools in an
effort to avoid school closures within remote communities (Mrazek, Woods,
Hinger, 2006).
The increased utilization of videoconferencing among Alberta educational
institutions thanks to the connectivity provided by the Alberta SuperNet,
developed a need for videoconference resources to support pedagogical
videoconferencing. In 2003, thanks to Alberta Learning funding, the U of L in
collaboration with Mount Royal College, launched the VcAlberta.ca
videoconference gateway website. This site was designed as a resource of all
things videoconferencing for Alberta educational institutions. The site was
community driven, aiming to provide an online community for educational
videoconference users (VcAlberta, n.d.).
The VcAlberta.ca website has undergone several evolutions over the years, but
the goal of the site has been consistent. At the root of the site is a user driver
directory of videoconference facilities available within Alberta. The remainder of
the site is dedicated to collecting and distributing user created resources,
articles, promising practices, and tools related to pedagogical videoconferencing.
The VcAlberta.ca has been highly successful in providing Alberta educators with
the resources and tools they need to increase the quality, and effective use of
videoconferencing for educational and administrative outcomes.
In 2005, the U of L published a video series focusing on the promising practices
of Alberta k-12 schools engaged in educational videoconferencing. This series
produced in both a DVD and web format, were designed as a professional
development tool for Alberta k-12 educators. The series highlighted lessons
learned from Alberta educators on the successful implementation of pedagogical
videoconferencing. Four videos in total were created focusing on student

248
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

engagement,
classroom
videoconference etiquette.

management,

professional

development

and

Aside from the research being conducted in Alberta k-12 schools, the U of L has
also conducted research on videoconference use at the post-secondary level. In
spring 2005, an introductory English course was conducted on campus in a
controlled environment using two videoconference facilities. The aim of this study
was to examine student and instructor perspectives on the use of
videoconferencing for undergraduate full course delivery (Woods, 2005).
Following this course the University began expanding it's delivery of courses
beyond our satellite campuses to include rural and remote community access to
U of L undergraduate and graduate courses.
In 2007, this author published a two year study on the use of videoconferencing
in a blended learning environment for graduate level programming (Hinger,
2007). This study followed a cohort model Master of Education program that
included students from a rural community in northern Alberta. Located
approximately 1000 km from the main U of L campus, the technology allowed a
group of k-12 school teachers to engage in a meaningful educational experience
with instructors and students in Lethbridge. Although the project focused on the
same core set of students over a two year period, it involved several different
instructors and teaching styles that added to the complexity and understanding
of the unique challenges in delivering courses by videoconferencing.
Since 2007, the U of L has continued to expand the use of videoconferencing for
course delivery, professional development opportunities and administrative
meetings. The lessons learned over the past nine years have allowed the
institution to deliver undergraduate and graduate programming in a multitude of
disciplines, ranging from management to education.

3. Lessons Learned
3.1. Technology
The success of videoconferencing as an educational tool is highly dependent on
the stability and reliability of the technology. Early adopters required high levels
of technical support and dedicated training for instructors to ensure technical
instability could be mitigated and managed (Anderson, et al., 2006).
Advancements in videoconference technology and increased availability of high
bandwidth connectivity have reduced the technical complications involved in
creating effective videoconferencing environments. Most recently this researcher
has noticed a trend towards desktop videoconference technology as an
alternative to highly expensive dedicated H.323 codecs. Tools such as SkypeTM
and ichatTM are providing a low cost, ease of use, and low technical support
alternative that is increasing the availability and convenience of remote
collaboration.
Although the tools are changing and becoming more readily available, the
lessons learned in the delivery of videoconference courses are still relevant. The
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focus of technical setup needs to be on creating an engaging educational
environment where the technology can fade into the background and the focus
remain on learning and curricular outcomes. Creating engaging videoconference
environments requires that instructors, instructional designers, and technical
staff work together in all aspects of designing the videoconference facility. The
experience and different expertise each of these individuals brings to the design
of a new learning space contributes to the overall success of the videoconference
implementation.
3.2. Appropriate Use
One of the failures of videoconferencing use in course delivery witnessed over
the years is often the assumption that an instructor can deliver content using the
technology in the same way they would deliver a face-to-face classroom
(Anderson, et al., 2005). Like any new educational technology we integrate into
our learning environments, videoconferencing has limitations and barriers that
need to be overcome. The technology must not become a barrier to learning, it is
a tool, and like any educational tool we must understand the appropriate uses for
the tool. The variation in uses of the tool can depend greatly on the content and
individual teaching style of the instructor, however, one consistent common
theme from all of the research listed above is that videoconference technology
alone is not enough.
3.3. Supportive Technologies
The use of supportive technologies in a videoconference environment can greatly
enhance student engagement (Hinger, Mrazek Woods, 2005). These technologies
can range from synchronous tools that can increase interaction and allow the
sharing of resources to asynchronous tools that engage student outside of the
classroom in discussions, assignments, and course content. The selection of the
appropriate supportive technologies is dependent upon the course objectives,
and the instructor. In this researchers opinion, it is important to focus on the
outcomes of the course and then identify tools and strategies for engaging
students with the content.
3.4. Instructor Preparation
Teaching in a videoconference environment requires more preparation than
teaching in a traditional classroom environment. Instructors have commented
that it is not just a matter of reformatting lessons and content, but in many
cases it forces them to re-evaluate their teaching practice (Hinger, 2007). It
starts with a deeper evaluation of course objectives, followed by an evaluation of
the most appropriate tool for engaging students and meeting the course
objectives. Once the tools have been identified, it is important that instructors
are given time to gain a comfort with the technology prior to the first day of
class. Resources must be available ahead of time, and often reformatted for
effective use in a videoconference environment. Although instructors comment
on the increased time commitment to teach in a videoconference environment,
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most emphasize the value and opportunities it provides their students far
outweighs the time commitment (Hinger, Mrazek, Woods, 2005)(Hinger, 2007).
3.4. Rapport
Another common theme from videoconference research is the importance of
creating rapport with students at a distance. Videoconference technology by its
nature
creates
a
barrier
between
remote
participants.
Successful
videoconference instructors use the first few classes, and addition asynchronous
online activities, to engage in activities that break down this artificial barrier. The
utilization of these activities provides the opportunity to increase both studentstudent rapport and student-instructor rapport. It also allows participants to
familiarize themselves with interacting in a videoconference and within an online
environment. Instructors and students report that in effective videoconference
classes, the technology quickly fades into the background and the class operates
as if all the participants were together in the same room (Hinger, 2007).
3.5. Promising Practices
Student engagement in a videoconference environment can be greatly enhanced
by ensuring the most effective and appropriate use of the technology. These
include appropriate planning, environment design, supportive technologies, along
with student and instructor comfort with the technology. The following is a list of
recommendations based on several research projects that spanned k-12 and
post secondary videoconference course delivery.
3.5.1. Technology
Ensure the technology is configured and working properly
 Ensure quality, consistent, uninterrupted and echo free audio at all sites
 Involve instructors and educational technologists in videoconference room
design
 Ensure cameras are placed appropriately to create the illusion of eye contact
with remote students.
 Identify and build appropriate supportive technologies into the learning
environment.
3.5.2 Instructor Preparation





Plan and prepare learning strategies and outcomes well in advance
Identify and prepare appropriate supportive technologies
Develop comfort with the technology prior to the first day of class
Ensure the availability of online resources, readings and activities
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3.4.3 Ongoing practices








Identify student technical videoconference facilitators at each site
Build in student training to increase comfort with technology
Establish strong student-instructor and student-student rapport
Set expectations for feedback and student interaction
Use appropriate supportive technologies when ever possible
Use a variety of teaching strategies and technologies
Limit lectures to 10 minutes at a time

4. Conclusion
Videoconferencing technology can be an effective pedagogical tool when used
appropriately in combination with supportive technologies. Advancements in the
technology itself and the addition of interactive web tools are offering new
opportunities to engage our students in meaningful learning environments at a
distance. Continued collaboration and sharing of promising practices in the use of
the technology will increase its effectiveness as a pedagogical tool. As
instructors, we must continue to evolve our teaching practice and select the
appropriate blend of tools to ensure we are creating engaging and meaningful
learning environments for our students.
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Abstract
This paper builds on the concepts established by Wenger (1998) and Lave and Wenger
(1991) that support the use of communities of practice to develop professional learning
communities for organizational learning and growth. In 2007 the Centre for the
Advancement of Excellence in Teaching and Learning (CAETL) at the University of
Lethbridge (U of L) began developing informal communities of practice through Talking
about Teaching events for faculty. These events provided opportunities for faculty to
gather and have facilitated conversations around specific educational topics related to
teaching and learning within the institution. In 2009 the Centre began expanding these
informal learning environments to include formal and informal communities of practice.
This paper will explore faculty and support staff perceptions of the effectiveness of these
communities of practice to improve teaching practice and classroom innovation.

Keywords: Communities of Practice – Higher Education – Teaching Methods –
Professional Development – Classroom Innovations

1. Introduction
In 2006 the Centre for the Advancement of Excellence in Teaching and Learning
(CAETL) was established at the University of Lethbridge (Alberta, Canada). The
centre‘s mandate is to ―provide leadership and support for a comprehensive
program of teaching development, ... promote and sustain outstanding and
inspirational teaching in a vital and engaging learning environment, ... advance
creativity, originality, and discovery in teaching, ... (and) promote and enhance
... the professional development of university level teachers and lecturers‖
(CAETL, 2010). Addressing the critical tasks inherent in this mandate is, we
argue, best addressed by the creation of communities of practice whose
members ―share a passion for something they know how to do, and interact
regularly in order to learn how to do it better‖ (Wenger, 2004, p. 2). The role of
CAETL in this context is not to manage knowledge for faculty but rather, as
Wenger suggests, to enable the faculty (community) members to do so
themselves. To this end, the centre‘s objectives include (CAETL, 2010)
 fostering communities of practice to enhance and celebrate excellence in
teaching and learning,
 extending and facilitating the University‘s commitment to a scholarship of
teaching,
 leading the integration of best teaching practices, including the effective use of
emergent technologies for teaching and learning, and
 promoting open communication regarding teaching and learning.
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Productive communities of practice require support for ―mutual engagement in a
process of practice development‖ (Wenger, 2004, p. 4) energized by focus on
practical and shared components of common tasks. The fundamental structure of
CAETL, the leadership provided by the CAETL board, and the nature of the
centre‘s activities support the development of communities of practice within a
campus-wide professional learning community engaged in the constructivist
process of ―making sense of information and experience‖ (Hord, 2009, p. 41).
Thus, strategic implementation of the centre‘s objectives focus on programs to
provide direct support for all teachers (faculty, instructors, and graduate
students) regarding all aspects of teaching and learning, including:
 communication with external communities of teaching professionals,
 access to teaching and learning research and resources,
 assistance with the effective integration of teaching-learning technologies,
 leadership in curriculum development and effective teaching practices,
 resources for the development of blended and online curricula, and
 creation of space and time to facilitate professional collaboration.
The Centre for the Advancement of Excellence in Teaching and Learning is
governed by a council which includes representatives from the university‘s
academic community, four CAETL Teaching Fellows (nominated by their
respective faculty/school) and two Board of Governors Teaching Chairs. This
council is charged with the oversight of CAETL with respect to the centre‘s core
purpose of providing leadership to attain the highest possible standards of
teaching and learning. In July 2006 the first Teaching Fellow was appointed to
CAETL, followed by the appointment of a second Fellow in September of the
same year. These first CAETL Teaching Fellows, with the support of the
university‘s Curriculum Re-Development Centre (CRDC), initiated a program of
collaborative professional activities to promote and support excellence in
teaching and learning. These initiatives included faculty seminars on specific
topics related to effective teaching and learning, recognition of instructors
identified by the institution for excellence in teaching, production and online
dissemination of video interviews with instructors recognized as exemplary
teachers, and opportunities for collaborative discussion regarding issues in
teaching and learning. As the culture of teaching in academia evolves rapidly
away from elitism and isolationism, and moves toward the creation of
collaborative communities of professional practice (Buckley & du Toit, 2009), the
importance of the strategic activities of CAETL in growing and sustaining these
communities of practice is recognized and validated.

2. Background
Communities of professional practice invoke concepts of social learning theory to
redefine the work of institutions (Wenger, 1998); and are thus recognized as
critical components of knowledge management – providing the members of
institutions of higher education with the ability to maintain productive currency
(in this context, ―educational currency‖) in an ever-evolving environment
((Wenger, McDermott, & Snyder, 2002). In educational organizations, the vital
knowledge of such communities (also often referred to as ―professional learning
communities‖) is focused on enhancing student learning and the necessary
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improvement of teaching quality to promote enhanced learning (Hord, 2009).
While such communities may assume a variety of structures or operational
modalities, Wenger, McDermott and Snyder (2002) suggest that effective
communities of practice guide participants‘ learning to give meaning to their
actions. Further, it can be argued, the foci of meaningful communities of practice
continually evolve with those communities‘ ever-evolving environments and
exigencies.
The evolution of communities of ―interest‖ into communities of ―practice‖ (Burns
& Dimock, 2007) is characterized by a goal-oriented focus on application of
collaborative learning to meet commonly-identified objectives and outcomes. In
the context of teaching in higher education, such common objectives can be
posited to include the development of teaching strategies to enhance student
learning outcomes. Consequently, activities of the Centre for the Advancement of
Teaching and Learning at U of L address topics such as assessment of learning,
teaching and learning styles, interactive learning, curriculum design, and
technologies for teaching. As well, CAETL designs and delivers a program focused
on fundamental teaching skills for graduate students who are assigned teaching
duties, to provide support and professional development opportunities to this
specific community of future university and college educators. These graduate
student teaching assistants (TAs) are additionally encouraged to participate in all
CAETL events, as members of a larger community of practice focused on the
enhancement of excellence in teaching and learning. Institutions of higher
education are recognizing communities of practice as critical components in the
enhancement of teaching to meet the needs of 21st century learners (Smith &
MacGregor, 2009). Communities of practice are often defined by the members‘
mutual engagement in a joint productive enterprise (Wenger, 1998), which for
university faculty is increasingly recognized as being the improvement of
teaching and the concomitant enhancement of student learning. While faculty
research agendas are certainly individual in nature, excellence in teaching is
commonly identified as a collective and communal priority (Hakin, 2007); and
creating communities of practice around this enterprise may (should?) create
communities of mutual emphasis on and accountability for continuous
professional improvement (Wenger, 1998).
Communities of practice are purposefully designed to develop members‘
capacities, and build and exchange knowledge (Wenger & Snyder, 2000).
Membership in such communities can be ephemeral, as members select
themselves in response to their own identified learning needs, and the
communities thus exist only as long as there is interest in maintaining the group
to meet its members‘ needs. Fogarty and Pete (2010) identify essential criteria
for sustainable professional learning communities. Sustainable communities of
practice are venues for collegial collaborative conversation which provide
members with relevant and practical learning when it is needed. Meaningful
community of practice activities ―allow participants to make real-world
connections to their every day work‖ (Fogarty & Pete, p. 34). Self-sustaining
communities of professional practice generate and disseminate collaboratively
validated knowledge – knowledge that is meaningfully relevant to the commonly
held goals of its members. In this context professional growth and change is
focused beyond mere knowledge acquisition, and rather on the processes of
social participation and practice in the generation of practical and immediately
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applicable knowledge (Ash, et al, 2009). Consequently, the fundamental
priorities of CAETL has been, and continues to be, (a) the creation of a climate
for the genesis of communities of practice focused on excellence in teaching and
learning, (b) support for and facilitation of the on-going evolution and growth of
these communities, and (c) the meaningful dissemination of the knowledge
generated by community activities.

3. Creating Community
To address it‘s primary mandate, the Centre for the Advancement of Excellence
in Teaching and Learning, has implemented and facilitated numerous and various
activities and processes – formal and informal in structure, synchronously and
asynchronously delivered; narrow and broad in scope, specific and general in
focus, unique to specific members and open to all comers – in order to optimize
opportunities for instructors to create communities of practice and professional
learning communities around excellence in teaching and learning. These varied
and various communities and community activities have engaged members from
both narrowly defined groups and the larger population of instructors at the
university; while the foci has similarly addressed a wide range of topics from the
specific to the general, in a plethora of formats (see Table 1).
Table 1: Communities of Professional Practice – Activities
Activity

Format
Face-to-Face:
Presentation
and
CAETL
Discussion,
Podcast
Speaker
Posting
and/or
Seminar
Videoconference
Series
Presentation
and
Collaboration
(of
some
events)
Face-to-Face:
Roundtable Discussion,
Talking About Videoconference
Teaching
Presentation
and
Collaboration (of
some
events)
Graduate
Face-to-Face:
Student
Professional Development
Teaching
Activities,
Collaboration
Assistant
and Discussion
Workshops

Focus
Membership
Current Issues
in Teaching and
Learning,
Educational
All
Research,
Instructors
Recognition
of
Excellence
in
Teaching
Current Issues
in Teaching and
All
Learning,
Instructors
Collaborative
Learning
Fundamentals of
Effective
All Graduate
Instructional
Students
Practice
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Activity

Teaching
Appreciation
Days

Format
Face-to-Face:
Professional Development
Activities,
Roundtable
Collaboration,
Research
Presentation
and
Discussion,
Videoconference
Presentation
and
Collaboration

CAETL
Website

Online:
Web
Pages,
Resource
Links, FAQs, Podcast Links,
News Forum, Blog

Faculty
Professional
Networking
Site

Online:
Communities of Practice,
Blog, Discussion Forum,
Resource Links, Podcast
Links,

Formal
Professional
Development
Activities

Face-to-Face & Online:
Topic-Specific
Presentations
and
Workshops, Collaboration
and Discussion Technology
Support,

Informal
Collaborative
Workshops

Face-to-Face & Online:
Topic-Specific
Presentations
and
Workshops,
Informal
Collaboration,

Teaching
Excellence
Video
Vignette
Series

Online:
Video Podcasts

Focus

Membership

Current Issues
in Teaching and
Learning,
Collaborative
All
Learning,
Instructors
Celebration
of
Excellence
in
Teaching
Dissemination of
Knowledge,
Professional
Collaboration,
Current Issues
in Teaching and
Learning
Professional
Collaboration,
Current Issues
in Teaching and
Learning
Professional
Collaboration,
21st
Century
Teaching
and
Learning,
Blended
and
Online
Course
Delivery
Professional
Collaboration,
21st
Century
Teaching
and
Learning,
Blended
and
Online
Course
Delivery
Current Issues
in Teaching and
Learning,
Celebration
of
Excellence
in
Teaching

Public

All Faculty

FacultySpecific
Teams

Ad Hoc by
Informal
Invitation

Public

Through these various professional learning community activities and support
structures, CAETL has been able to address a wide range of important topics
related to excellence in teaching and learning. Community activities have focused
on concepts such as: defining excellence in teaching, effective student
assessment, teaching and learning styles, interactive learning in physical
sciences, personal learning in fine arts, case-based learning in research methods

257
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

courses, effective use of learning management systems, sensitive issues in the
classroom, supervision of graduate student research, humanistic teaching
approaches, innovative course designs and teaching methods, course evaluation,
21st century students, critical thinking skills, effective use of technologies for
instruction, creating engaging course content and delivery, the multicultural
classroom, introduction to being a teaching assistant, classroom interactions and
management, effective classroom discussions, and preparing an effective lesson
or presentation. In order for communities of professional practice to continue to
meet the needs of their constituencies, they must be supported by dedicated
financial and management infrastructures (Wenger, 2000). The University of
Lethbridge, through its Centre for the Advancement of Teaching and Learning,
has clearly identified support for communities of practice which are focused on
teaching and learning as both a current and future priority.

4. Lessons Learned
Through the various activities outlined in Table 1, CAETL has aspired to find the
balance between structured community of practice events and member driven
activities. Initial seminar speaker series events were based on topics identified
through a faculty needs assessment in an effort to provide professional
development opportunities for instructors interested in working on specific
aspects of their teaching. Experienced instructors would offer lectures on various
educational topics and practices in a traditional lecture style format. Although the
seminars were relatively well attended, they offered little opportunity for
discussion among faculty.
At the opposite of the spectrum, informal social gatherings were scheduled to
provide an opportunity to allow faculty to lead the discussion in any direction
they felt important to their teaching needs. These sessions were well attended,
and although engaging conversation ensued among the participants, it lacked the
necessary structure to build community momentum outside of the informal
gathering.The balance between informal and formal structure for community of
practice events is dependent upon the individuals who make up the community
of practice (Wenger, 2000). The successful events created enough structure to
guide the conversation and maintain the focus of the event, while allowing
flexibility for faculty to share openly and lead the conversation in the direction
the participants felt was most beneficial to them at the time (Fogarty & Pete,
2010). Based on this experience, the design of our community of practice events
varied depending on the target audience and focus of the group.
Cross-faculty talking about teaching sessions held for all instructors at the U of L
are structured based on specific topics. The agenda for these events are created
by the CAETL core working group, which includes teaching fellows, and university
instructional designers. The sessions are led by CAETL and usually focus on a
specific educational topic that has been identified as an area of interest from
previous events. Large informal group discussion following short presentations
have proven to be the most successful format for these events. The
conversations and momentum created within these events has developed into an
informal community of practice which spans various departments and faculties
across the institution.
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Within specialized communities of practice created to support specific teaching
and learning initiatives such as Blended Learning, more informal events have
proven to be highly successful. CAETL facilitates the community by establishing
dates and times, but the focus for the event is left entirely up to the community
(Fogarty & Pete, 2010). Participants often volunteer to present interesting
aspects of their courses, which generate into engaging conversation both inside
and outside of the formal event.
Outside of these formal and informal gatherings CAETL has discovered the need
for promotion and recognition of outstanding teaching and learning among
faculty is necessary to encourage greater involvement and validation for teaching
and learning communities of practice (Wenger, 2000). To this end the Centre has
created monthly teaching profiles to highlight specific instructors who exemplify
specific teaching practices. These video profiles support the larger learning
community being developed and allow student voices to influence the
conversation.
Several attempts have been made to engage the communities of practice in
asynchronous online environments through blogs, social networking tools and
wikis with little sustainable interest. The results in all cases have been a high
level of engagement during the initial creation of the online community site, with
little actual contribution from the community itself. This lack of involvement in
the online community is believed to be a result of the demographic of the
members of the communities. They are consumers of online information and
contributors to more traditional forms of media. This is further supported by the
overwhelming enthusiasm of faculty to write articles for CAETL related
publications, including the website.
CAETL is truly designed as an faculty led organization interested in supporting
and nurturing the teaching and learning needs of the faculty. Although CAETL
has strong support from the Office of the Vice-President Academic (VP-A), it
operates independently from the VP-A. This contributes positively to the sense of
community ownership faculty feel for CAETL and the communities of practice it
supports.

5. Conclusion
Communities of practice to support faculty professional development at the
University of Lethbridge have been highly successful thanks to the innovative
approaches of CAETL. The activities designed to support these communities have
evolved over the last four years to incorporate the right balance of structure,
format, and activities to meet the teaching culture within the institution. CAETLcreated online materials, newsletters, and teaching profiles provide the external
influence necessary to sustain the communities outside of the formal events,
while the face-to-face gatherings provide faculty with the opportunity and
freedom to share and grow together as a community of educators interested in
enhancing teaching and learning at the University of Lethbridge.
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Abstract
Creighton University, a private Jesuit institution in the Midwest United States, included a
Pipeline to College Program to increase the awareness of 200 middle school students of
health careers, preparation for those careers, including the importance of school
achievement in science and mathematics. Pipeline activities included hand-on science
and mathematics activities and presentations by medical and education professionals.
Quantitative and qualitative research results reveal that the Pipeline activities
successfully impacted student awareness of health science careers, college preparation,
and the importance of academic achievement.
Focus group themes revealed an
extensive appreciation for hands-on science experiences, particularly dissection and labs
with chemicals, inspiring students towards health career goals.

Keywords: health science outreach - middle school science - underrepresented groups
in medical careers

1. Rationale for the Program
For decades the need to meet escalating demands on the nation‘s health care
industry has been recognized, particularly the need to increase the minority
representation in medicine (AAMC 1970; AAMC 1978; AAMC 1992). Many
minority students are unaware of allied health professions, and others simply do
not perceive allied health disciplines as attractive career options. Students from
disadvantaged backgrounds may not recognize the cause and affect relationship
between pre-college academic achievement and the eligibility to pursue
professions in college (Houtz & Kosoko-Lasaki 2006). Science learning research
documents the growing power informal settings have on enhancing students‘
science knowledge, increasing interest in the field and accommodating different
learning styles (Robertson, 2001; Houtz & Kosoko-Lasaki, 2006; Houtz & Quinn,
2006).
Researchers, educators and policymakers are paying increased attention to what
happens in middle school, largely due to emerging evidence that middle school
academic achievement, behavioral patterns, and parental influence impacts high
school completion and college enrollment. Fashola and Slavin (1997; 1998)
found that middle school programs that were personalized, provided academic
support, and linked students to college campuses were effective in stemming
dropout rates and increasing college enrollment. Gandara‘s and Bial‘s (2001)
assessment of several intervention and outreach programs across the nation
found that long-term and all-encompassing intervention programs that begin
before high school are the most effective. Studies by Houtz (1995) and Parker
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(2000) revealed that student attitudes, feelings, and perceptions of science are
important for science achievement and selection of science related careers.

2. Goals of the Program
Creighton University (CU), a private Jesuit Institution in the Midwest United
States, implemented the College Access Challenge Grant Pipeline to College
Program as a comprehensive response to the problem of under-representation of
economically and/or educationally disadvantaged persons in the nation‘s
healthcare workforce. The over-arching objective of the program was to provide
students from underrepresented groups, opportunities to learn about the health
occupations. The long-term goal is for these students to someday become health
professionals themselves, and to help bridge the gap of health disparities in the
underprivileged population in our society and our world. The purpose is to help
middle school students consider future career and life choices, and to encourage
those with an interest in math and science to explore possible health careers.
The program objectives for the middle school participants were designed to
encourage students to maximize their potential and to acquire the knowledge,
skills and dispositions to pursue a health profession.

3. Program Objectives
The objectives were to develop the competitive potential of 200 middle school
students (grades 6-8) each year as follows:
1. Increase awareness of health and wellness issues and how these issues are
related to math and science through enrollment in a Health Careers Club (HCC).
2. Increase the exposure of and interest in health careers HCC participants each
year by providing role models and interactive math and science activities.

4. Hypotheses
a) Students who participate in CACGP programs including the HCC are more
likely to increase their awareness of health and wellness issues than students
who do not participate.
b) Students who participate in CACGP programs including the HCC are more
likely to increase their perception of the importance of the study of math and
science than students who do not participate.
c) Students who participate in CACGP programs including the HCC are more
likely to increase their awareness of and interest in health careers than students
who do not participate.
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5. Participants
Students were targeted in sixth through eighth grade in three urban schools in
Omaha, Nebraska USA, that serve mainly disadvantaged students—Jesuit Middle
School, McMillan Magnet School, and King Science Center.
Up to 200
educationally and environmentally disadvantaged students were eligible for
nomination to the program by demonstrating evidence of low family income (as
evidenced through school records for the free/reduced price lunch program)
having a 2.5 grade point average or above (on a scale of 1-4), and expressing an
interest in a health professions career. By showing continuous interest in
participating in the program, students were given the opportunity to participate
each academic year for two years. A total of 257 students were identified as
eligible for participation and were administered the pretest.

6. Program Procedures
The participating students experienced active engagement activities, and
observed and worked beside health professionals. Interested students from the
target populations were chosen to participate in a Health Careers Club (HCC)
designed to expose them to health professionals and role models, and to develop
their academic skills in math and science. Meetings were held at each target
school so transportation would not be a barrier for participating students. In
addition, the schools provided space and class time for guest speakers, lessons,
and field trips.
During the 2008-2009 academic year, opportunities for student participation and
involvement started off slowly, and gradually increased. Exactly 129 participants
had opportunities to attend and participate in presentations such as fetal pig and
cow eye dissections by Creighton health professionals.
Science Education
students presented units of hands-on lessons on Earth Science and on
Neurological Disorders at Jesuit Middle School. Students attended the Latino
Leadership Conference and took tours of Creighton‘s campus health science
training facilities.
In Summer 2009, 58 students from one of the pipeline
schools, King Science Center, could be scheduled into the Health Careers Club.
Those attending participated in dissections of cow eyes, brains, and the heart
and toured the Anatomy Lab. The HCC participants also explored chemistry and
physics concepts with activities including ―Plastic Bag Ice Cream‖ and ―Slime and
Polymers.‖
During the 2009-2010 academic year, 130 students participated in similar
activities, with an additional emphasis on mathematics. Science Education
students presented units of interactive lessons on physical science topics such as
elements, compounds and mixtures, and life science topics such as immunology.

7. Methodology
To assess the program‘s success in achieving its desired outcomes, the
Evaluation Specialist incorporated multiple methods, quantitative and qualitative,
direct and indirect, embedded and ongoing, to systematically measure
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knowledge of and attitudes towards health careers, and perceptions of the
importance of the study of math and science. In addition to feedback forms on
individual offerings, the Health Careers Survey Pretest and Posttest were
administered and a Focus Group Protocol was conducted. (All instruments and
protocols are available by request.) These provided measures of students‘ a)
awareness of health and wellness issues and how these issues are related to
math and science and b) awareness of and interest in health careers.
Threats to Internal Validity related to the participants include their history,
maturation, and nature of the program selection process. Threats to External
Validity include the inability to generalize beyond the groups in this experiment,
the inability to generalize beyond this program, and the interaction of history.

8. Pretest-Posttest Health Careers Surveys
The major component, a quantitative quasi-experimental design consisted of
pretest and posttest surveys of classes of students in the three participating
schools. The survey asked for the student‘s name, plus three demographic
questions (school, grade, gender), a question about career forethought,
questions rating the student‘s perception of the importance of the study of math
and the study of science, and questions rating the student‘s likelihood of going to
college and pursuing a health science career. In addition, students were asked
to list as many health careers as they could and indicate their level of awareness
of the training and responsibilities of a person with that career. Pretest surveys
were completed by a total of 257 students early in fall semester 2008, prior to
opportunities to participate in CACGP offerings.
Posttesting was completed at the end of the 2-year funding period, May 2010.
During posttesting, students completed checklists of their involvement to
determine the correlation between participation and survey results.
The experimental group consisted of 62 students who fully participated in
program activities and who also completed both the pre- and posttest. The
comparison control group consisted of 55 students with similar demographics of
school, grade and gender, who met eligibility requirements but did not
participate in program activities, yet had completed both pre- and posttests.
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9. Summaries of Research Results
9.1 Career Forethought
Survey Question: “Have you thought about what you would like to do when
you are an adult?”
0. _____ I have not thought about it at all.
1. _____ I have thought about it a little.
2. _____ I have thought about it some, but keep changing my
mind.
3. _____ I have a pretty good idea of what I want to do.
4. _____ I am certain about my plans for my future.
Pretest results reveal that, whether male or female, private or public school, by
the time students enter sixth grade, 95% have given some thought to what they
would like to do as an adult. About 44% indicated they had a good idea about
their career plans, but only 19% indicated they were certain. Only 2 students (<
0.5%) of the 199 respondents to the question about career forethought had not
given any thought to their future.
At posttesting, the range of certainty remained unchanged for students who did
not participate. After active participation in program activities, the percentage of
students who have a good idea or are certain of their future plans significantly
increased.
9.2 Likelihood of Going to College
5.
4.
3.
Definitely Probably Possibly

2.
1.
Maybe Not
Likely

0.
No
Way

On the pretest, only 138 of 257 (53.7%) of surveyed students answered this
question.
Almost all students at Jesuit Middle School did respond to the
question, and all JMS respondents indicate they will ―Probably‖ or ―Definitely‖ go
to college. In the other school settings, those that did respond also had high
percentages indicating they will probably or definitely go to college. Less than
1% of item completers indicated there was ―No Way‖ they would attend college.
The posttest again indicated that 100% of the young men at Jesuit Middle School
have their minds set on attending college. Lower percentages were indicated at
the two public schools (78% definitely or probably), and these figures showed no
significant differences from pre- to posttest nor across the experimental or
control groups.
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9.3 Likelihood of Pursuing a Health Science Career
5.
4.
3.
Definitely Probably Possibly

2.
1.
Maybe Not
Likely

0.
No Way

On the pretest, even though the student participants indicated a strong likelihood
of attending college on the pretest, only 10% indicated they would definitely
consider a health science career, but another 58% would maybe or possibly or
probably consider it. Ten percent said they are ―not likely‖ and 25% said, ―No
Way.‖
Posttest results of the control group showed no significant difference in these
findings. However, the experimental group indicated a significant increase in
their likelihood of considering pursuit of a health science career.
9.4 Perception of the Importance of the Study of Mathematics
Survey Question: How important do you consider your study of math in school?
Very important Somewhat important
Neutral
Somewhat unimportant
Not important
4________________3________________ 2 _______________1_________________0

Pretest results revealed that most students recognize that the study of
mathematics in school is ―somewhat‖ or ―very important‖ in school, averaging
3.3 on the 4.0 scale. These results were unchanged from pretest to posttest,
with no significant difference between experimental and control group.
9.5 Perception of the Importance of the Study of Science
Survey Question: How important do you consider your study of science
in school?
Very important Somewhat important
Neutral
Somewhat unimportant
Not important
4________________3__________
2 _______________1_________________0

Pretest results again revealed that most students recognize that the study of
science in school is ―somewhat‖ or ―very important‖ in school, averaging 3.17 on
the 4.0 scale. These results were unchanged from pretest to posttest for the
control group. Posttest results for the experimental group revealed a significant
increase in perception of the study of science from pretest to posttest, and a
significantly higher score in the experimental group than in the control group.
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9.6 Health Career Awareness
To determine students‘ awareness of health career options and preparation,
students were asked to list as many health careers as they could and to indicate
their level of awareness of the training and responsibilities of a person with that
career. Table x lists those careers in order of frequency, with the respondents‘
self-perception of their awareness of the training and responsibilities averaged.
Survey Item: List as many health careers as you can.
Of the 257 total respondents on the pretest, 35 (13.6%) left this section blank,
not identifying any health science careers.
Pretest results reveal that a significant number (353/1580 or 22.3%) of health
careers listed were deemed ―Inappropriate,‖ that is, the identified occupation
was outside the parameters of a health career. Examples of responses counted
as inappropriate include choreographer, teacher, chef, daycare provider, mother,
principal, engineer, architect, lawyer, pessimist and NFL.
At the time of pretesting the most frequent appropriate examples were
consistent across schools, grades, and gender groups, and consisted of
commonly known health careers – doctor, nurse, dentist and pediatrician.
Posttest surveys revealed that presentations by or about specific health
professions impacted student awareness. For example, after presentations by
ophthalmologists, students specifically identified ―ophthalmologist‖ or ―eye
doctor‖ as a career option. After participating in dissections with medical school
students, participants identified medical careers involved in surgery.
9.7 Student Perception of Knowledge of Health Career Training.
Survey Question: Next to each [health career listed by student],
indicate your level of awareness of the training and responsibilities
of a person with this career.
5.
4.
3.
2.
1.

I know exactly what it takes
I have a pretty good idea
I have some awareness
I have a vague idea
No clue

Top
Careers

10 Average Perception of Awareness of Training and
Responsibilities [Pretest findings]

Doctor/Physician 3.09
Nurse
3.56
Surgeon
2.65
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Dentist

2.35

Optometrist
OB/GYN

1.88
2.55

Pediatrician
Paramedic

3.21
3.11

Pharmacist
Therapist

1.97
2.05

The investigator is aware that these responses are student perceptions - a
student‘s own rating of his or her own knowledge of what it takes to become a
specific health professional.
With any perception of knowledge item, the
respondent ―doesn‘t know what he doesn‘t know.‖ At any rate, it is interesting
to see that, for the most part, at the time of both pretesting and posttesting
students think they have only a vague idea or some awareness of the training
and responsibilities of persons in a narrow range and limited number of health
careers.
At the time of pretesting, students had high expectations about attending
college, a fairly strong recognition of the importance of the study of math (3.3 on
a 4.0 scale) and science (3.17 on a 4.0 scale), but only a moderate interest in
pursuing a health science career. At the same time, they had limited information
about health science career options and only meager notions about what training
is required. This population was ripe for cultivating for health science careers.

10. Focus Groups
To obtain rich qualitative data from a significant population of participants, focus
groups were conducted. Twelve students from Jesuit Middle School and thirteen
from McMillan Middle School with extensive involvement in CACGP offerings over
time were purposefully identified as informants in focus groups near the
completion of the funding period.
Students completed checklists of their
involvement, and then responded to the questions asked from the focus group
protocol.
The theme that occurred with the most frequency involved an
appreciation for the hands-on experiences
inside and outside the school
settings. Students' responses indicated they enjoyed the hands-on science
activities and were subsequently motivated to do better in science. This is the
same predominant theme identified in other outreach projects offered by
Creighton University (Houtz & Kosoko-Lasaki 2006; Houtz & Quinn 2006). Most
frequently, participants mentioned lessons related to the structure and function
of complex organisms, particularly dissection as having the biggest personal
impact. ―I learned how a sheep‘s brain and a cow‘s eye are not much different
from ours.‖ Many students indicated that dissections inspired them to be a
surgeon.
Secondly, students indicated an appreciation for the activities that involved
mixing chemicals. ―I learned that if you mix different chemicals, you could make
new things.‖
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When asked, "What does it take to become a health professional?", student
responses evidenced a recognition of the need for training, schooling, and
practice, a knowledge of anatomy, and skill and steadiness for performing
surgery. When asked, "What does health professional training mean for your
study of math and science in school now?", even with probing, student responses
did not seem to make the connection between academic performance in school
now with the opportunity to pursue a medical career in their future. Comments
mentioned a need to study the human body in science and measurement skills in
math, but that was all.

11. Discussion and Recommendations
From the information provided to the Evaluation Specialist, the objective of
recruiting 200 students was met, at least for the purpose of pretesting. At least
129 of these students participated in activities provided in schools, and 58 in the
summer offerings. Recruitment became easier once the project personnel worked
with the Middle School Learning Center Initiative for after-school activities, as
reflected by participation in the summer opportunities. It is not evident that all
the students at all 3 target schools had opportunities to participate in all the
varieties of offerings of the program. Reasons shared including the program not
starting until October, middle school faculty overextension, school curriculum
revision concerns, and timing.
Facilitators of outreach programs must recognize the need to coordinate and
publicize opportunities with the cooperating schools well in advance. Press the
schools to promote and fill the summer offerings, as committed in the district‘s
letter of support. Continue to work with the Middle School Learning Center
Initiative to coordinate after school activities.
Be sure the Activities Checklist is specific to the opportunities provided to the
Pipeline to College participants in the identified grades from Jesuit Middle School,
King Science Center, and McMillan Magnet Center. The list I was provided
appears to include activities across other outreach programs with number totals
not clarifying numbers of pipeline participants.
Be sure the list is thorough, identifying all the opportunities, not just the science
presentations. Check that program offerings are being incorporated, planned,
and identified on the checklist.
In particular, evidence is needed that
participants are exposed to health careers and that presentations incorporate
interactive math.
Be sure presenters convey and repeat the intended learning outcome of the
activity so that student participants can correctly interpret and articulate the
science or mathematics content, concept or process skill, not just the intriguing
vehicle for presentation. For example, students should be able to identify the
properties of a colloid, not just that ―we made cool slime.‖ Include the distinction
or connection between experiencing the activity, learning the concept, academic
performance, and the steps towards a health profession.
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Pretest and posttest surveys that were administered at Jesuit Middle School
under the supervision of Education Preservice Teachers were more likely to be
completed thoroughly. Have a Pipeline staff member administer surveys and be
available to interpret questions and to monitor the surveys for thoroughness.
Posttest surveys were simplified to result in less confusion and more reliable
responses. As a result of the preponderance of inappropriate responses to the
pretest survey item regarding identification of health careers, this item was
modified on the posttest to limit misinterpretation of the question by student
respondents.
Emphasize the importance of academic success, performance in the classroom
and achievement in science and mathematics, and their cause-effect relationship
to pursuit of career goals in the health sciences.
Assessment Instruments, including the Health Careers Survey Pretest and
Posttest, the Formative Evaluation Feedback Form, Focus Group Protocol Outline
and transcriptions, and the Activities Checklist are available on request.
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Abstract
The purpose of this research was to study the relation between justice, trust, and
organizational commitment in Shahre- Kord's schools. Statistical population of the study
was all administrators who were employed in academic year 1387-1388. Statistical
sample was calculated randomly at 60 using Kohn's formula. Research method was
correlative and research instruments included: Beugr's organizational justice (1998),
Nyhane and Marlowe's organizational trust (1997), and Mayer and Allen's organizational
commitment (2004). Construct validity for mentioned instruments was calculated at
0.98, 0.91 and 0.86 respectively. Research findings showed that: 1- there was a
significant relation between organizational justice with interpersonal trust and systems
trust (P=0.00, R2=0.73), 2- there was significant relation between organizational trust
and normative commitment (P=0.02, R2=0.186), and there showed significant relation
between organizational trust indices and affective commitment (P= 0.02, R2= 0.126)
and continuous commitment (P=0.04, R2= 0.176).

Keywords: justice - trust- organizational commitment- schools- administrators.

1. Introduction
In schools, as small educational organizations, trusts in schools and among
employees are two important factors that were first addressed by Luhmann
(1979). Interpersonal trust, as Nyhan and Marlowe define, is trust to officers and
organization as a whole. These two types of trust have significant relation with
organizational justice (Lind, 1997). Decotiis (1991) defines organizational justice
as employee's perceptions that organizational process are fair and equal (P.
0.273). Justice in educational organizations leads to satisfaction and
effectiveness. Sheppard (1992) believes that justice brings legitimacy that in
turn will cause system acceptance and is a good reason for administrator's
commitment to school. Mowday (1979) believes that there are 4 factors that
bring commitment to organization including work experience. Research findings
show that justice in educational organizations leads to positive results such as
employees satisfaction (Folger, 1989), group solidarity and participation (Cobb,
1995). Since justice and trust in educational institutions can lead to employees'
commitment, researches executed these relations in Shahre- Kord schools.

272
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

2. Research review
Since 1950, organizational commitment became a popular topic for research
among researchers in the areas of organizational behavior, management, and
industrial psychology (Karim and Noor, 2006). Factors that lead to organizational
commitment are personal characteristics, job, experience, and organizational
structure (Steers, 2005). Also, size, culture, leadership styles, and human
resources management (Fiorito, 2007).
Organizational commitment has been described in detail as one of the key
factors in forming relation between individuals and organization. Fiorito (2007)
argues that organizational commitment leads to effectiveness, higher
performance and satisfaction. Mayor and Allen model of organizational
commitment (2004) consist of three dimensions: affective, having the feeling of
identity; continuous, tendency to stay in organization, and normative
commitment.
Organizational justice often points to fairness in organization and employees
perceptions regarding how people are treated equally in organization, in terms of
resources allocation, and economic and social transaction. Organizational justice
can lead to positive results in organization such as increase satisfaction and
organizational citizenship behavior. These consequences may result in
organizational effectiveness and efficiency (Shappard, 1992). It is evident that
lack of justice can lead to negative results and impose heavy costs on
organization, such as dissatisfaction, and displacement.

3. Method
Since, the purpose of this research was to study the relation between
organizational trust, organizational justice, and organizational commitment in
shahre-kord high schools in academic year 2008-2009 , research method was
correlative and statistical sample was 60 who were selected randomly . 3 main
hypotheses were constructed as follow:
1. There is relation between organizational justice and organizational trust
items.
2. There is relation
commitment items.

between

organizational

justice

and

organizational

3. There is relation between organizational trust and organizational commitment
items.
Data were collected by using
their questionnaires consist of Beugre,s
organizational justice , Nyhan and Marlowe‘s organizational trust inventory
(1997) and Allen & Mayer‘s organizational commitment questionnaire (2002) ,
which consist of 35 , 12 , and 18 items respectively .
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4. Results
Findings showed that there is significant relation between organizational justice
with system trust and interpersonal trust (P=.000). Also, there was significant
relation between distributive justice items and interpersonal trust (P=.001,
r=.18) and between interactional justice and systems trust (P=.05, r = .03 ) ,
and between system justice with interpersonal trust (P=.00 , r=.048) , and
between system justice with system trust (P= .002 , r = .016) . Statistical power
fluctuates between .087 to 1. Therefore, selected sample was sufficient.

Sources
Model

Table (1) – relation between organizational justice
items and organizational trust
R
 X 2 d Av. F
.f
interp. trust
System trust

Dist. Justice
interp. trust
System trust
Proced. Justice interp. Trust
system trust
Interact.
interp. trust
Justice
system trust
System
interp. trust
Justice
system trust

sig

33.0
4
14.9
8
2.7
.46

4
4

8.26
3.74

37.7
13.2

.85
.7

.00
.00

1
1

2.7
.46

.18
.17

.01
.02

.17
.03
.12
1.06
11.0
9
2.8

1
1
1
1
1
1

.17
.03
.12
1.06
11.0
9
7.08

12.4
7
1.64
.08
.11
.54
3.76
50.7
2
10.1
3

.21
.32
.01
.03
.48
.16

.37
.73
.46
.05
.00
.002

Also , findings showed that there was significant relation between organizational
justice and normative commitment (P= .02) but there was no significant relation
between affective commitment and continuous commitment (P= .07 , r= .01) .
Also , there was no significant relation between transactional and affective
commitment (P = .05 , r= .07) , and between transactional and normative
commitment ( P = .001 , r= 0.7 ) , and between systems justice with affective
commitment ( P = .01 , r= .24 ) , and between systems justice with normative
commitment ( P = .04 , r= .07) .
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Table (2) shows the above analysis.

Sources

Table (2) – relation between organizational justice
and commitment items
Avg.
F
R
 X 2 df

Model

sig

St.p.

Affective
Normative
Continuous
Dist
Affective
Justice
Normative
Continuous

3.01
4.8
3.2
.19
.23
1.39

4
4
4
1
1
1

7.5
1.2
.08
.19
.23
1.39

2.03
3.14
1.98
.59
.06
3.38

2.03
.43
.3
.6
.13
.32

.07
.02
.1
.44
.41
.07

.77
.78
.55
.1
.1
.4

Proc
Justice

.48
.109
.04
1.29
4.35
1.45
2.2
1.66
.53

1
1
1
1
1
1
1
1
1

.48
.109
.04
1.29
4.35
1.45
2.2
1.66
.53

1.48
.28
.1
3.97
11.31
3.53
6.73
4.34
1.3

.24
.001
.008
.07
.17
.19
.24
.07
.16

.22
.59
.74
.05
.001
.06
.01
.04
.2

.2
.08
.06
.78
.91
.45
.72
.53
.2

Tranact
Justice
System
Justice

Affective
Normative
Continuous
Affective
Normative
Continuous
Affective
Normative
Continuous

6. Discussion and conclusion
Many studies have stated the relation among justice, trust, and commitment
(cho and lee , 2001 , kwon , 2001 ) . Studies of factors effecting organizational
commitment are valuable to organizational leaders and researchers who are
interested in developing strategies for positive performance. Increase in
commitment can lead to higher productivity and prevent irrational behavior from
employees (khan , 2001 ) . Mc Farlin and others (1992) argues that there is
positive relation between justice and commitment. Present research shows that
there is significant relation between organizational justice items and normative
commitment ( P = .02) , but there was no significant relation between affective
commitment items and continuous commitment ( P = .07 , r= .1 ) .Also ,
findings showed that there was no significant relation between transactional
justice and affective commitment ( P = .05 , r= .07) , and between transactional
justice with normative commitment ( P= .001 , r= .17 ) , and between systems
justice with normative commitment ( P = .04 , r= .07) . In another word,
organizational justice has direct effect on the employees feeling of staying in an
organizational because of pressure that is imposed upon him by others.
Findings showed no significant difference between organizational justice and
organizational trust items based on gender and sex, but there was statistical
difference between male and female in terms of organizational commitment .
Reason for this similarity seems to lies in the fact that organizational variables
act independent of gender.
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Abstract
This research aims to examine the problems and issues surrounding peace education in
Japanese schools, to introduce the current situation of peace studies and peace education
based on teaching materials related to the atomic bomb in schools, to situate such
studies and education in an overall context, and to explore their role, thereby examining
current issues related to peace education in schools, and prospects for its future. It
seems to be necessary to examine peace education in Japan from this viewpoint, to
grasp the issues faced in the 21st century, and to open up the prospects for the future.
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1.

Aims and context of this research

The aims of this research are to examine the problems and issues surrounding
peace education in Japanese schools, to introduce the current situation of peace
studies and peace education based on teaching materials related to the atomic
bomb in schools, to situate such studies and education in an overall context, and
to explore their role, thereby examining current issues related to peace
education in schools, and prospects for its future.
Peace education is generally defined as ―education which develops democratic
sovereign people who build peace‖１ . Peace education tends to be categorized
into a broad definition and a narrow definition, or into direct peace education and
indirect peace education２ . Direct peace education focuses on direct violence, or
war, and on related problems, such as problems associated with poverty,
oppression and discrimination, which in recent years have been labeled as
structural violence３ , and promotes education which encourages action connected
to solving these problems. Indirect peace education is more concerned with
awareness of human rights and fellow feeling, deals with a wide remit including
support awareness and human relations, and is the education which forms the
soil in which direct peace education can take root. Such education may be called
peace education, or it may be called peace studies. There is no fixed definition or
rules by which the two can be neatly distinguished. The reality is that the terms
are used in diverse ways by individual researchers.
The diversity of peace education is one of its features, and another feature is
that it has been conducted as an element of democratic education. Democratic
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education has been the fundamental principle of post-war education in Japan,
and remains so today. This education has the following four characteristics:
1)
2)
3)
4)

It
It
It
It

concerns everyone.
is open to all people.
is not tied to any specific set of values or ideology.
contributes to (the creation of) the nation state and society.

It seems to be necessary to examine peace education from this viewpoint, to
grasp the issues faced in the 21st century, and to open up the prospects for the
future.
1.1 Problems of peace education
Peace education has been advanced in a multitude of forms in various places.
According to Kobara, most peace education can be divided into the following
three types of study; (1) demonization type, (2) sympathy type, (3) value
inculcation type.
The first type, demonization type, focuses on the tragedy of war, emphasizing
the seriousness of war and nuclear weapons and the way in which this issue is
becoming ever greater, and centres on study which problematizes and
demonizes war.
The second type, sympathy type, is study which encourages personal experience
of the efforts and results achieved in issues related to war and peace so far.
The third type, value inculcation type, identifies the causes of war and focuses on
study which instils a specific way of resolving conflict, teaching students the
direction that should be taken to resolve the issue in the future. If these types of
peace education are considered from the perspective of open democratic
education, the following three problems emerge.
The first problem is that peace education until now has been dependent on
sentiment and emotion. In all three types of peace education, the teacher
determines the qualities considered desirable for peace in advance, then
instigates study of war and peace as a means through which to form a prespecified cognizance in students. This process of developing students‘ emotional
understanding as fixed cognizance of human sadness and misery leads to a
neglect of rational understanding.
The second problem is that these types of peace education have tended to be
selective in terms of the facts, understanding and ways of living they present,
confined to pre-specified understanding, values and ways of living, and excluding
others. In order to convey a specific understanding, they have used fixed facts
and ways of living, so that this has not been open education. In its true sense,
peace education should be open education, not bound by any specific ideology or
set of values, and should be in line with education to develop people who
contribute to the formation of a democratic nation state and society. In reality,
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however, it has been an extremely narrow enterprise, mired in its own specific
principles.
The third problem has been that, in spite of being called peace education, the
central focus has been study of war, or conflict education. Peace tends to be
perceived narrowly as the reverse side of war, linked to direct violence. As a
result, the quest for peace has been interpreted as the elimination of war, falling
into an extremely illogical area of study５ . Furthermore, using war-related
materials to teach peace education has been seen as a way of promoting peace,
whereas it is actually defeating its own aims by teaching war.
Peace education so far is thus problematic in that it is bound by a specific
ideology and set of principles, is conducted wholly in accordance with this
ideology, and has fallen into the trap of being war education. This is ‗closed‘
education. Peace education in a democratic society has to be a collaborative
endeavour with children in an ‗open‘ society if it is to have any meaning or
validity. A closed form of education, in contrast, is harmful, and will hinder
democracy.
Now, in Japan, there is a need for peace education to be transformed from being
closed to being open.
1.2 Issues related to peace education
In order for peace education to be able to execute its role in this way, a number
of new aspects need to be taken into consideration. At present, I would like to
point out the following three issues.
The first is that peace education should be split into a number of levels, and the
role of each level should be clearly established. It is not effective for all peace
education at all levels to be working towards the same objectives. In order to
make peace education effective, each level needs to be assigned its tasks and
role, and priority issues need to be specified within each level.
The second point is that a common framework within which levels can be
determined will facilitate reorganization of the concept of peace education. For
this purpose, it will be useful to examine other educational concepts which share
common foundations, such as democratic education, or citizenship education,
within a common framework, thereby widening the applicability of peace
education. School education as a whole covers various particular fields, but
across the range of educational materials, the function is the same. That function
is to develop competent creators of the nation state and society, a function
based on ‗being open‘, the fundamental concept of democratic society. In order
to fulfil this necessary condition, peace education has to be reformed.
The third point is to make peace education ‗open‘ to children and to society
through basing it on principles of democratic society. Options that accord with
the principle of constituting a society which embraces diversity and are not
confined to a particular ideology or set of values should be made available to
children and to members of society. To achieve this, it is necessary to break free
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of peace education which advocates fixed qualities and fixed understanding,
turning instead to the possibility of creating an open understanding and
awareness of peace.
In order to advance these three issues, I would like to look at the current state
of understanding of peace education in Japan. Before that, I would like to return
to the first issue, and look at the possibility of improving the effectiveness of
peace education through restructuring it in line with other education concepts
which share common foundations.
2. Restructuring peace education
The conceptual structure of citizenship education is used in this research for the
purpose of restructuring peace education. The conceptual structure of citizenship
education in Japan has been proposed by Ikeno in a previous article６ . In the
same way, peace education can also be categorized into four types.
Education
Peace Education 3
School Education
Subject
Education
Peace

Extra
Activities
Education 1

Social Education

Peace Education 2

Peace Studies
Figure 1: Restructuring peace education
The first type is Peace Studies as an element of the subjects of social studies,
Japanese, music and so on in elementary and junior high school. This comprises
part of specific subject content, providing children with knowledge about and
understanding of peace at the appropriate school level. In this respect, it is more
appropriate to call this peace studies than peace education.
The second type refers to Peace Education 1, which is incorporated into both
school subjects and other activities. This involves the provision to children of
academic and cultural activities connected to peace by teachers who have
authority. The teacher determines objectives and content, organizes the
activities, and evaluates the learning effectiveness for children. An example may
be using Integrated Learning or Special Activities curriculum time to look at an
issue related to peace, researching and discussing it in class or studying it as a
year group.
The third type refers to Peace Education 2, which is peace education as social
education. This type involves the provision of opportunities to become keenly
and actively involved with society and nature as a form of social education
outside school. Many of these opportunities are devised and provided by NGOs,
NPOs or local community groups.
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The fourth type refers to Peace Education 3, which covers education as a whole.
Here, the aim is to create democratic society, which in itself is the pursuit of
peace. This type does not involve any special planning or teachers. All members
participate in various activities of their own accord. These activities themselves
are education. In other words, the activity consists in teaching people that
particular problems or circumstances exist, appealing to people‘s conscience, and
leading them to action. These types of activities constitute Peace Education 3.
This type of peace education does not have a specific objective, but aims to
follow actions which support the principle of constituting society, or actions which
newly recreate a society working towards this constituting principle.
In Japan, these four types of peace education exist, but they are confused. They
have all been a part of the past 60 years of post-war education history. In
concrete terms, I would like to introduce the example of atomic bomb materials,
which have been particularly popular in Hiroshima, examine the features of
peace education at elementary school level for each type, and explicate the tasks
and role of each.
3. Peace studies and peace education through atomic bomb materials
In this section, I will use the four types of peace education listed above to
discuss the ways in which atomic bomb materials have been used in peace
studies and peace education, mainly at the elementary school level. The focus of
this examination will be the tasks and role of each type.
3.1 Peace studies through school subjects
Social studies has the main role to play in peace studies through specific school
subjects. In social studies at the elementary school level, peace studies is first
introduced in local studies in the third grade. Local studies materials in Hiroshima
city include materials related to the atomic bomb, aimed at teaching this as one
of the particular features of Hiroshima city. In the supplementary book for 3rd
and 4th grade students, ―Our Hiroshima City‖, there is a section on rivers and
shores, in which the Lantern Floating ceremony on the Motoyasu river on 6th
August is included, thus making children aware of the link between the river and
the atomic bomb . Materials related to the nuclear bomb also appear in the
section on the historical progression of the World War II. In this section, quotes
from elderly people about experiences of life after the war are introduced, along
with scenes of the times８ . These atomic bomb materials are not directly used for
the purpose of peace studies, but show the bomb and the experience of it as part
of the materials for studying the local region.
The atomic bomb is used as a topic in many of the textbooks for 6th grade
history. The aim is to teach students about the links between the end of the
World War II and the atomic bomb, as well as the horrific damage caused by the
bomb. The purpose here is to teach the horror of war through the atomic bomb.
In subjects other than social studies, peace studies works to deepen
understanding of facts by conveying scenes and emotions as well as facts.
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The main purpose of peace studies in subjects is to convey facts, along with
scenes and emotions, related to the atomic bomb. What is important is not only
the atomic bomb and war, but also facts about peace and understanding of the
necessity of peace.
3.2 Peace education in other activities
3.2.1 Peace education in Integrated Learning
Many elementary schools in Hiroshima city include peace education as a theme
of Integrated Learning at all year levels. In some cases, this is done as part of
the project instigated by the Junior Chamber International Hiroshima, entitled,
‗Look! Look! A huge peace picture‘. For example, this was the case for 3rd grade
students at Itsukaichikannon elementary school in Hiroshima city. They made
pictures appealing for peace to hang in Hondori Shopping Arcade and Kinzagai
Shopping Arcade in Hiroshima in August. They also took origami cranes (paper
cranes) to the Peace Park, as an appeal to the people of the world as ‗Hiroshima
children‘ with a ‗huge‘ desire for peace. Other examples include ‗Messages for
peace‘ (Hitonose elementary school, Etajima city) and ‗Peace declaration‘
(Kurose elementary school, Higashi-Hiroshima city).
These kinds of activities are clearly designed to promote direct action for peace.
However, they do not spur political action or social action. They are actions which
children can do naturally. Creating pictures and messages, appealing for peace
and issuing peace declarations are ways of showing their own determination and
of raising awareness and understanding of peace.
3.2.2 Peace education in Special Activities
In addition to the above, issues related to the atomic bomb can also be
incorporated into the morning meeting before classes begin, or into reading time.
Another occasion is the Peace Assembly on 6th August, when children present
their opinions of the atomic bomb and their thoughts about peace.
For example, at Suzuhari elementary school in Hiroshima city, students started
preparing origami cranes a month in advance, and as well as expressing the
importance of ‗life‘ (living), each year group presented the results of their studies
on peace.
Peace education in areas of the curriculum outside the subjects currently aims to
promote activities to further develop the present state of peace. In order to
promote action, it is necessary to have an accurate understanding of the facts
that lie at the root of peace. Extolling the concept of peace without having an
understanding of the facts is an empty enterprise which fails to take into
consideration the path to the realization of concepts. What is necessary is not
merely random ideas, but clear foundations and reasons based on facts.
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3.2.3 Peace education in society
Hiroshima city and Hiroshima prefecture provide a number of educational
materials related to the atomic bomb. For example, Hiroshima city provides a
handbook entitled, ―The heart of Hiroshima into the future‖ for use on visiting
school trips, intended as a convenient study tool to be used in schools before the
trip to Hiroshima, covering topics such as the history of Hiroshima, damage
caused by the atomic bomb, the present situation of nuclear weapons and
Hiroshima‘s efforts for the realization of a peaceful world. The city also provides
opportunities to hear eyewitness accounts and accounts of experiences, and
lends out or distributes materials relating to the atomic bomb.
In addition to this, a wide variety of groups, organizations and individuals
provide a wide range of information related to the atomic bomb in a number of
different formats, including books, pictures, videos and cartoons. The most
representative is the cartoon ―Barefoot Gen‖ by Keiji Nakazawa. This is a story of
a boy, Gen, who lives courageously after the war in Hiroshima, and it is based on
Nakazawa‘s own experiences of suffering the nuclear bomb. It is partly fact,
partly fiction. All the volumes overflow with ‗anger‘ at the atomic bomb, and the
series can be found in many school or class libraries, and has a large number of
readers.
Local public bodies and associated organizations and groups thus conduct
activities in a way which provides a direct social message about the atomic bomb
through various media, by providing study materials and documents for the
purpose of peace education. It is important, naturally, that this support is not
biased to a fixed idea, but backs up a wide range of activities, making peace
possible in a wider sphere and contributing to a deeper understanding of peace
education. It must be realized once again that peace education in society needs
to have a constantly updated understanding of the realities that threaten the
peace of society, and needs to create a society that aims to make greater levels
of safety and peace of mind a reality.
3.2.4 Peace education through collaboration between school and society
Furthermore, there are diverse activities related to peace education which are
undertaken by schools and society in collaboration. Examples include initiatives
in everyday life, such as the ‗Hiroshima Peace Calendar‘ , as well as specific
events such as the peace candles on 6th August. Another initiative is study of
Hiroshima through DVD materials such as ‗Our local traditional culture‘ .
The links from society to school and from school to society are important for the
realization of peace. The ultimate goal of peace is world peace, but the process
needs to involve peace in the lives of individuals, families, schools,
neighbourhoods and local communities, as well as peace in the nations and
societies in which individuals live.
It is important that, in the widest form of peace education undertaken by schools
and society, students are taught that there are various forms of peace in various
situations, and that there are diverse activities possible to achieve the realization
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of peace. This is the role of peace education in society. The important thing is to
give students a wide view of peace, rather than a fixed view of peace.
4. Issues in and prospects for peace education in schools
In this paper, I have categorized peace education into four types or levels, and
have introduced actual examples of peace education using materials related to
the atomic bomb as a means of examining the tasks and role of each type.
As far as the first type, peace studies through subjects, is concerned, it was
ascertained that peace studies is conducted through social studies, which focuses
on facts, and other subjects such as Japanese and music, which emphasize
sentiment and emotions.
From the viewpoint of open peace education, it is necessary to be open to
diversity, rather than following a fixed understanding and set of values. The
second type, other activities in the school curriculum, included peace education
in Integrated Learning and Special Activities, with many of these activities
promoting action for peace. However, many of these activities are limited to
what is possible for children, such as messages for peace and peace declarations,
and they are not led in a certain direction or restricted to fixed ideas. This is an
important point. Once restrictions or leading begin, there is a danger that
education will be used to ‗mobilize‘ students for peace, and this would run the
risk of being similar to pre-war ideological education in Japan. The third type,
peace education in society, is much more diverse than school. It is not just about
preparing for peace education itself, but also involves activities to support it. It
provides the resources for peace education in schools. The fourth type, peace
education involving collaboration between school and society, links society and
school, and provides a space for children to consider the diverse peace education
aimed for in society.
All of these types must strive for the realization of open peace education from
now on. At any level, peace education must not aim to instill specific facts and
understanding, and a fixed set of values and way of living, but must open up
possibilities for children and society to make choices and be able to create new
forms of peace. For this purpose, it is essential that each level of peace
education fulfils its own mission and that there is collaboration among the
various levels. It is not effective for every level to be aiming for the same peace
education. It is important that each level carries out its own role, collaborating
with other levels from its own stance to contribute to peace education. Factual
understanding, awakening of feelings and emotions, support activities,
collaborative activities. Making connections between all these is the issue facing
peace education in the 21st century.
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Résumé
L‘objectif de cette recherche est d‘étudier le niveau de l‘estime de soi et du désespoir
chez les étudiants qui vivent loin de leurs familles dans le cadre de leurs études. 350
étudiants de l‘université Selçuk séparés de leurs proches y ont pris part. Nous avons
utilisé l‘inventaire de désespoir de Beck pour déterminer les degrés de désespoir et
l‘échelle de l‘estime de soi de Rosenberg pour celui de l‘estime de soi. Les résultats ont
démontré que le degré de désespoir des étudiants contribue d‘une manière significative,
selon une variation de 28 %, à la régression de l‘estime de soi.

Mots clés : Désespoir - Estime de soi - Etudiants.

1. Introduction
Les jeunes, qui sont obligés de quitter leurs familles, le milieu auquel ils sont
habitués et leurs camarades pour étudier, nourrissent de très nombreuses
préoccupations sur leur nouveau milieu, la possibilité de se faire de nouveaux
amis, la profession qu‘ils exerceront à l‘avenir et les opportunités d‘emploi. Ils
essaient d‘une part d‘achever leurs études universitaires, qui constituent la plus
importante étape de leur avenir, et d‘autre part d‘apprendre à étudier et à vivre
loin de leurs proches dans une autre ville, voire même dans une autre culture.
Les changements sociaux, économiques et culturels auxquels les étudiants
doivent faire face comportent le risque de générer un certain nombre de
problèmes psychologiques (Çelikel et Erkorkmaz, 2008).
Les années à l‘université sont connues comme une période pendant laquelle les
jeunes rencontrent de nombreuses difficultés émotionnelles, comportementales,
sociales et physiques. A cette époque, la plupart des jeunes vivent et
poursuivent leurs études loin de leurs familles dans une autre ville. Ils sont en
général originaires d‘environnements très différents (village, bourg, ville et pays)
et issus de milieux culturels et socio-économiques très variés.
L‘estime de soi repose sur les décisions personnelles que l‘individu prend sur sa
propre vie et sur les bonnes conduites qu‘il adopte en fonction de la personnalité
idéale. Un degré d‘estime de soi élevé est l‘expression de la reconnaissance
inconditionnelle de l‘identité, malgré les fautes, les égarements et les échecs. S‘il
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existe une très profonde distorsion entre la notion de soi et l‘identité idéale, nous
pouvons parler d‘une diminution de l‘estime de soi. Les individus chez qui
l‘estime de soi est faible possèdent un frêle sentiment d‘affection et de propre
valeur. Il est fort probable et même inévitable qu‘ils tombent dans la dépression
et le désespoir (Izgiç, Akyüz 2001; Yörükoglu, 1993).
Les résultats d‘une étude de Goswik et Jones (1981) indiquent qu‘une notion
d‘estime de soi très forte conduit au bonheur, alors que le contraire entraîne le
désespoir et la dépression.
Les individus qui possèdent une forte perfection de leur propre valeur évaluent
d‘une manière beaucoup plus saine les faits et les événements auxquels ils sont
confrontés et nourrissent des attentes positives en ce qui concerne l‘avenir. Par
ailleurs, ils s‘analysent également de manière plus sensée face aux problèmes,
se basant sur des fondements rationnels dans leurs modes de réflexion et leurs
méthodes de solution. Au contraire, les individus qui ont peu d‘estime de soi ont
plus facilement recours aux méthodes moins rationnelles dans leur réflexion pour
résoudre les problèmes qu‘ils rencontrent. De plus, comme leurs solutions ne
correspondent pas à leurs attentes, ils ont une perception encore plus pessimiste
de leur avenir (Bektas, 2002).
Le désespoir, qui se trouve parmi les symptômes dépressifs
importance bien connue dans la perte d‘intérêt, le manque
dépression clinique, peut s‘expliquer par une absence ou
d‘optimisme, parallèlement à un regain de pessimisme face à la
(Lavender et Watkins, 2004).

du fait de son
d‘énergie et la
une disparition
vie et à l‘avenir

Les individus qui sont sous le coup du désespoir présentent des symptômes tels
que le renfermement sur soi-même, des discours pessimistes, l‘emploi
d‘expressions négatives dans l‘utilisation du langage, un certain mutisme,
l‘incapacité à exprimer leurs sentiments, l‘absence de réactions face aux facteurs
extérieurs, le manque d‘appétit, un changement dans les horaires de sommeil,
en plus ou en moins, une défaillance au niveau des soins individuels et corporels,
un retrait des milieux sociaux, etc.(Öztürk, 1988 ; Tanç, 1999).
Le désespoir est un problème psychique dont on peut se protéger et qui peut
être traité de manière efficace. Il est nécessaire que tous les membres de la
communauté apprennent à identifier les premiers symptômes de ces problèmes,
et que le nombre de centres de solidarité augmente dans le but de protéger et
d‘améliorer la santé physique et mentale de la société. De plus, il faut savoir que
le désespoir et le pessimisme sont contagieux et qu‘ils peuvent se transformer en
maladie mortelle s‘ils se combinent à des prédispositions génétiques et
physiologiques chez les individus qu‘ils affectent (Tümkaya, 2005).
Les recherches qui ont été effectuées jusqu‘à présent indiquent que la diminution
de l‘estime de soi est en relation avec la préoccupation, un malaise de vivre, le
désespoir, une colère facile, la dépression, le suicide, la délinquance et l‘addiction
aux matières psychotropes. L‘existence d‘une forte relation affective avec les
parents constitue une base essentielle puissante pour le respect de soi pendant
les années qui s‘étendent de la puberté précoce à l‘âge de jeune adulte (Bush,
Ballard et Fremov, 1995 ; Kazdin, French, Unis et Dawson, 1983).
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Au cours de cette étude, nous avons examiné les degrés de désespoir et l‘estime
de soi chez les étudiants qui sont hébergés dans les foyers universitaires, en
fonction des paramètres tels que les genres et le niveau économique des
familles, pour déterminer dans quelle mesure le degré de désespoir influe sur
l‘estime de soi.

2. Methodologie
2.1. Exemple
Nous avons effectué une étude descriptive en ayant recours au modèle
d‘étalonnage pour déterminer les états de désespoir des étudiants et leur niveau
d‘estime de soi. 3 000 étudiants et 4 5000 étudiantes, qui poursuivaient leurs
études dans les différentes facultés et écoles supérieures de l‘université Selçuk et
qui étaient hébergés dans les foyers de la direction départementale de Konya de
l‘organisme national des Bourses et Foyers pendant l‘année académique 20082009, constituaient le champ de cette recherche. Suite à une sélection au
hasard, nous avons composé un échantillon qui comprenait 175 étudiantes et
175 étudiants
2.2. Les outils de collecte de données
En ce qui concerne les outils de collecte de données, nous avons utilisé le
formulaire de données personnelles, l‘échelle de désespoir de Beck et l‘échelle
d‘estime de soi de Rosenberg.
2.2.1. Le formulaire de données personnelles
Le formulaire comporte des renseignements tels que le genre, la situation
économique familiale, etc. des étudiants.
2.2.2. L‟échelle de désespoir de Beck
L‘échelle de désespoir de Beck (the Beck Hopelessness Scale - BHS) a été mise
au point en 1974 par Beck, Weissman, Lester et Trexler dans le but de mesurer
la tendance au pessimisme de l‘individu. C‘est une méthode d‘évaluation
personnelle comportant 20 articles, qui a été adaptée à la Turquie en 1993 par
Durak. Elle permet de mesurer trois aspects majeurs du désespoir, à savoir les
sentiments relatifs à l‘avenir, la perte de motivation et les attentes. Dans cette
étude, nous avons employé le formulaire en turc de l‘échelle. Son contrôle de
fiabilité a été effectué par Seber (1991) qui a déterminé α= 0,86. Pour sa part,
Durak a réalisé un second test de fiabilité en 1994 et a obtenu α= 0,85.
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2.2.3. L‟échelle d‟estime de soi de Rosenberg
L‘échelle d‘estime de soi de Rosenberg (The Rosenberg Self Esteem Scale RSES) a été mise au point en 1965 par Rosenberg et a été adaptée en turc par
Çuhadaroglu en 1986, qui a également effectué les tests de fiabilité nécessaires.
La méthode se compose de 63 articles divisés en 12 catégories à choix multiples.
Dans la présente étude, nous avons utilisé la catégorie estime de soi qui
comporte 10 articles. Au cours de ces entretiens, l‘estime de soi des étudiants a
été classé en haut, moyen et faible, en fonction de leurs réponses. Le coefficient
de fiabilité du test et de sa vérification s‘élève à .75 (Çeçen, 2008). Les points
recueillis grâce à cette méthode varient entre 10 et 40.

3. Résultats
3.1. Les données relatives aux genres
Le niveau de désespoir en fonction des genres a été testé grâce à l‘analyse de la
variante unilatérale.
Tableau 1 : Comparaison des degrés de désespoir chez les étudiants en
fonction des genres
Genre
n
M
Ss
t
P
Avenir
Femme
175
1,77 ,272
-,764
,445
Homme
175
1,79 ,259
Motivation
Femme
175
8,98 ,155
-,966
,335
Homme
175
9,00 ,148
Espoir
Femme
175
6,92 ,203
-,489
,625
Homme
175
6,94 ,202

A l‘étude du Tableau 1, on remarque que le niveau de désespoir des étudiants ne
fluctue pas de manière significative selon les genres (p>.05).
Tableau 2 : Comparaison des degrés d‟estime de soi chez les étudiants
en fonction des genres
Genre
N
M
Ss
T
P
Femme
Homme

175
175

26,9714
27,6057

,28089
,26149

-2,186

,029

Les conclusions du Tableau 2 indiquent que la moyenne du niveau d‘estime de
soi chez les étudiants est supérieure de manière significative à celle des
étudiantes (p<.05).
3.2. Les résultats en fonction de la situation économique de la famille
Le niveau de désespoir relatif à la situation économique et la mesure des points
d‘estime de soi ont été testés grâce à l‘analyse de la variante unilatérale.
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Tableau 3 : Les résultats de l‟analyse de la variante unilatérale de
désespoir chez les étudiants en fonction du facteur économique
Total des
Moyenn
F
P
carrés
e des
Sd
carrés
Avenir
Inter
4
,120
,030
,79
groupes
,421
3
Dans
345
24,500
,071
groupes
Total
349
24,620
Motivation Inter
,22
4
,132
,033
1,438
groupes
1
Dans
345
7,943
,023
groupes
Total
349
8,076
Espoir
Inter
,04
4
,394
,098
2,435
groupes
7
Dans
345
13,948
,040
groupes
Total
349
14,342

Comme l‘indique le Tableau 11, on remarque une différence très explicite de la
valeur F qui s‘établit à (2,435).05 seulement au niveau de la dimension d‘espoir,
quand on compare les moyennes des niveaux de désespoir en fonction de la
situation économique selon l‘analyse de la variante unilatérale. Le test Tukey
HSD a été effectué pour mesurer la source de cette différence.
Tableau 4 : Les résultats du test Tukey relatifs au degré de désespoir
chez les étudiants en fonction de la situation économique
(I)Economique

(J) Economique

500 >

1000-2000
2000 <

1000-2000

500 >
2000 <

2000 <

500 >

Espoir

1000-2000

(I-J)

Sig.

-,02344
,21349(
*)
,02344
,23693(
*)
,21349(*
)
,23693(
*)

,526
,029
,526
,013
,029
,013

Selon ces conclusions, le niveau d‘espoir des individus dont les revenus familiaux
s‘élèvent à 2000 et plus est pertinemment supérieur à celui des individus dont
les revenus sont inférieurs à 2000. Par conséquent, une situation économique
élevée a un impact positif sur le niveau d‘espoir.
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Tableau 5 : Les résultats de l‟analyse de la variante unilatérale de
l‟estime de soi chez les étudiants en fonction du facteur économique
Total des
Moyenne des F
P
Sd
carrés
carrés
Inter groupes
,91
2
1,29
,64
,08
7
Dans groupes
347
2596,55
7,48
Total

349

2597,85

A l‘étude du Tableau 13, il s‘avère que la valeur F qui s‘établit à (0,87).05 n‘est
pas significative selon les résultats de l‘analyse de la variante unilatérale qui a
été effectué pour déterminer si le facteur économique avait un impact majeur sur
le niveau d‘estime de soi.
3.3. La relation entre les sous-catégories de désespoir et l’estime de soi
Tableau 6 : Le niveau des coefficients de corrélation Pearson entre le
degré de désespoir et l‟estime de soi chez les étudiants
Estime
de Avenir
Motivation
Espoir
soi
Estime
de
1
,446(**)
,452(**)
,450(**)
soi
Avenir
,446(**)
1
,586(**)
,548(**)
Motivation
,452(**)
,586(**)
1
,599(**)
Espoir
,450(**)
,548(**)
,599(**)
1
p<.05
La relation entre les sous-catégories du désespoir (avenir, motivation, espoir) et
l‘estime de soi a été analysée selon les coefficients de la corrélation Pearson. Il
s‘avère qu‘il existe une relation pertinente, dans le sens positif, entre le degré
des sous-catégories sur les attentes relatives à l‘avenir, la motivation et l‘espoir
et l‘estime de soi (r = .45), p<.05.
La possibilité d‘expliquer le degré des sous-catégories du désespoir par les points
de l‘estime de soi a été étudiée grâce à l‘analyse de régression.
Tableau 7 : La possibilité d‟expliquer les points de l‟estime de soi avec le
niveau de désespoir chez les étudiants
Modèle
B
T
Std.
R
R2
F
Erreu
r
Stable
,533
,28
45,677
3.325
3.443
.433
*
Avenir
,311
3,014
,103
Motivation
,610
3,242
,188
Espoir
,573
4,188
,137
Variante dépendante : l‘estime de soi
*p<.05
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Nous avons effectué une analyse de régression multiple pour déterminer si les
degrés de désespoir des étudiants affectaient de manière significative leur estime
de soi. Les résultats démontrent que le désespoir (attentes sur l‘avenir,
motivation, espoir) affecte de manière significative le niveau de l‘estime de soi
(R=.533, R2=.28, F=45,677, p<.001). Les sous-catégories du désespoir
expliquent la variation de l‘estime de soi à hauteur de 28 %. Après l‘analyse des
valeurs Beta pour définir les sous-catégories de désespoir qui contribuent le plus
à la régression de l‘estime de soi, la répartition se fait de la façon suivante : les
attentes relatives à l‘avenir (β=.311, p<.05), la motivation (β=.610, p<.05) et
l‘espoir (β=.573, p<.05).

4. Débats
Quand on examine le niveau de l‘estime de soi selon les genres, on remarque
qu‘il est plus élevé de manière significative chez les étudiants que chez les
étudiantes. La situation s‘explique par le fait que le sentiment de confiance en soi
est plus fort chez les premiers que chez les secondes. De ce fait, ils parviennent
à s‘exprimer lui aisément.
Les résultats de cette étude sont confirmés par les observations de recherches
semblables (Chubb et Fertman, 1997 ; Watkins et Dong, 1997). Chubb et
Fertman avaient réalisé une étude sur les élèves de 9ème, déterminant ainsi que
le niveau de respect de soi était inférieur chez les filles.
Toutefois, les résultats indiquent que les degrés de désespoir ne varient pas de
façon notable selon les genres. Cette constatation est confirmée par Gerede
(2002). Il avait examiné les degrés de désespoir des élèves de l‘enseignement
primaire à la lumière de plusieurs variantes telles que le genre, le comportement
paternel et une vie traumatisante. Il avait démontré que les degrés de désespoir
des enfants ne présentaient pas une différentiation significative.
Les résultats démontrent également que la situation économique des familles
n‘affecte pas de manière significative l‘estime de soi des étudiants. Ce point
présente un parallélisme avec les conclusions des recherches effectuées par
Uyanik-Balat et Akman (2004). Uyanik-Balat et Akman avaient examiné l‘estime
de soi chez les lycéens selon leurs milieux socio-économiques, ne déterminant
pas une différence notable entre l‘estime de soi et la moyenne des points des
individus issus des niveaux socio-économiques élevés, moyens et faibles.
Alors que les degrés de désespoir des étudiants ne présentent pas une distinction
significative selon la situation économique des familles, les attentes relatives à
l‘avenir et la motivation, on relève une différenciation incontestable dans la
catégorie espoir. Ce point ressemble aux conclusions de la recherche de Gerede
(2002). Dans une étude sur les élèves de l‘enseignement primaire, il a démontré
que le niveau de revenus des familles était parmi les variables qui différenciaient
de manière significative les niveaux de désespoir des élèves.
Les résultats de l‘étude indiquent qu‘il existe une relation significative, au sens
positif, entre les degrés de désespoir et l‘estime de soi chez les étudiants qui
vivent loin de leurs familles et qui logent dans les foyers universitaires. A l‘issue
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de l‘analyse de régression, il s‘avère que les degrés de désespoir expliquent à
hauteur de 32 % le niveau de l‘estime de soi. Ces données présentent des
similitudes avec les résultats des recherches effectuées par Marciano et Kazdin
(1994), Çetintürk (2001), MacLeod et Cropley (1995) et Tanç (1999).
Marciano et Kazdin (1994) ont étudié la relation entre la tendance au suicide, le
désespoir, la dépression et l‘estime de soi parmi les enfants faisant l‘objet d‘un
suivi psychiatrique. Ils ont déterminé qu‘il existait une relation significative entre
le désespoir et le faible estime de soi.
Dans une étude sur les élèves de second niveau dans les internats régionaux,
Çetintürk (2001) a défini que les degrés de désespoir étaient plus élevés chez les
internes par rapport aux externes.
MacLeod et Cropley (1995), qui ont étudié le rôle de se sentir valorisé et spécial
chez les individus ayant des idées dépressives sur l‘avenir, ont déterminé que la
perspective de l‘avenir par rapport aux événements négatifs était avant tout liée
à la dépression, alors que la perspective de l‘avenir par rapport aux événements
positifs était prioritairement liée au désespoir. Les chercheurs ont conclu que
cette différenciation en fonction des perspectives d‘avenir était importante et
qu‘elle pouvait être due à divers problèmes émotionnels.
Dans une recherche de Tanç (1999) qui examine les relations entre l‘estime de
soi, le désespoir et les perspectives de carrière, les résultats montrent que
« l‘importance des attentes optimistes » de l‘échelle d‘espoir présente une
relation significative avec les dimensions « satisfaction de soi-même », « refus
de fanfaronnade inutile » et « refus de transposer ». « Le peu d‘attentes
pessimistes » présente une relation significative avec la dimension de
« satisfaction de soi ». L‘étude indique que le « degré d‘espoir » constitue une
variable significative pour expliquer le « niveau d‘attente professionnelle ».

5. Bibliographie
Beck A, Weissman A, Lester D, Trexler L. (1974). Measurement of Pessimism:
the hopelessness scale. Journal Of Consulting And Clinical Psycholog y,
(42):861-865.
BektaĢ, M. (2002). Essai sur l‘impact de la notion de soi dans la formation sur le
développement médical sur le niveau de préoccupation et l‘adoption de
comportements médicaux sains, Master non publiée, Institut de Sciences
sociales, Université Dokuz Eylül, Izmir, Turquie.
Bush, S. I., M.E. Ballard And W. Fromouw (1995). Attributional style, depressive
features and self-esteem: adult children of alcoholic and nonalcoholic Parents.
Journal Of Youth And Adolescence, 24, (2): 177-185.
Çeçen ,A. R (2009). Le sentiment d‘intégrité individuelle, familiale et d‘estime de
soi dans la régression de la satisfaction personnelle chez les étudiants. Théories
et Pratiques dans l‟Enseignement, (1): 19-30.
Çelikel, F. Ç. Ve Ü. Erkorkmaz (2008). Les symptômes dépressifs chez les
étudiants et les facteurs relatifs à leurs niveaux de dépression. Archives
Neuropsychiatriques, (45): 122-129.
Çetintürk, H. (2001), Comparaison des degrés de dépression et de désespoir chez
les élèves de second niveau dans les internats d‘enseignement primaire. Master

295
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

non publiée, Institut de Sciences sociales, Université Atatürk, Erzurum,
Turquie.
Chubb, N.H., Fertman, C.I. (1997). Adolescent self-esteem and locus of control: a
longitudinal study of gender and age differences. Adolescence, 32, (125): 113119.
Cuhadaroglu, F. (1986). Self-esteem in the adolescent. Unpublished PhD
dissertation, Hacettepe University, Ankara, Turkey.
Durak, A. (1993). Une étude sur la validité de l‘échelle de désespoir de Beck.
Master non publiée, Institut de Sciences sociales, Université d‘Ankara, Ankara,
Turquie.
Durak, A. (1994). Etude sur la validité et la fiabilité de l‘échelle de désespoir de
Beck (BHS). Türk Psikoloji Dergisi, 9(3): 1–11.
Gerede, A. (2002). Etude sur les degrés de désespoir chez les élèves de
l‘enseignement primaire selon différentes variantes. Master non publiée,
Institut de Sciences sociales, Université Anatolie, EskiĢehir, Turquie.
Goswick, R.A. and W. Jones (1981). Loneliness, self concept, and adjustment.
The
Journal of Psychology, (107): 237–240.
Ġzgiç, G., Akyüz, F. (2001). Etude de la relation entre l‘estime de soi, le phobie
social et le symbole du corps chez les étudiants. 3 P Dergisi, (4): 591-598
Lavender, A., Watkins, E. (2004). Rumination and future thinking in depression.
British Journal Of Clinical Psychology, (43): 130-146.
Kazdin, A.E. French, N.H., Unis, A.S., Dawson, K. (1983). Helplessness,
depression and suicide intent among the children. Journal Of Consulting
Psychology, (51): 504-510.
Marciano, P., Kazdin, A. (1994). Self-esteem, depression, hopelessness, and
suicidal intent among psychiatrically disturbed inpatient children. Journal Of
Clinical Child Psychology, (23):151-160
McLeod, A.K., Cropley, M.L. (1995). Depresivve future thinging the role of valance
and specifity. Cognitive Therapy and Research, (19) : 35-50. (β=.311, p<.05)
Rosenberg, M. (1965). Society and the adolescent self-image. New Jersey:
Princeton University Press.
Seber, G. (1991). Etude sur la validité et la fiabilité de l‘échelle de désespoir de
Beck.
Dissertation Post Doctoral non publiée, Institut de Sciences sociales, Université
Anatolie, EskiĢehir, Turquie.
Tanç, S. (1999). L‘estime de soi, le désespoir et les perspectives de carrière.
Master non publiée, Institut de Sciences sociales, Université Marmara, Istanbul,
Turquie.
Tümkaya, S. (2005). Etude comparative des degrés de désespoir chez les
adolescents dans leurs familles et les foyers d‘accueil. TEBD, 4 (3), 445-459.
Watkins, D., Dong, Q. (1997). Age and gender differences in the self-esteem of
Chinese children. Journal of Social Psychology, 137, 374-380.
Uyanık Balat, G., Akman, B. (2004). Etude des degrés d‘estime de soi chez les
lycéens issus de différents milieux socio-économiques. Fırat Üniversitesi Sosyal
Bilimler Dergisi, 2, 175-183.
Yörükoğlu, A. (1993). La santé mentale et les problèmes psychologiques de la
jeunesse. Özgür Yayın –Dağıtım, 8. Baskı, Istanbul.

296
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

Organizational Civilization
Soudabeh Jalili1, Dr.Gholamreza Memarzadeh Tehran

2

1

2

Islamic Azad University branch of west of Tehran – IRAN
Sojalili@yahoo.com
Islamic Azad University branch of science and research – IRAN
Gmemar@gmail.com

Abstract
Current organizations, in order to survive and thrive in today universal village, have to
identify their current position, and establish their place among rivals that they will
became successful.For so many years, EFQM 27 model or Organizational Excellence model
is used as a standard pattern .So, a more compressive mode is required to encompass
important aspects.This article presents a new model, Organizational Civilization. We‘ve
tried to present a comprehensive definition of Organizational Civilization and propose
aspects, indexes and score tables for implementing this model in Organizations .

Keywords: Culture-Civilization-Organizational Civilization.

1. Introduction
Today, some organizations are more successful when compared to their rivals.
Successful organizations are those that has assessed themselves correctly and
identified their strengths and weaknesses and circumferential opportunities and
threats. By true knowledge of themselves, these organizations travel in the road
of excellence and empowerment.
Considering assessment models used today, such as EFQM, Organizational
Excellence, and importance factors ignored in these models, it is necessary to
present a more comprehensive model for organizational assessment that
contains all the important aspects as well, aspects such has philanthropism,
knowledge and specialty, order and law, social courtesy, organizational
improvement and organizational civilization behavior. By scoring these aspects,
more civilized organizations, can be identified.
By using this model, a competition environment can be created between
organizations so that organizations will utilize all their resources to achieve a
higher civilization grade, and also, each year, organizations that achieve a higher
civilization grade can be presented with valuable awards by expert centers that
are established for this reason.
We will begin with presenting definition of culture because many do not pay
necessary attention to the difference of culture and civilization .
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1.1.Culture
Culture by anthropology point of view, as Teylor described, is a combination of
belief and behavior systems, methods of thinking and living that common values,
norms and behaviors of a human group are established inside of them.
Ebn-e-Khaldoon believed that human is a creation of its own habits and familiars,
not its nature and dispositions. He bonds with whatever there is in different
customs and mores until they are his habits and traditions, and in the end they
replace his nature and disposition.
UNESCO , Mexico world conference ,1981:
―Culture is the whole complex of distinctive spiritual, material, intellectual and
emotional features that characterize a society or social group. It includes not
only arts and letters, but also modes of life, the fundamental rights of the human
being, value systems, traditions and beliefs.‖
1.2. Conclusion of culture definition
Culture is a complex of values, beliefs and traditions.
1.3. Organizational Culture:
Organizational culture is a system of personnel shared presumption from an
organization. Organizational culture is personnel general presumption or
understanding of the organization (Robbins).

2. Civilization
Civilization definition in Dehkhoda Persian lexicon is: Affiliation to urban morality
and transition from violence and ignorance to elegance, insight and sociability.
Urban dwelling, courtesy and civility. Civilization means having civility and
courtesy, urbanization, and state of being in the perfect social civility.
In Amid Persian lexicon the definition of civilization is: Becoming urbanized,
adopting urban customs, becoming familiar with people moralities, social life,
and cooperation in life affairs and paving way for one‘s progress and comfort.
Ebn-e-Khaldoon was the first person to introduce the concept of civilization in
framework of historical philosophy and presented his theory about science of
developing. He believed that the main subject in history is to understand human
social conditions, such as civilization and morality changes.
Samuel Huntington believes civilization to be the highest cultural social group,
and dissemination of people cultural identity which differentiate human beings
from other living creatures.
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Henry Lucas considers civilization an interwoven phenomenon that encompasses
all social, economical, political and even artistic and literal events.
Arnold Twin B, believes civilization is the result of the innovation and ingenuity of
minority, a distinguished class of the society with innovation and ingenuity that
stabilize civilization during society evolution.
Herskovits writes about the definition of civilization: civilization is a collection of
knowledge, arts, techniques, social structure facilities and traditions that has
evolved during past centuries by the light of individuals and groups innovations
and inventions and is widespread in all parts of a society or connected societies.
Such as Iran and Egypt civilization, each has properties that are related to
specific geographical, historical and technical factors.
Marcel Morse believes that civilization is a complex, large enough from
urbanization phenomenon, diverse enough and with enough quantity and quality
importance, which is usually in common between several societies.
Will Durant counts thoughts and cultural activities of societies as civilization
when urbanization has been developed. He believes civilization is social order
promoting cultural creation that several elements accelerate or slow it, such as
economic provision, political organization, morality traditions, biological and
psychological conditions and unity of language.Will Durant believes when general
culture reaches a certain level, agricultural thought will be born. He has actually
adapted this concept from the literal meaning of civilization, which is
urbanization. He believes that following elevation of morality dispositions,
mankind excellent characteristics will appear, an opinion which is shared by
common people. If a person has admirable moralities and sociability, he/she is
considered civilized (Rohol Amini, 1999).
Motahari associates inventions with civilization, and spirituality with culture, but
also believes that mankind will not be successful in his affairs without moralities
and spirituality.
Malek Ebn-e- Nabi believes civilization is a collection of spiritual and material
factors that gives a society the opportunity to provide each of its members, in
every part of their lives, the necessary cooperation for growth, and civilization
causes inviolability for human life, provides path of progress and needs of a
person, and also it‘s a mean to protect a person‘s national and religious
characteristics.
Seyed Hasan Taqi zade, believes civilization to be a scientific, industrial, social,
political and civil movement with the addition of freedom.
Mohammad Eslami Nadoshan believes civilization has scientific and exact
aspects, and it provides progress of mankind in society. Of course he believes
the true progress, is a material progress.
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2.1. Conclusion of Civilization’s definition
Civilization is the result of cultural elevation and acceptance of social order.
Civilization is moving from Bedouin settling to establishing societies, or as Ebn-ekhaldoon said, to develop.
Ebn-e- Khaldoon considers a society civilized when by establishing authority it
accepts order, by forming authority bases and positions upholds the order,
transfer life from individual state to social and urban state, and elevates human
virtues such as art and science (Velayati).
2.2. Comparison of culture and civilization
With regard to the different theories about the relation between civilization and
culture, in this part of the article I will compare these two concepts:
1- Not all societies are civilized, but there is no society without a culture.
2- Some experts include culture in the definition of civilization, and believe
culture to be the basis of civilization, or someone like O. Spengler believes that
civilization is formed in the course of time.
3- Some believe that civilization and culture are synonymous and have presented
a single definition for both, such as Tyler who believes culture and civilization to
be the only heritage of mankind.
4- Both civilization and culture are formed under influence of geographical
conditions. For example, Nile River in Egypt was an important factor for that
civilization to appear.(Mansour Nejad, 2003).
2.3. Initial conclusion
People like Will Durant believe urbanization to be a necessity for forming
civilization. Civilization is the identity of a society and a clear cultural sign of that
society. Knowing a society civilization helps to understand its ideology and
viewpoint.
In the modern interpretation of civilization and culture there is a
Generalization/Specialization relationship, meaning that each civilization is a
culture, but not every culture is a culture. Civilization is stability and constancy
of culture that is bound with urbanization, or political sociology and urban
revolution. Civilization shows manifestations and result of culture that are formed
from historical combination of culture and city.
Culture and civilization are inherited from one generation to the next, and each
generation adds a characteristic or an additional sample to them.Culture is a
spiritual aspect, and civilization is a material aspect. Culture is national,
civilization is general. The dynamic aspect of civilization in culture is important,
while in civilization its stability is of significance.Culture exists when mankind is
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present, but civilization comes with urbanization. Civilization has been formed
with urbanization, along with regulations and industry. Civilization is hardly five
thousand years old, while culture is as old as mankind.
No society can be without a culture, because each society, whatever it may be,
has a kind of culture, traditions and customs (Zamani Poor).

3. Article writers opinion
We can observe nations and societies without civilization .Culture is the
foundation of all society‘s factions. Culture acts as a medium between civilization
and thoughts, that is, thought is foundation of culture, and culture, is foundation
of civilization. The culture of a society benefits from thoughts and thinking power
of that society, and aids civilization on its own. The evolution path of these three
concepts is:
Thought<Culture<Civilization
1- Thought is born out of human minds as a baby is born from mother‘s womb.
2- As an infant gradually grows and reaches childhood and adolescence, he/she
is influenced by family and environment, so thoughts, is influenced by traditions,
customs and life methods of humans in different societies. The result of thought
growth is culture. A human is influenced by environment. Therefore, thoughts in
interaction with environment take directions and adapts with traditions, customs
and environmental conditions. Human acts as an open system, he/she influences
and takes influence. When he/she is a child he takes influence from his/her
parents, and when he/she grows up and become a mother/father, he/she will
influence his/her own child.
3- The step next to adolescence is maturity. In this step logic and reason
become dominant and wrong believes and superstitions are removed from one‘s
mind. Humans live together in peace by observing laws and reasoning. This is
the evolutionary step that brings forth civilization, as a child grows and become
adult, so human thoughts moves towards civilization.
There is a trend of evolutionary path. The origin of adolescence, the essential
condition of youth existence, is the infant. There must be an infant so he/she can
grow to be a youth. And the youth will grow to be an adult. Not all youths
become an adult; therefore, not all cultures are civilization. But it is necessary to
pass childhood to become mature.
Civilization is the result of culture and cultural evolution. This evolution is the
outcome of culture, laws, order, observing others rights, reasoning and specialty
tendency.
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3.1. Writers’s proposed model
Civilization is like a car, and culture is its wheels. Each civilization has culture,
but not all cultures are civilization. Each functional car has wheels, but not all
wheels are cars.

3.2. Writers’s definition of civilization
Civilization is the collection impressions of respectful, polite and official manners,
with reliance on specialty and capability, along with preserving rights and
boundaries of others, which appears as the result of established values in a
group or society, because the starting point toward civilization and civilization
foundation is culture, values and established beliefs.
It is necessary to mention that because of the culture being the foundation of a
society, along with gradual formation of civilization, the role of culture become
less prominent, and contradictory principle of culture and civilization also fades
out and in return, the role of civilization becomes the priority. When civilization
becomes the priority in societies, different societies become more similar, and
move toward unity and integration. Nowadays there is no more emphasis about
continents, courtiers and different boundaries, all the societies live in a universal
village. Although in the past and present, culture was and is different between
various societies; in near future all societies will live in one civilization or a few
limited civilizations. By moving toward civilization, differences, cultural verities
and different beliefs will be no longer a separating factor between societies.
Civilization means observing order, observing others rights, fulfilling duties and
etc. these concepts are common all over the world. For example, passing the red
traffic light and ignoring the law is known as uncivilized behavior everywhere.
Harming others and ignoring their rights, like murdering and violating their rights
is considered uncivilized behavior all over the world. Not performing duties and
not having working conscience is also considered uncivilized behavior all over the
world.
3.3. Writers’s definition of Organizational Civilization (OC)
Organizations are a part of societies, and as it was mentioned for civilization, I
will define civilization concept for organization, because organizations are a part
of society‘s system.
A civilized organization is an organization that in it all personnel and groups, in
any organizational hierarchy, perform their duties with regard to their knowledge
and specialty, while being polite and observing organizational hierarchy and with
regard to the common values dominant in organization (organization‘s culture).
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Considering the definition of OC, it can be said that OC is the shared area of four
viewpoints:
1- Bureaucracy
2- Democracy
3- Technocracy
4- Organizational civilization behavior (OCB Cracy)

Bureaucracy

Technocracy

Democracy

Organizational
Civilization Behavior

Model of organizational civilization

ماني

In this section I will point out the shared area of the three viewpoints:
1- Shared content of democracy and bureaucracy is where we consider policies
and opinions of the majority in managing affairs and let them participate.
2- Shared content of bureaucracy and technocracy is where we manage
organization with support of knowledge and specialty.
3- Shared content of technocracy and democracy is where we let people
participate in the affairs with regard to their knowledge and specialty, combing
their knowledge with politics.
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4- Shared content of democracy and Organizational Civilization Behavior (OCB) is
where we let people participate and they act to perform their duties and observe
their working conscience.
5- Shared content of technocracy and OCB is where people perform their duties
by depending upon their knowledge and specialty.
6- Shared content of OCB and bureaucracy is where people fully perform their
duties, to better manage the affairs and keeping the order.
Organizational Civilization (OC) receives order and meritocracy from
bureaucracy, participation from democracy, dutifulness from OC, knowledge and
specialty from technocracy, and brings together all these functions together
while having traits of its own, such as self controlling, innate established order.
We will discuss these functions in the framework of OC aspects.
3.4. OC aspects
To evaluate and measure degree of OC and executing this model in various
organizations, one must be able to present aspects and indexes with regard to
definition of OC. We will explain the aspects of OC.OC has 6 aspects and
strengthening them as a motive will allow converting organizations to civilized
organizations. We illustrate these aspects as beehive model.

beehive model
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3.5. Definition of OC aspects
In this part we will describe the 6 aspects of OC:
1- Human aspect: preserving human rights and values and protecting greatness
of humanity. (in OC, performing duties will not harm the nobility of humanity.)
2- Knowledge and Specialty aspect: continuous increase of scientific and
technological capacities in the organization and using specialized work forces,
creating motivation to utilize knowledge and specialty of the individuals in the
organization.
3- Order, law and justice aspect: observing order and discipline and ratifying
rules to do justice.
4- Social aspect: reacting to the society, protecting the environment and
struggling to achieve unity.
5- OCB aspect: fulfilling responsibilities, to have working conscience by
performing beyond the call of duty to induce dutifulness in the organization.
6- Organizational development aspect: Planned changes with system approach
to solve organizational problems in long and short terms, along with
concentrating on human-social relations.
3.6. Evaluating and scoring organizations on the basis of OC indexes
For each aspect of OC a score has been set which are as follows:
1- Human aspect: 660 points
2- Knowledge and Specialty aspect: 500 points
3- Order, law and justice aspect: 510 points
4- Social aspect: 610 points
5- OCB aspect: 270 points
6- Organizational improvement aspect: 250 points

2800

point

The sum of scores is 2800 points. Considering the major and minor indexes of
each aspect, the above mentioned score points were allocated to the indexes as
follows. Method of scoring is that each index gains score with regard to their
proximity to OC definition.
aspect

major
index

minor index

point

The standard life
quality

20

Social security for unemployment and retirement

20

Tendency to participate in political fields

35

Life expectancy

25

Health, clinical and welfare facilities

20

The
quality
work life

Human

Economical welfare

Amount of salaries and privileges

20

Job satisfaction

30

Job security

20

120

260 660
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Physical working environment satisfaction

20

Absence of working stress

20

Amount of participation in organization decision
making processes
Right to express opinion, criticize and making
suggestion about organization executive affairs

20
20

The human nobility
The human
personality
The post
materialist
(inner)
The
technology

20

Presence of a retirement system

20

Organizational welfare and services facilities

20

Being proud of working place

10

Communication satisfaction (inner and outer
organizational)

20

Possibility of job promotion

20

Good disposition and optimism toward others

10

Using criticism to improve capabilities

25

Fairness of behavior

20

Honesty and honor among personnel

25

Amount of physical exercise

20

Observing healthcare principles

20

Amount of self knowing

20

Amount of self control

20

Social courtesy

60

Conformity of job with personality

20

Rationalism and rationality in affairs

20

Dominant religious beliefs

10

Morals

10

New technology production

80

Amount of automation (official automation)

70

Cost reduction because of technology

70

Personnel empowerment to use technology

50

Specialty education courses

30

Conformity of education field and job

20

Specialist workforce level of awareness and expert
knowledge

45

Amount of expert‘s idea and suggestions utilized

25

120

Number of experienced and skilled personnel

35

110 500

Th
e
skil
l
an
d
exp
eri
The education enc
and training
e

Knowledge and Specialty

Amount of profit shared

120

120

40

270
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Diversity of personnel skills in the organization

35

Job responsibility with regard to personnel
specialty and skill

40

Order, law and justice

efficiently and
sufficiency of laws justice and fairness

Number of laws and regulations in the
organization

30

Amount of affairs carried out by approved
regulations

50

Enforceability of approved regulations

50

Reduction of accidents caused by ignoring the
regulations
Availability of progress and improvement
opportunities
Distribution of resources and choices by utilizing
and empowering the personnel
Personnel satisfaction of fairness in the
organization
Amount of organization profit shared with the
personnel

40
30
40
30
40

The order
Social

The reacting to the society

Observing organizational hierarchy

40

Duties carried out in the authority framework
given to the personnel

40

Knowledge and awareness of approved regulations

40

Automatic order observation (innate order)

80

Amount of organization participation in
establishing security and tranquility in the society

50

Organization reaction to the society

40

Conformity of organization goals and services with
public interests
Using suggestions of normal citizens and nonpersonnel individuals

200 510

30
30

Correspondence of organization norms with
society norms

40

Entrepreneurship of organization for the society

50

Th
e
pre
ser
vin
g
uni
ty
an
d
int
egr
The environment ati
protection
on

Organization share in reducing social tension

140

30

Organization benefits and profits for the society

Organization share in establishing pride and unity
in the society
Restraining environment depravation by the
organization
Restraining environment pollution by the
organization
Organization share in society sustainable
development
Observing individual, group and organization
healthcare

170

40

310

50
40
30
50

170

20

130 610
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Organization share in reducing economic tension
Organization share in reducing political tension
Organization share in reducing psychological
tension
Organization share in creating unity of thoughts
and tongues

20
20
30
40

The dutifulness

Working conscience

60

The civilization

OCB

Clarification of personnel duties

Respecting other personnel rights

40

Observing standard timing for the duties by the
personnel
Responsibility and loyalty of personnel towards the
organization

Polite and respectful behaviors of organization
personnel
Humanitarian and honorable behavior in the
personnel

25
30
35

60
10

The
feedback The team
and review making

Organizational development

The network training

Devotion and generosity of personnel

10

Manager training in improving group problem
solving skill

20

Amount of manager and employee relations

20

Amount of different workgroups in the
organization
Planning and ideal objective defining of the
organization

120

20
20

Amount of organization objectives fulfillment

30

Endeavoring to establish positive changes and
setting new opportunities

30

Amount of collected data for change and analysis

10

Recognizing groups‘ problems

30

Amount of solved recognized problems

20

Participation and functions of the groups

20

Inter members relations

10

Improvement in duties of groups and members

20

Totall points

150 270

140

60

50

250

2800

4. Conclusion
Achieving organizational success needs a systematic and integrated approach.
This approach can not be achieve without considering the aspects of
organizational civilization, because thanks to OC, we will gain mature, educated
and expert personnel, powerful management and successful organization.
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Therefore using the present model, organizations can be led to greater success.
In this method, in a world that one moment of hesitation and negligence can be
devastating, organizations can continuously evaluate themselves to promote
improvement and organizational maturity and become a civilized organization in
the end. The result of civilized organizations is achieving a civilized society and
universal village, in peace and tranquility and healthy rivalry.
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Abstract
The treatment of non-native speaker teachers in the TESOL profession is a long standing
issue. This small scale study explores with a semi-structured interview discriminations
faced by Thai EFL university teachers in their workplace and their perceptions towards
discriminations between native and non-native speaker teachers. Discriminations are
revealed including inequity in salary and responsibility and hiring practices. From the
critical stance, the participants accept discrimination passively, citing that they don't feel
they personally face discrimination daily. More broadly, they feel ill placed within the
power structures, which influence policy to change the status quo and to put forward
their justifiable case for closer equality.

Keywords: Native and non-native speaker teachers (NS and NNS) – Discriminations –
Hiring practices – TESOL profession.

1. Introduction
Within the English language teaching (ELT) industry there exists an assumption
about non-native speakers being inferior to native speakers in the teaching of
English. In Thailand NS teachers are perceived as superior to NNS teachers. The
evidence presents itself starkly in recruitment drives. Furthermore, the Thai
Ministry of Education desires that bilingual programs in Thailand be reliant upon
a resident NS teacher. The targets set for NNS teachers to meet entry
requirements are very high, compared to very rudimentary qualifications
required by NS teachers. Such policies reinforce commonly held beliefs about the
superiority of NS teachers. The private sector is also obsessed with NS teachers.
Direct evidence is readily available in discriminatory job advertisements.
It is worrisome that in the age of equal opportunities for all genders, races,
religions etc., that overt discrimination still exists. This preference also results
from the 1999 Thai National Education Act. The act aims to establish more
international programmes in which English is commonly used as the medium of
instruction (Wiriyachitra, 2002). Thus, a high demand for NS teachers has
resulted in vacancies for English teaching that cannot be filled. There is a two
tier class of teachers in ELT employment, with NS teachers deemed supreme,
over Thai non-native teachers. However, this situation is based upon a myth
surrounding the 'image' of native versus non-native speakers of English, rather
than an objective analysis of education and teaching experiences of potential
candidates. An inequitable situation faces Thai teachers, performing equivalent
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duties with more relevant academic experience but enjoying far less the perks
and rewards.
However, Thai English teachers accept this and consider
themselves powerless. Yet Rajagopalan (1999) emphasizes that non-native
speakers should feel no shame in their role, in which their very presence is
critical in maintaining the cheques and balances that ensure a multicultural,
critical perspective pervades both the teaching and learning of English. It is
inevitable that inequality persists until non-native speakers are willing to end
acquiescence (Fairclough, 1989).
As a TESOL worker, I think non-native speakers should challenge the absurdity
of the current educational regime, demanding a paradigm shift from the current
model which they have silently, if reluctantly learned to live with. Thus, this
study focuses on discriminatory practices faced by Thai English teachers and acts
as a conduit to raise their own voices towards self-empowerment, and reign back
control of their own profession, possibly acting as agents of resistance and
change. In light of the above, I attempt to address the following two main
research questions: (1) What kinds of discriminations do non-native Thai EFL
teachers face in their workplace? (2) What do they think of discrimination
between native and non-native speakers of English in Thai TESOL employment
practices?

2. Literature Reviews
2.1 Arguments against the norms of native speaker teachers
Origins of preference of native speakers over non-native speaker teachers stem
from the perspective that native speakers are ―the owners of the language,
guardians of its standards, and arbiters of acceptable pedagogic norms‖ (Jenkins,
2000:5).‖ This perspective coerces NNS into chasing the norm of the native
speaker. Consequently, the premise given for employing NS teachers is that their
English is better than that of NNS teachers. This premise is invalid. Kachru
(1996) states, that 80% of regular users of English globally are non-native
speakers. Thus, the goal of English teaching in Thailand should be to practice
English as an international language (EIL). Using British or American standards is
probably inappropriate in the EIL context (Honna & Takeshita, 2001). The value
of using NS models of competence is vastly reduced by the predominance of EIL
(McKay, 2002). Moreover, the NS models present unattainable and irrelevant
goals for EIL learning, particularly pronunciation (Jenkins, 2000). It is more
appropriate to strive towards the goal of being a successful L2 learner of English.
This model is motivating and realizable for L2 learners (Cook, 1999). Thus the
case for prominence of NS teachers of English is diminished.
2.2 A debate on native and non-native speaker teachers of English
Thomas (1999) notes that the profession of ELT is surrounded by ―the uniform
blanket exclusion of NNS as potential teachers of English.‖ While, Medgyes
(1994:33) suggests that on average NNS are likely to be less proficient at
English usage, it is by no mean a guarantee: ―being born to a group does not
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mean that you automatically speak its language well‖. As Rampton (1990)
suggests, English proficiency is not about who you are, but about what you
know. NS teachers are at a disadvantage to NNS teachers, having no experience
of learning English as a foreign language. Widdowson (1994) puts forward that
emphasis needs to be placed on ―foreignness‖ in favour over ―nativeness‖ in an
EIL context. In understanding this foreignness, the teaching of a foreign
language is more successful. Furthermore, NNS teachers share a cultural and
linguistic understanding of the learners' language in union to their knowledge of
English. This makes NNS teachers uniquely suited as agents facilitating learning
by mediating between the different languages and cultures through appropriate
pedagogy (Seidlhofer, 1999). Similarly, Phillipson (1992a) sees ―the educated
local teacher as the ideal teacher of English‖.
Phillipson (1996) describes NNS teachers with the same first language as their
students, as having an insider understanding of the key differences between
their first language and the target language. This allows them to foresee their
students‘ linguistic problems, which is difficult for native speakers to gain
experience of. Moreover, Medgyes (1996) emphasizes that the NNS teachers will
have acquired an array of language strategies whilst learning themselves. NS
teachers may be competent and know innately what is correct, but may not be
able to explain the grammar rules explicitly (Hammer, 1991; Boyle 1997). NS
teachers may know how to pronounce words correctly, but they do not
necessarily know how to teach pronunciation. Whilst generally, the native
speaker is a good model for the student to copy pronunciation from, they lack
the skills of a NNS teacher to actually offer techniques with which to improve
pronunciation. (Jenkins, 1999)
Indeed, in the wider world where English is becoming the lingua franca, it is
actually NNS teachers who possess the most relevant skills for EIL (Llurda,
2004).
Kramsh (1997) elaborates that as bilingual‘s non-native speaker‘s
comprehensive experience of multiple languages promotes their understanding
of the learning dynamic.

3. Research Methodology : Participants and research instrument
The participants of this study are eight female and two male Thai EFL university
teachers who have been teaching in public and private universities in Thailand.
Their English teaching experience varied from one to twelve years. The semistructured interview was carried out to allow the participants to express their
voices including feelings and thoughts. The interview questions were developed
on the basis of a review of the relevant literature on native and non-native
issues. Open-ended questions were designed to elicit the discrimination faced by
Thai EFL teachers and to explore the participants‘ perceptions towards
discrimination in TESOL employment practices between native and non-native
speakers of English. The data was analyzed inductively by using an interpretative
approach in order to group the emerging issues into thematic categories.
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4. Results of the Study
4.1 Positive and negative aspects of being non-native speakers
My interview question analyses what the participants perceived as being
advantageous or disadvantageous of being non-native speakers or native
speakers. This brings insight as to whether the participants themselves have
misgivings about their own abilities. It also brings forward the sorts of attributes
that they feel non-native speakers bring with them that perhaps employers
ignore. They felt that they faced a negative perception of their ability by both
students and teachers. This has important consequences for recruitment.
However, the majority of the participants put forward many more perceived
positives. Perhaps this is a demonstration of their frustration that such positives
are not recognized as widely as they ought to be. They almost all cite the ability
to communicate with the students in Thai to explain details of grammar etc. as a
major benefit. Furthermore, they recognize that their experience of learning
English as an L2 learner is invaluable, along with their common cultural
background with the students.
4.2 Anxiety as being non-native speakers
The results from the interview revealed that the participants may have felt in
their situation as NNS teachers, with the hope of uncovering possible
discrimination they faced. In relation to possible discrimination, inequality in pay
was mentioned and again the unwarranted low perception of them from students
and parents was highlighted. This perception of others of them plays into their
anxieties about themselves, including their own proficiency, accent,
pronunciation etc. It appears that they feel the need to be even better than
native speakers of English so as stave off these negative preconceptions of their
abilities as non-native speakers.
4.3 Aspects of discriminations
I asked them whether the label of being a non-native versus native speaker has
any influence when applying for a vacancy. Almost invariably they answered in
the affirmative. Some of the participants responded with the following:
―I think it does. We can see from the classified ads that only native teachers are
preferred. If non-native speakers would like to apply for the job, they must have
experience or qualifications to some extent. Besides, they should be fluent in
English, that is, they should speak like a native speaker. Then they will be
selected.‖ (Teacher 7)
The only respondent, who claimed to personally have faced discrimination, put
forward that internally certain courses, such as speaking and listening were for
native speakers only. It is surprising that almost all of the participants reported
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that they have not faced any discrimination at their workplace. The only
exception mentioned:
―In my workplace, some certain courses that are related to productive
communication skills are only for native speakers to teach such as conversation
courses and oral presentation. I think in my university some Thai teachers are
better than those native speakers but they are not allowed to teach because they
are just not native speakers‖ (Teacher 4)
When I pursued the salary issue specifically in my interview, it became clear that
a number of the participants felt that in addition to unequal pay, non-native
speakers had a far heavier burden of responsibility beyond the classroom
compared to native speakers. One participant described:
―Native and non-native English speakers work hard equally so why do native
speaker get paid more. The salaries are different just because Thai are not
native speakers. It is not fair.‖ (Teacher 4)
Another inequity was that many native speakers were hired with minimal
relevant qualifications. A further disturbing bias had race connotations, where
not only were native speakers given preference in recruitment, but Caucasians
had an even a higher chance of gaining employment. The following excerpt
illustrated these responses:
―It is common for native speakers to get higher pay than non-native speakers.
Native speakers who looks white, their salary is twice whereas if you are Thai or
Asian, you will get half of native speakers although you have a higher degree,
high teaching experience, and more duties. They get higher pay anyway.‖
(Teacher 6)
In summary, discrimination exists in unequal salary; discriminatory hiring
practices both internally and externally, and unequal responsibility. These
inequities most likely originate from the miss-conceptions by parents and
students alike of the quality of non-native speakers as teachers of English.
4.4 Their perceptions
employment

and

reactions

to

discriminations

in

TESOL

I next try to understand the participants‘ understanding of this discrimination,
both its source and what solutions they may propose to tackle it. I ask them
what they thought were the origins of the discrimination. They inferred that
there is a broad misunderstanding by those outside of the classroom that nonnative speakers are some how inferior to native speakers, in particular, the
parents of potential students. Excerpts of what the participants explained are as
follows:
―I think it comes from the wrong belief of students and their parents that
learning English with native speakers will make them good at English as native
speakers.‖ (Teacher 2)
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―I think the discrimination is caused by misunderstanding that everyone who is
born an English native can use English perfectly.‖ (Teacher 8)
The consequences of this misunderstanding in a market driven system, where
‗the customer is always right‘, is that those in authority for course development
and recruiting respond in kind to the outside demand, giving fuel to of the myth
of the desirability of NS teachers seeking them out in preference to more readily
available and arguably more suitable NNS teachers, what ever the financial
burden. Part of the problem is addressed in the criterion that they suggest a
TESOL professional should have.
The participants emphasize that native
speakers often obtain employment without much experience and few
qualifications; they suggest that the standards for all should be equal in this
respect. For example, one participant suggested:
―Not only language proficiency should be assessed but also the attitude and
aptitude for being a language teacher. Teaching demonstration is needed to
evaluate as well.‖ (Teacher 1)
The participants add what changes they would put in place if they were in a
position of authority. Importance is placed upon correcting students and parents
perceptions of non-native speakers. They suggest making the pay fairer,
requiring native speakers to take more responsibility for out of class activities,
e.g. tutoring, invigilation etc., and lessening the burden on non- native speakers.
They suggest opening up all classes to be taught by non-native speakers. One
participant said:
―I think native speakers should be assigned more work, equivalent to Thai
teachers. They should have more teaching loads, editing hours, and consultation
hours.‖ (Teacher 7)
Finally I come back to the result that almost all of the participants did not feel
that they personally have encountered discrimination. It is interesting to note
here that some of the participants even accept the discrimination as normal for
them as illustrated below:
―Don‘t ask for fairness, it doesn‘t exist. It should be called preferences. I think if
Thai teachers choose this profession, they must really love teaching. They
should not pay attention to the pay scale but focus more on teaching and
learning‖ (Teacher 7)
This may seem extraordinary given the evidence from the same participants of
widespread discrimination in their profession. This is perhaps in part a result of a
cultural trait within Thai society of conflict evasion, which is evidenced in
everyday conversation in Thai by the phrase ‗mai bpen rai‘, roughly translating
as ‗don‘t worry about it, everything will be ok‘ quite frequently used when
something objectionable has been done to someone. This form of passive
acceptance is a major block in the progression away from discriminatory
practices in the Thai context, and as it is culturally entrained it is a difficult
obstacle to remove.
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5. Discussion
The participants give credence to the perspective that there is discrimination,
particularly with respect to recruitment practices and pay for Thai teachers of
English. This view has been expressed more widely for NNS teachers generally
by the likes of Medgyes (1994) or Maum (2002). The origins of this lie in the
miss guided belief in the native speaker fallacy as described by Phillipson
(1992b), Braine (1999), Canagarajah (1999).
In contrast, the results of this study suggest that Thai teachers actually feel that
they have many desirable qualities to bring to the teaching of English to Thai
students. They emphasized their better understanding of grammar than native
speakers, as has Harmer (1991) and Boyle (1997), their techniques for language
acquisition, akin to Medgyes‘s (1996) tricks of the trade, or Phillipson‘s (1996)
insider knowledge. They also noted the advantages that NNS teachers have due
to better cultural understandings of the students as discussed by likes of
Seidlhofer (1999), Phillipson (1992a), Boyle (1997) and Gill & Rebrova (2001).
Another aspect that has presented itself in the study is the very relevance of the
native speaker being a desirable model, as put forward by Chomsky (1965) for
mimicking, that native English speakers know best as noted by Quirk (1990).
The participants on the one hand expressed that they were worried about their
pronunciation due to the desire of students and parents alike of nativeness, yet
on the other hand they were aware of the fact that English ought to be taught in
an EIL context as suggested by Llurda (2004). This shows that the teachers are
on the one hand at the mercy of what parents want, yet the teachers themselves
are aware of what are the student‘s needs, contradictory to those parents wants.
It also seems that the people in decision making positions, e.g. as exhibited by
the Thai Ministry of Education policy with regards to NS teachers, are driven
more by parents‘ wants than students‘ needs.
Finally, the most pressing point in my opinion that comes from the research is
the passive acceptance of the participants of their situation. Fairclough (1989)
and Rajagopalan (2006) mention the dangers of such acquiescence. It is
particularly important in the Thai context to uproot the tentacles of complacency
and bring an understanding of both the possibility and responsibility of change to
the teachers themselves.

6. Implications
Recognition that English is an international language should be disseminated. It
is necessary for Thai EFL teachers and their students including recruitment and
management to understand that the native speaker norm is not the purpose for
EIL. The onus ought not to be placed on teachers being native but on their
teaching credentials. Both native and non-native teachers can equally be a
successful teacher. Moreover, the unique attributions of Thai teachers should be
taken into consideration. In this way, beliefs about this native speaker myth will
be gradually reduced.
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The educational institutions in Thailand should make use of a native and nonnative collaboration as each compliment the other. The university should provide
training to both Thai teachers and native teachers in order to maintain and
develop their skills, which will be beneficial to learners. Moreover, there should
be the establishment of research communities, e.g. academic conferences, which
would create a forum for Thai teachers to raise their voice to create
empowerment and promote an understanding about this myth.
A critical perspective should be promoted for Thai teachers to be aware of
inequality. Knowledge based on the critical approach should be addressed in the
English teacher education programme in Thailand. Although Thai teachers know
about the discriminations, they still passively think changing is impossible and
adjust themselves to live with it. In reality, empowerment against discrimination
for NNS cannot be achieved instantly but results may be attained over a longer
periods. However, if there is only one voice, it can be a start for change as
Martin Luther King Jr. states ―Our lives begin to end the day we became silent
about things that matter.‖
Government, especially the Ministry of Labour and the Ministry of Education
should be part of solution, taking action to tackle and change this situation.
They must both create and implement laws or regulations against discrimination
in employment, which can remove the inequality that exists in terms of salaries
established on an ethnic basis.

7. Conclusion
In the ELT profession, there is a suggestion in the literature that NNS teachers of
English face unfair discrimination in their workplace. The results emphatically
support the hypothesis that such discriminations exist, both in the hiring
practices and salaries for Thai teachers. Furthermore, the teachers interviewed
assert their own belief that for many tasks they are better placed to teach
English to Thai Students in the appropriate EIL setting than many native speaker
teachers. The foundation stone upon which these discriminations are built is the
fallacy of the native speaker model. Students and parents alike have been lulled
into a false belief that native speaker teachers are always superior to NNS
teachers and program managers and recruitment drives respond in kind to this
demand. The NNS teachers themselves must play an integral role in the action
of change. Alarmingly, the participants seemed resigned to their situation, in
essence displaying passive acceptance. These teachers need to be encouraged
and informed that change is possible and that they must be willing to play their
important part in bringing that change about, to instigate the necessary
momentum.
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Abstract
Historically appointed, social, political, economic, and ideological, changes in society,
influenced institute structural and functional transformations of family in different time
periods. These changes have given an opportunity to change the interaction model of
mother, father, and child, in various aspects. More and more there is updated discourse
in the division of family roles – legal, emotional, practical and ideological context –
underlying father‘s involvement of the child‘s upbringing in the family. Research article
provides insight into the changes of father‘s role in the trend of research in theoretical
thinking of Latvia and global social space context.

Keywords: family – upbringing – father‘s involvement – co-parenting

1. Introduction
The changes of surrounding world create the appropriate need for personal
transformation of a certain age. Elitist position is allocated to flexibility, critical
judgment development, personal autonomy, etc. Family is that environment, in
which go the growth of individual and the process of personality development.
The analysis and investigation of the family provides an opportunity generalize
trends relating them to the society.
American doctor Thomas Fleming, who is specialized in anthropology and in
philosophy research, has expressed his idea, in the 1. world congress of families
in 1997 Prague, in his report that the human species could be called not only as
Homo sapiens, but also Homo familiaris which detect any studied-existing
structural features of society, where there is a similar pattern of marriage and
the family, the couple worries about their offspring. The need for social affiliation
is inherent to the nature of human, not only in a large scale social group,
society), but also at the local level for family, which anthropologically is defined
in the course of development of human species. (Fleming, 1997)

2. Family as social structure
According to the historical traditions of cultivated social traditions it is hard to
find „normal‖ without the family as functioning of a micro group, because the
individual is subject of thinking and living habits, socio-psychological tradition.
Normally the individual is viewed in the social context and the family is viewed in
the context of society, while the specified public opinion according to
individuality. (Laķis, 2002) The stability of family is one of the fundamental
society‘s indicators in the common conditions.
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The family is primary social group, historically formed a small community in any
society, whose members are linked with marriage or kindred relationships,
common life and mutual moral responsibility, as well as social action which
provides the public with physical and mental need for population replacement.
Normally family consists of man and woman, or any two individuals who whish to
link their lives and care about offspring in the long term. (Pinsof, Lebow, 2005)
The upbringing of children starts in the family, which is the most important
environment of personality growing. Development of public relations,
urbanization effect, progress of science and techniques had led to a decline in
the role of family pedagogy of caring for children. However, decreasing of
upbringing functions do not show the family‘s involvement actuality in the
decreasing process of personality growing. Family has been, is and apparently
always will be the main upbringing institute; family is responsible not only for
population replacement but also for a certain life‘s way creation.

3. The development of Latvian public opinion and transformation
in the context of family upbringing
Formation of Latvian folk culture, social conscience, and belief has been affected
by historical development of the country, its social, political, economic, and
ideological changes in various turns of an age. The social opinion in Latvia has
transformed according to the changing ideology of social current. The spiritual
heritage of Latvia‘s culture is rooted in folk wisdom– in folk materials.
Radical changes in the pages of Latvia‘s history lie in 18 and 19 century with the
enlightenment period and beginning of industrialization, which outlines the
processes of urbanization, increasing employment outside the house, as well as
growth of education and culture. Interwar period the Latvian state and its
citizens have experienced a national awakening, which is associated with the
improvement of language and building the education level of nation in general.
Independent democracy‘s establishment of Republic of Latvia was on the 18th of
November in 1918 which opened great possibilities for the new ideal of education
and personal development (Anspaks, 2003).
It has brought a poverty and destruction in Latvia. It has affected the most
important institution– family. As a result, there are changed functions of family
reproductively, generative, primary socialization, and child upbringing.
Period of Soviet Socialist Union‘s Republic had lead to great changes of Latvian
society. This time is characterized by breeze replacement of progressive ideas, in
which place there were put political ideology, collectivism, and other features of
Soviet regime (Russel, 1993).
On the 4th of May in 1990 the Supreme Council of Latvian Soviet Socialistic
Republic accepted declaration of Latvia‘s independence. That is why started new
phase in the life of Latvian nation and education, which marks beginning of
period of Latvia Independence in history.
The new age of independent brings fresh breezes not only in the political,
economical, and social life, but also in the pedagogy, especially in the families.
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From Confucius docility, strong and toughened Spartan warriors, through state
ideal of Aristote, from strong, dogmatic belief, to the true, reliable Augustine
view, from the harmonious development of personality till the abstract happiness
as the highest ideal, from the ideology of collectivism policy we have reached till
free, harmonious, comprehensive developed personality.
3.1. Changes’ tendencies of father’s role in the context of gender
stereotypes in Latvia
All these changes certainly affect the shift of tendencies in society. Global
changes obtain personified nature, directly or indirectly affecting the personality
and thus family as individual form union and social institution. In order to detect
changes of upbringing in modern society of Latvia, it is substantially to look at
the key stages of behavior.
The history of Latvian nation in the oldest periods of social and cultural identity
world perception representation expresses the folklore. As the most glaring
example of Latvian culture heritage should be mentioned riddles, fairytales,
songs, anecdotes, beliefs and legends. One of the most interesting forms of
Latvian folklore is Latvian folksongs or daina – rhythmic, laconic quatrain, of
which the author is all people. This heritage of wisdom collected in several
volumes and is considered as an integral part of Latvian cultural of olden times.
They include depiction of ancient Latvian life process, pint of views, traditions
and morals. In folklore there can be found tips fro the moral life, i.e. for the
execution of moral code. One of the main values, which are reflected in the folk,
is family. Researchers of folk mentions, that there is found important educational
material that is affecting all areas and reflects desired, the highest ideal. This
ancestral heritage of open and gender roles is expressed in different contexts–
family within a narrower scale and views of society in wider.
How traditional opinion of Latvian society looks at a man historically – father?
The idea of the father in the folksongs is expressed in two aspects, where one of
them highlights ideological understanding of family‘s father and the second
generalizes this idea in the scale of homeland, linking with the dominance of
patriotism (Latvian wisdom: collection, 1990-1993).
Last justice minister of the first Latvian independence times Hermanis Apsītis in
the Latvian wisdom writes that family, where harmony and concord manages,
and everyone is working their job, husband and father is as big, strong tree
around which comes together all family members, enjoys peace, relaxing and
happiness in a warm evening. Although quote is poetic nature it expresses its
ideological nature of the father in Latvian nation folklore is as the family‘s head
(Latvian wisdom: collection, 1990-1993).
Traditional patriarchal aspect that characterizes father and husband in family
appears in Latvian giant knowledge which has something in common with theme
of biblical Christianity about man as the main in family. There is emphasized
father‘s roles awareness. It binds to the constant qualities – an internal
harmony, the mind of honor, responsibility and the inherent rigidity of husband.
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If we look from the aspect of gender stereotypes to the wisdom of Latvian folk,
than we discover that folk songs more tells about mother as the weekday
upbringer of child, there are determined works of girls and boys, as well as
duties in the family, which shows a certain understanding of the gender roles.
Admittedly, the father's role is described as a global touch to the special
significance, but the mother delegates practical education - smaller everyday
responsibilities.
In the Latvian folklore the father is delegated to the protection and practical
support mentoring function in the family, while the mother is family‘s hearth
guardian and she has a role of child emotionality upbringing. The traditional
Latvian folk pedagogy provides a strong patriarchal culture setting.
Traditionally, society have opinion of man as family breadwinner and woman as
person who is delegated to bring up child an do housekeeping, these functions
was preserved also in Latvian independence times. Families were maintained by
fathers and the duty of women was the upbringing of child. The division of
functions was clear and comparatively strict.
Patriarchal paradigm started to change with the industrialization processes of
society, which initiates the changes in the pattern of family relationships,
responsibilities, and role division. Labor market opportunities and increased
access opens more extensive opportunities, at the same time changing parent
co-operation involvement in the upbringing of child. This is related to the
equality of gender in reassessment line of work, family, and social life.
Linearization process beginning of gender stereotypes in society ceased war and
later the Soviet occupation regime in Latvia.
During the Soviet Union unlike approval of individuality, there is enacted
collectivism policy into upbringing. Its aim is totally loyal person for state.
Upbringing is pervaded by political ideology, where is provided an important
position to determination – authoritarian dictates, discipline and order. There is
underlined effect, not mutual enrichment in the upbringing. (Studente, 1982)
The loud slogans of that time of the highest moral ideals of happiness, where are
declared upbringing ideas which do not show the real situation. There are
contradictions between authoritarianism and democracy in the current preaching.
The aim of the propagated upbringing in Latvia is exhaustively developed person
which does not reflect in the literature with desired educational outcome: valid,
relevant, obedient, communistic and patriotic minded man. (Studente, 1988)
In the process of upbringing Christian values are being replaced with the political
ideology, individual with collective and family with the society.
The main duty of the family is physical care of children and PSRS „valuable‖
inheritance of the next generation. Child bearing functions are apparently
delegated to the family, to both parents, but also public social spheres are
actively participating in it.
There is mainly formulated that a woman is and remain child‘s primary upbringer
in the pedagogical literature of that time (Studente, 1988).
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Relationships of parents in the upbringing process of child in family are viewed
not as an equal partner interaction, but as understanding compromise between
individuals with different power positions in the private and public sphere.
(Здравомыслова, Темкина, 2001).
Working mother‘s role in society popularized and also functioned impairs
patriarchal man– breadwinner image. The social constructions of women‘s image
in the time of Soviet Union foresee social active, working, at the same time
exemplary role of the mother. The women is liken as man in the time of Soviet
Union, but saving particularly to the woman
ascribed spheres - culture,
housekeeping, and upbringing of children (Zelče, 2002).
Ideological heritage of Soviet time – propagate ideas of social consciousness
remained long after the Soviet Unions collapse and the features can be observed
today.
3.2. Transformations of Latvian families in modern society
The family institute of modern Latvia is developing within the framework of
postmodern society, again by changing standards and breaking stereotypes,
which remained in the society‘s opinion, mainly in the time of USSR.
Today‘s society is known as intelligent, because it is characterized by high
industrialization level, urbanization, education, affluence, and welfare, as well as
gender equality in the social sphere. The postmodern world is built on pluralism,
democracy, religious freedom, consumerism, increased availability of
information, and entertainment principles, as well as on mobility (O`Hara,
Anderson, 1991).
We can speak about postmodern family within the framework of postmodern
society, because certainly ruling tendencies appears in the family, as well as
ongoing in the family impacts social changes. These two phenomena cannot be
separated, because they closely impact each other (Yount, 2005).
Both socially and individually axiomatic understanding of the family institute of
the conceptual nature is changed. We also can speak of role division in family
and parental impact on upbringing process of children in this context. From it
follows family composition of possible models, in which each parent has
significant warrants, duties, and roles.
Since traditional family flower times in the economic, moral and technological
changes have enabled completely transform the model of Father, Mother, and
Child (Stēngorda 2004: 14).
Directly transformations of families in Latvia and elsewhere in world determine
the actuality of the research – background of child‘s upbringing in the family and
the pedagogical aspects of gender roles.
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Creating perceptions and views on many social paradigms, the company often
uses a mechanism - which helps to classify the real world things and
phenomena, according to certain schematic concepts, facilitating the thinking
process – stereotype which made possible to extend it to education issues in the
family.
In the consciousness of Latvian society there is historically remained opinion
about man and woman with characteristic and appropriate behavior. Earner
status of man builds social and gender identity of man. While woman id
delegated as upbringer of child and housekeeper by society.
These standardized models of thinking forms the stereotypical understanding of
the role of the division of family pedagogy. The cultural stereotypes of standards
are unwritten defined behavioral models and are attributed to father and mother
role. These sociologically determined standards of child bearing practices from a
very early age. It gets a cliché sentiment for what not belong to masculinity and
femininity socially notional concept. The society calls the father and mother, not
only for them to follow these conditions, but also to nurture their children to the
prevailing stereotypes.
Also in Latvian society similar like in global social space actual has become issue
whether today's gender identity is truly understanding of centre? According to
the opinions of Latvian social psychologists the main function of gender
stereotypes is existing gender system relations, including gender inequality,
conservation and society protection, because existing order of things gives a
degree of stability to society, is common and so stereotypes are justified, which
really accurately describes the social situation in Latvia (Omarova, 1996).
Produced results of stereotypes are in equality of genders in social and economic
situation of Latvian society. There are confirmed opinion that men have higher
authority and prestige in the sociological researches carried out in Latvia
(Putniņa, 2005).
Both genders in Latvia‘s certain social system should continue to apply to
different requirements and expectations about gender roles performance
standards that apply to child upbringing.
Latvian People's views are often expressed in erroneous perceptions about
gender equivalency positions. Gender social role changes do not necessarily
indicate that men become like women or vice versa. Modern child upbringing
paradigm of the family between parents and offspring for co-parenting type of
relationship in which there is no struggle for spheres of influence, but a
continuous collaboration that enriches all participants in this process. Slowly the
Latvian public opinion is for a change of the USSR at the time embraced the man
called in question the authority to call his father to fully engage the child's
upbringing, not only by physical presence, providing practical care, but also
through emotional involvement with the child's upbringing in the family related
issues.
It would be important to the notional legislation and expressed guidelines for the
forming of man image– father‘s image as valuable participant of upbringing
process– competent, willing to participate.
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Unfortunately, the Latvian state frameworks of juridical cases do not work fully in
the upbringing of child from free gender stereotypes.
Currently, priority directions of Latvian state family policy is determined by
conception „Sate policy of families‖, which is the main development planning
document in the sphere of family politics. According to the conception, there is
developed action plan for 2004 – 2013 with concrete activities which should be
carried out for family policy.
Welfare Ministry of Republic of Latvia is actively working on the development of
family policy guidelines, which are expected to approve, starting in 2011 of 7
years. The planned overarching objective of this document is the key principles
and priorities to improve family well-being of Latvian. (Conception „State policy
of family‖ realization for the 2004 – 2013)
The public welfare is the basis of each family‘s welfare. Democratic state is the
basis for healthy and strong families, forming full members of society, and it is
essential to the national family policy, with particular attention to its composition
and functional changes that are increasingly providing opportunities for both
parents involved in child upbringing. (Conception „State policy of family‖
realization for the 2004 – 2013)

4. Conclusions
Latvian society gradually taking place in progressive change, but for many years
cultivated gender stereotypes do not fully engage men in family life and child
upbringing. Latvian public opinion recognizes the paradigm of man shape
changes in the traditional understanding of masculinity change, but still the idea
of reinvigoration is passive.
In the research of the Latvian social anthropologist Aivita Putnina, we can see
that the sponsor's role, which emerged historically with the industrialization of
the 19th century continued to exist. It is being attributed to the man in the
traditional family model, where the husband assumes the role of money earner,
but the wife of child upbringing and housekeeping. This model is valid not only
stereotypical views of society, but also being propagated in the legislation, which
provides benefits for dependents only one family member who works. Earner
status of a man's social and gender identity. (Putniņa, 2005)
Slowly begin actualize responsibility and decision-making of equitable
redistribution of both genders, but recognize that many families still male nonparticipation in the child's upbringing is treated as a natural, because mothers
are those who are perceived as inseparable from the child. A woman is asked
about the obligation to fulfill society's expectations - to bring up children. By
contrast, the father is given to the so-called assistant's role in the child's
upbringing, which based on the biological aspects of children's creation, is seen
as natural.
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The reasons for the increased participation of women from nonentity demand
side. Latvian studies reflect the fact that a woman does not share the childrearing responsibilities and rights of man. Man is often delegated to educating
the public sphere, the so-called Public Relations. And this obligation is accepted
by willing of man. (Analysis of the Employee Survey, Latvia, 2007)
The legislative framework of the State Family Policy Concept reveals the main
problems that the country is no single integrated family support policies aimed at
increasing the role of family and familial values the preservation of healthy
families and promote the development of social and economic environment. The
current measures are more focused on individuals and its problems, so the
family of the common problems in leaving. (Conception „State policy of family‖
realization for the 2004 – 2013)
As the main barrier in the increasing of father role is showed in the study which
is carried out in Latvia „Men Equal, Men Different. Men in Latvian Public
Environment: Policy, Social and Economic Aspects‖ There is shown not
legislations, which is broadly consistent with the recommendations of the EU and
international standards, but the general stereotypes about the obligations to be
men and women. Stereotypical attitudes of men are displayed as an aggressive,
less caring, to a career-oriented and controlling, such a discriminatory ideology
root of both genders in children from a very early age. (Veitners, Sedlenieks,
Vasiļevska, 2006)
Latvian society still has a long way to go to reach the readiness to abandon the
strong stereotypes that has been practiced over the years. However, there slowly
is going the trend change - fathers, although still uncertain, however, more and
more involved and in turn the parent trying to adopt and help build a positive
interaction between the two parental relationship of the child upbringing process.
Gradually, the family observed shift in pedagogy of teaching equality, dialogue
form interactions model based on the gender of mutual respect and cooperation,
not artificially induced, abstruse competition.

5. References
1. Analysis of the Employee Survey. Latvia (2007) Ministry of Welfare of the
Republic of Latvia. www.lm.gov.lv
2. Anspaks, J. Pedagoģiskās idejas Latvijā [Pedagogic ideas in Latvia]. Riga:
RaKa, 2003.
3. Koncepcija „Valsts ģimenes politika” īstenošanai 2004. – 2013. gadam
[Conception „State policy of family‖ realization for the 2004 – 2013]. Rīga:
Labklājības ministrija. Pieejams: www.polsis.mk.gov.lv
4. Laķis P. Socioloģija: ievads socioloģijā [Sociology: Introduction into
Sociology]. Rīga: Zvaigzne, 2002.
5. Latviešu tautas dzīvesziņa: krājums [Latvian wisdom: collection]
/[sakārtojusi un ievadu autore A. Rudzīte] Rīga: LNNK, 1990-1993.5 sēj.)

327
Actes de la 2ème Conférence Internationale Éducation, Économie et Société – Paris 2010

6. O'Hara, M., Anderson, W.T. Welcome to the Postmodern World. The Family
Therapy Networker, September/October, 1991, p. 18–25.
7. Omarova, S. Cilvēks dzīvo grupā.[A person lives in a group] Riga: Kamene,
1996
8. Pinsof, W. M., Lebow, J. L. Family psychology. The art of the science. USA:
Oxford University Press, 2005.
9. Putniņa, A. (2005) Men in Latvia: Sketch of Situation. Demographical
Situation Today and Tomorrow. Commission of Strategic Analysis. Scientifically
research articles, Riga: Zinātne
10. Russel, B. Education uder Comunism. London: Routledge, 1993.
11. Stēnsgorda, P. Māte, bērni un tēvs. 16 intervijas ar netradicionālām
ģimenēm. [Mother, Children, and Father. 16 iterviews with untraditional
families]. Riga: Atēna, 2004.
12. Studente, A. Ģimene [Family]. Rīga: Zvaigzne, 1982.
13. Studente, A. Ģimenes pedagoģiskās iespējas [Pedagogic opportunities in
Latvia]. Riga: Zvaigzne, 1988.
14. Fleming, T. USA The Natural Family. The World Congress of Families I
(speech). Prague, the Czech Republic, 1997.
15. Veitners, K., Sedlenieks, K., Vasiļevska, K. (2006) Men Equal, Men Different.
Men in Latvian Public Environment: Policy, Social and Economic Aspects.,
Ministry of Children and Family Affairs,
//
http://www.bm.gov.lv/lat/projekti/tetis_majas/?doc=3620)
16. Yount, K. M. Globalizing the modern family ideal. Journal Families that work,
spring, 2005, p. 6.
17. Zelče, V. Latvijas padomju sievietes konstrukcija: Pirmā identitāte- darba
sieviete (1940.-1941.) [Soviet Latvian construction of woman: The first identitywork woman (1940-1941)] Grām: Brikše, I. (red.). Komunikācija: Kultūra,
sabiedrība, mediji. [Communication: Culture, society, media.] Rīga: Zinātne,
2002. (Latvijas Universitātes raksti 655. sēj.) 34.-60.lpp
18. Здравомыслова Э., Темкина А. Социалогия гендера [Sociology of gender].
В кн.: Жеребкина И. (ред.). Введение в гендерные исследование
[Introduction to gender research]. Санкт-Петербург: Алетейя, 2001.

328
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

Children‟s perceptions of their school experience
Mallika Kanyal
Anglia Ruskin University - UK
Mallika.kanyal@anglia.ac.uk

Abstract
The research aimed at examining children‘s perceptions of their school experience.
Twelve five- six year old children from a state funded primary school (Key Stage 1) in
south-east England formed the sample for the study. To explore their understanding of
school experience, three qualitative participatory methods: children‘s drawings, adapted
from Armstrong (2007); children‘s pair interviews, analysed using phenomenography
(Evans and Fuller, 1998) and finally; photographic/video evidence of different areas of
the class/setting, taken/videoed by children themselves (Burke, 2005), were used.
Findings from all three methods explicitly suggest that children liked coming to school
and enjoyed doing a range of activities with their teacher(s) and friends. It is also
evident that they wanted to spend more time outside. The paper therefore is an attempt
to argue the contention in participatory research where researches claim that children‘s
voices needed to be heard without putting adult interpretation into it.

Keywords: children‘s perceptions – phenomenography - drawings - participatory

1. Introduction
With the ratification of the United Nations Convention on the Rights of the Child
(UNCRC, 1989) by almost all countries in the world, the legal position of children
has been enhanced significantly, reinstated by the current childhood research
which views children not as the objects or subjects but participants and social
actors. Putting this into education context, children are perceived to be having a
part to play in their own educational processes (children‘s right to participation,
as evident in UNCRC articles 12 and 13). As a consequence, there is growing
awareness that knowledge about children should be constituted on the basis of
listening and hearing them (Formosinho and Araujo, 2004: 103). Such processes
are believed to have long term implications for sustained educational experiences
(Pascal and Bertram, 2009). This has led to a critical examination of traditional
research methods as they may not be having sufficient tools or frames to
articulate children‘s experiences (Veale, in Greene and Hogan, 2005). The
participatory approaches claim to be using creative methods as a tool to assist
the participants not only describe, but also give meaning to their experiences
(ibid).
However, despite the recognition of children as active social actors and
identification of various participatory approaches, there is skepticism that young
children can really participate meaningfully in education and its related processes
and policy-making (McNaughton et al., 2007). To simplify this conflict, Pramling
Samuelsson and Fleer (2008) suggest some preconditions for participation. They
believe that children require both room and space (physical and mental) to be
able to make choices and to take the initiative. But it is indicative from research
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that different countries and regions are at different levels of listening and
attending to children‘s voices (Kanyal and Cooper, 2010). Some countries are
struggling to give the children room for more play and choices while others
already allow the children plenty of space and freedom (Pramling Samuelsson
and Fleer, 2008).
The emergence of children‘s participation has been encouraged by the UK
government in terms of education provision. Evidence of this can be seen in the
introduction of Citizenship classes in secondary education, the Early Years
Foundation Stage (EYFS) (DCSF, 2008), Every Child Matters (ECM) (Her
Majesty‘s Stationery Office : HMSO, 2004) and the Special Educational Needs
Code of Practice (DCFS, 2008). But the development of these policies and
framweorks does not mean that children will be automatically consulted and their
needs highlighted in any implementation of policy. They seem to be having
strengths, but arguably, the approach they dictate to learning may not be the
most appropriate for young children (Baldock et al, 2009). Hence this research
aims to find creative ways of analysing children‘s perceptions of their school
experience. The methods used are derived from participatory research
approaches to allow children‘s perspectives to be understood by attending to
their multiple voices, which Loris Malaguzzi famously refer to as ‗the hundred
languages of children‘ (1993).

2. Methodology
The methods used in this research lend themselves more towards the qualitative
approach in research as the experiences are perceived to be situated within the
everyday working practices of those involved (Wimpenny, in Savin-Baden and
Major, 2010), which in this case are young children‘s everyday experiences in an
education context. The triangulation of qualitative participatory methods:
children‘s drawings (Armstrong, 2007), paired interviews (Evans and Fuller,
1998) and photographs and video cameras (Burke, 2005) will help reach a better
understanding of their perspectives (Cohen, Manion and Morrison, 2000) and
also give research the validity, making findings more convincing (Hughes, 2001).
In relation to ethical considerations, consent was obtained from both, parents
and children. Parental permission was taken in the form of written forms and
children‘s consent was collected with the help of easy to comprehend picture
cues. They were also given information on to be able to decline their
participation, should they wish so, and that this would not affect their school
activities in any ways.
2.1. Children’s Drawings
Children‘s drawings have been used to understand varied perceptions of the
world around them. Studies like Anning and Ring (2004) and Weber and Mitchell
(1995) illustrate how drawings can be used to help educators and other
professionals understand the lives of children in school and related settings, for
example, to demonstrate teachers‘ pedagogic styles and children‘s achievement
in schools (Bonoti et al, 2003). However, Martindale (2008) raises the concern
that children‘s drawings cannot possibly be viewed as a reliable source of
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information concerning children‘s perceptions of themselves, or anything else. He
states that through their drawing, children may not always be representing a
projection of their perception of the question being asked, but may represent a
wish rather than a perception. Arguably, Walker (2007) reaffirms drawings as
the ―natural‖ method of enquiry for school-aged children, ―who frequently are
given the opportunities and tools to draw ―for fun‖ in schools or other settings‖
(pg 99). These schools/settings form part of children‘s cultural milieu which
inform their meaning making (Kendrick and McKay, 2004). Hence, it could be
argued that children‘s drawings are much more than a simple representation of
what they see before them and can be better understood as the ways in which
they are making sense of their experiences (in this case, of their school
experience) (Anning and Ring, 2004). Drawings therefore, can sufficiently be
used as a research method and tool offering insight into children‘s individual
experiences (Veale, in Greene and Hogan, 2005).
Children, in this case, were asked to draw two pictures using a research
instrument designed by Armstrong (2007); (i) a picture of their ‗actual school
experience‘ and (ii) a picture of what they anticipate as their ‗ideal school
experience‘. In the ‗actual school experience‘ they were advised to draw the dayto-day things that they do in school/class. In their ‗ideal school experience‘ they
were advised to use their imagination and draw the things that they ‗would like
to see themselves doing in the school‘. It was aimed that child's productions,
along with pictures of their own life contexts (in this instance, classroom and
classroom activities) will act as ideal stimuli to elicit their narratives around the
asked subject (Formosinho and Araijjo, 2006: 26). In order to avoid loosing the
true meaning of their pictures, the narratives were tape recorded whilst children
were actively engaged in the process of drawing (Roberts-Holmes, 2008). Each
participating child was briefed this process beforehand and were given the time
to familiarise themselves with the equipment.
The children were made clear that the two drawings could be similar or different
and that in both drawings they had to put themselves, their teacher, and a friend
or two. They had to make sure that everyone was doing something and also, if
possible, label the people in their drawing. Gallacher and Gallagher (2008)
highlight this (adult‘s instruction/advice) as a tension behind participatory
approaches. They believe that these instructions implicitly dictate adult‘s
imposition, asking children to participate on their own (adults‘) terms. This, for
them, stands in direct contradiction to the notion of children exercising their
‗agency‘ in research, diluting the main philosophy behind participatory
approaches.
Instructions/guidance given verbally and in writing were not aimed to gain
implicit control of their drawings, but to be used as a tool to give their
imagination some cognitive structure. These instructions were more facilitative in
nature rather than constraining as they allowed children to be in full control of
their expression(s). The Children‘s Research Centre (CRC) at the Open
University, UK, highlights the same issue urging to shift the balance (adult‘s role)
to supporting rather than managing children‘s research (Kellett, 2010). Hence,
the drawings did not convey adult‘s imposed ideas, whereas allowed children to
use their imagination withing a given structural frame, to express their views
about everyday school/class experience.
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2.2 Children’s interviews
Historically, interviews with young children were seen as a very flawed research
method (Brooker, 2004). But these limitations to young children‘s competence as
respondents are now generally perceived as the limitations of those who
interview them (ibid). Interviews with young children can yield valid results,
provided attention is paid to certain preconditions. One important aspect is the
context in which interviews are carried out (Formosinho and Araijjo, 2006). In
this instance interviews were carried out with children in the school context
(within their classroom), in the (remote) presence of their teaching staff and
peers. They sat in a corner table with the researchers. This is perceived to have
favoured the interview process as familiar environment elicit better interview
utterances (longer, clearer, more complex, more thoughtful) (Brooker, 2004).
The child is also able to make an association between the process of interview
and evaluation (promoted by school) and, by doing this pays more attention to
questions (Formosinho and Araijjo, 2006).
The second aspect relates to the age of children. Since the children participating
in this research were quite young, they were interviewed in pairs so as to offer
(emotional) support to each other, if needed. In order to make it fun for them, a
toy telephone was used as an interview medium. Similar stimuli used in
interviews have shown to promote children‘s interest and thinking (Brooker
2004; Formosinho and Araijjo, 2006).
Thirdly, particular attention was paid to the number of questions asked as
persistent adult questioning has been shown to decrease children's competence
in making responses (Wood & Wood, 1998). The interview was kept short to a
minimum number of questions (three in this case) and children‘s voices were
tape recorded to allow the researcher revisit their response at a later stage. The
questions asked were as follows:
Why do you come to school?
What do you like about coming to school/class?
If there is anything at all that you do not like about your school/class?
The chosen methodology for interviews was inspired by the ‗Phenomenography‘
method as devised by Marton (1981, 1986 in Evans and Fuller, 1998). The
theoretical basis for the approach is grounded in the notion that for a given
phenomenon or aspect of the world, there are a limited number of qualitatively
different ways in which people perceive, experience or understand it. During
analysis the categories of description were ‗pulled out‘ from the interview data.
These categories were not made up in advance or pre-established through the
literature, but were arrived inductively from the raw data themselves (for details
on categories of description, please see Table 1).
2.3 Photographic and video evidence
Children were given (disposable) cameras and were asked to take pictures of
different areas in their classroom and outside, that they particularly like or

332
Proceedings 2nd Paris International Conference on Education, Economy and Society – 2010

dislike. They were also given video cameras, very simple to use, to briefly record
these areas with a running commentary discussing the reasons behind their
likes/dislikes. The photographs taken were then organised into broad categories
of their learning environment (as seen in Table 2), depending on the number of
times they were taken by the children. The running commentaries (video
recordings) were also attended to carefully, aimed at identifying children‘s likes
and dislikes and the reasons behind these likes and dislikes.
The whole process of taking photographs aimed to encourage children‘s
participation and active involvement. It was framed by an approach using visual
methodologies which recognize that young people are experts in their own
worlds and have distinctive ways of seeing (Burke, 2005).

3. Findings
3.1 Children’s drawings
3.1.1. Actual school experience drawing
Children‘s drawings of ‗actual school experience‘ show a majority of them being
engaged in doing class work, mainly, literacy and numeracy. The experience
analysed from the actual school drawings is hence academic driven and
represents a traditional view of classroom, where the teacher takes the authority
position and children attend to the instructions (Lodge, 2007 and Weber and
Mitchell 1995).
3.1.2. Ideal school experience drawing
Contrary to the criticism on the use of children‘s drawings in research, it is
evident from their ideal school drawings that all children were able to
comprehend the guidance given by the researcher and use their imagination to
create drawings that filled their gap between the ‗actual‘ and ‗ideal‘ school
experience. They managed to fill in their imagination with reality choices, as they
all view themselves playing outside in the playground. These imaginary
representations remind us that children as young as six have knowledge of the
symbolic relation of drawings to reality (O‘Connor et al., 1981).

The teacher is saying „Now class‟ in the speech
bubble and asking us Maths questions. She
asks „Is 3+3=7?‟ I say „No‟, and then I say „6‟
is my answer. I then ask the teacher if I could
go to the toilet. I have drawn my friends
Caitlin and Antony in the picture. They are
chatting to each other and being a bit naughty.
These green things are socks in the classroom.
The carpet is all blue. I drew a red chair.

In this picture I am playing with my
friends Brody, Ollie, Izzy, Ella and Elle.
We are playing football together. I am
trying to score a goal. There is no
teacher in the picture.
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Figure 1.1: An example of ‗actual school‘
drawing

Figure 1.2: An example of ‗Ideal school‘
drawing

To summarise the methodological application, children were quite comprehensive
and confident in narrating their drawings to the researcher. They managed to
draw contrasting differences between their actual and ideal school experience.
This draws us to the conclusion that drawings can be used as an effective tool to
promote dialogue between young people and their teachers (Lodge, 2007).
Drawings therefeore can be seen as rendering themselves to a form of text which
can be ‗read‘ and understood (Weber and Mitchell 1996, in Lodge, 2007).
3.2 Children’s interviews
The main categories of description emerging from each of the three questions
are shown in Table (1):

INTERVIEW
QUESTION
Why do you
come
to
school

CATEGORIES OF DESCRIPTION

Self-gratifying: to meet teacher and friends
Practical: to take part in certain activities such as colouring
Play: to play
Educational: to learn things
Better future: it will be good for our future
What do you Symbolic: activities such as puppet, home corner
like
about Sensory-motor activities:
activities involving the use of
your
materials such as colour, paint, etc
school/class
Gross-motor: running, playing football
Educational: activities such as reading/writing or other
educational and group work, like making a display, ICT
Extra curricular- activities that involve use of space, like
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stage
If there is Activities: for example, maths, physical education, assembly
anything at Aggression (mild): aggressive acts (like pushing) committed
all that you by other children
do not like Discomfort: do not like sitting on the carpet as it makes us
about
your hot
school/class
Structure: more snack time during the day
Satisfied: there is nothing that we do not like.
Table 1: Children‟s interview response
On the basis of interviews (as evident in Table 1), children's perceptions of why
they attend school ranged from adult-imposed reasons (better future, parents‘
wish) to the reasons which might be of benefit to themselves (self-gratifying,
practical, educational).
When making a response concerning what they like about their school
experience, all the children mentioned particular activities (like, doing work
inside, assembly, playing football, the home corner and puppets). Interestingly,
when talking about their dislikes, comparatively few mentioned specific activities,
instead they were 'satisfied' (liked everything or could not think of anything they
disliked), or mentioned factors which might cause them physical or emotional
harm (mild aggression and discomfort). These findings concur with those from
Evans and Fuller‘s (1998) research with 4-5 year old nursery children.
3.3 Photographic and video evidence
The most common areas photographed and videoed by children were as follows
(not in any particular order):
Table 2: Cassroom/school areas as photographed or videoed by children
S.NO.
1
2
3
4
5
6
7
8
9
10
11

CLASS/SCHOOL AREA
The white board
The book area
Phonics area
Outside (playground)
(Various) class displays
Work table
Colouring time/ area
Craft area
Computer area
Puppet area
Coat peg area

After categorizing photographs into the above areas, children were then asked
whether they liked that area/disliked or if they were not sure. A majority of the
children liked all these areas in the classroom and the outside space with a few
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not being sure of some displays: as „they were old‟, the white board: as „it may
involve reading‟, peg area: as „it is boring‟, phonics area: as „it involves sounding
out letters‟, puppet area: as „it is boring‟, book area: as „it involves reading‟ and
work table: as „it involves studying‟. However, there was no resounding dislike
for any of the areas. Children‘s perceptions of why they like these areas was a
general like towards activities that underpin the working of these areas, like,
colouring, making a display, reading interesting books, playing football and doing
art and craft work. Similar response was seen from the video clippings,
reaffirming their general like towards all areas.

4. Discussion
To summarise, children‘s perception of their school experience, based on their
drawings, interviews and photographs and video commentaries, is a positive one.
They like coming to school and enjoy doing a range of activities with their
teacher(s) and friends. They however, want to spend more time outside. This
resonates with what Baldock et al. (2009) state that if consulted, children in Key
Stage 1 would choose an approach to learning that resembles more closely that
of the Early Years Foundation Stage (DfES, 2007). This raises the question on
the use of participatory approaches to researching children‘s experiences. As
evident from findings, children are happy with their learning environments, but
have expressed quite unanimously (through their ideal school drawings) that
they would love to spend more time outside. But according to Lancaster (2006),
children‘s experiences and voices must be understood as perceived by the child
and not how we infer or interpret. It is indicative from the above research
findings that unless adult interpretaion of children‘s (implicit) responses is taken
into account, the complexity of children‘s understanding and communication may
not be understood in absolute terms. Does this mean that while attending to
children‘s voices, some form of subjectivity is bound to creep in ? This goes back
to the nature of participatory approaces to researching children‘s experiences. As
these approaches render themselves to qualitative methods (not ruling out the
possibility of the use of quantitative methods), it means that is is not subject to
the exactness of pure sciences. Participatory approaches may not be categorised
into a neat category of ‗a method‘ but a combination of various methods allowing
children to express themseleves in a variety of ways. It is a combination of
scientific rigor and critical analysis with imagination and creativity as a means of
coming to an interpretation of people‘s world within their cultural frames (FalsBorda, 2001).
The cultural frameworks of children can be understood in their education context
as their everyday school experience. The combination of different methods
allowed children with a range of social skills (very vocal to shy children) to
express their views about everyday and ideal school experience, thereby giving
them an opportunity to participate in the dialogue with the researcher about
their learning environment. Since participatory research has its root in liberation
theology (Chambers, 1997) it can lay the foundation for empowerment (Veale,
2005). It is clear from this research that their multiple voices (as expressed
through drawings, interviews and photographs and video clippings) can
effectively be used to facilitate an interactive dialogue between the
teacher/pratitioner and children, which will have the capacity to inform
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pedagogy. This gradually can lead to empowering children, giving them a sense
of shared understanding of the usefulness of their learning environment(s).
The biggest challnege however, that teachers/practitioners might face is
attending to children‘s multiple voices. Bae (2009) stresses this as one of the
pitfall. She states that while giving too much emphasis on views of children as
autonomous and competent beings, we may underestimate their vulnerable
sides. From a pedagogic position, these practices might stimulate too much selfdetermination and individual choice, making it difficult for the teacher to attend
to multiple voices at one given time (ibid). Therefore she asserts Moss‘s (2007)
view that the concept of choice can be used in connection with collective
decision-making as against the individual choices. This can be researched using
the ‗collective (participatory) methods‘ which aim to facilitate a group with
shared meanings, interests or experiences to analyse or access those
experiences (Veale, 2005 ). However, collective methods can hide inequitable
participation and may lead to the generation of false consensus (ibid). This
especially needs to be considered while researching with bigger sample sizes.
Therefore, it comes back to teacher‘s expertise as highlighted in McNaughton‘s
(2003) action model where their experience is acknowledged and recognised as a
tool to determine children‘s views and voices. The process not only lends itself to
be used as a reflective tool but can also give practitioners/teachers an
opportunity to celebrate good practice (as evident from research findings).
In order to make our teachers/practitioners more inclusive and confident in
integrating participatory tools in their everyday interaction with children, more
explicit links need to be made in policy documents. But as Bae (2009) argues
that what is stated in official documents is no guarantee that children will be
allowed space to take part on their own terms and meet respect for their various
expressions. These statements can be said to represent possibilities. This means
more research is needed to throw light on how these possibilities might be
realised in everyday practice. Shier (2001) simplifies this conflict to some extent
and states that taking children‘s view into account does not always mean that
every decision has to be made into accordance with children‘s wishes, or that
adults are bound to implement whatever children ask for. Children‘s views are
one of several factors that will have to be taken into account in many policy
decisions (ibid). Participation is not always a question of leaving the decision to
the child. The core of this issue is to involve children ―to make them feel that
they are competent to participate in decision-making processes by
communicating with them, asking questions, listening to them in order to
encourage them to develop skills and a desire to argue for their standpoints‖
(Sheridan , 2007: 204 and 205).
The above discussion can be seen embedded within the theoretical framework
that emphasise the active role children play in their own development.
Vygotsky‘s (1986) socio-cultural theory suggests that children‘s social and
cultural knowledge evolves as children actively engage with their environments.
The role of the teacher/practitioner is to affirm these ideas by allowing children
to participate in collaborative tools with (more competent) peers and adults
around them. In an early childhood context, these tools can be developed by
providing children opportunities for free play, for the freedom of expression,
following the spacious interactional pattern (Bae, 2009), where both, the
practitioner and children take part as active participants, sharing knowledge and
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playfulness. It is thus paramount to give spaces and opportunities for the
(gradual) development of participatory skills among children, who, as future
adults, will be more likely to be supportive of a truly democratic society, valuing
and respecting each other‘s contribution.
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Abstract
It is difficult to expect a pre-service biology teacher to have complete conceptual
knowledge, when their typical university degree requires the selection of a ‗major‗ and
sometimes a ‗minor‗ field of study. Many pre-service teachers have gaps in their
knowledge, and being able to identify and fill these gaps is half the battle (Scaife, 2008).
In addition to meeting conceptual knowledge requirements in the classroom, the preservice teacher is required to integrate computers into classroom activities. It is
reasonable to assume that gaps in teacher technological knowledge is partially
responsible for Songer‗s (2007) finding that ―computers and network technologies are
often under-utilized and poorly integrated into core science education activities‖ (p. 471).
This project aimed to explore conceptual change in pre-service biology teachers as they
investigated abstract scientific concepts through the creation of Slowmation Animation
movies. Short animations were created during a single two hour class lesson. The results
show that pre-service biology teachers were enthusiastic for Slowmation Animation as a
method for learning how to learn, as well as for highlighting what they thought they
knew, but didn‗t really know. Conceptual change was evident when the pre-service
teacher becomes dissatisfied with their conception and representation of a concept. The
dissatisfaction led to conceptual change sufficient to build enough confidence to take over
a class and present the topic without any planning. On the other hand, dissatisfaction
may in fact highlight further gaps in the pre-service teacher‗s knowledge preventing
them from achieving a level of confidence sufficient to teach the topic.

Keywords: Conceptual change – Science – Biology – Slowmation – Pre-service
teachers

1. Introduction
This paper reports on conceptual change in pre-service secondary science
teachers as they explore the abstract concept of MITOSIS through the creation of
a Slowmation Animation movie. These pre-service teachers were ―learning with
technology‖ (Jones, 2005, p.1). Jones distinguishes between learning with and
learning from technology, in that learning from technology involves passive
learning from a web page, a video or an audio recording. Learning with
technology is ―when the learners are actively engaged in a learning problem
while using technology to solve that problem‖ (Jones, 2005, p.1). Instead of
watching a video, the learner creates a video. The purpose of this paper, then, is
to explore the ―learning with technology‖ by pre-service secondary science
teachers when the technology is ‗Claymation‘.
1.1. Claymation in education
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‗Claymation‘ involves the use of clay to create characters, scenery and props.
These are then used to create a video in a stop motion format using a digital
camera. Minute changes to the characters and props between each photograph
create the appearance of movement on the screen. Most people are familiar with
movie studio examples of Claymation like Mary and Max, Happy Feet, Gumby
and Chicken Run.
Hoban and Ferry (2006) conducted an extensive review of literature pertaining to
―claymation, clay animation, stop motion animation and stop frame animation‖
(p. 2.), only to find a paucity of research publication in science education. Most
articles pertain to describing the procedures for making Claymation and adverts
in magazines. Five articles were found relating to the use of: 1) Claymation in
pre-service teacher education; 2) Promoting literacy skills; 3) Promoting
collaboration; 4) Need for adult assistance, and 5) The need for extended periods
of time to produce a video. Hoban and Ferry (2006) found Claymation has
potential (theoretically) as a teaching approach, but is too tedious and time
consuming to be widely used. Hoban (2005) and Hoban and Ferry (2006)
describe ‗Slowmation‘ as a viable alternative.
‗Slowmation Animation‘ is a simplified version of Claymation that uses many of
the same learning processes – ―researching information, planning and writing a
story, storyboarding, designing models, taking digital photographs, using visual
literacies, using technology, evaluating and, most importantly, working
collaboratively as a team‖ (Hoban, 2005, p. 27). There are six key differences
between ‗Claymation‘ and ‗Slowmation Animation‘ as summarised in Hoban
(2005). One fundamental difference of relevance to this paper is that of the
orientation feature – the plane of construction and movement. In Claymation,
the models are constructed in the vertical plane so they are free standing. In
‗Slowmation Animation‘, the models are constructed in the horizontal plane so
they can be moved manually on a piece of card on the floor. Hoban‘s (2005)
study outlines the seven step procedure for making a ‗Slowmation Animation‘
movie. Keast, Cooper, Berry and Loughran (2008) describe a three step process
they use in conjunction with Slowmation Animation. Keast et al. go on to
describe Slowmation Animation as a translation task ―in which learners translate
information from one form into another. In this case, Slowmation requires
students to translate abstract scientific information into models to produce
animated movies that demonstrate their understanding of the given concept,
topic, or idea under consideration‖ (p. 3).
Thus, the small numbers of papers published are procedural in nature. Very few,
if any investigate ―the value of the teaching approach for student learning‖
(Hoban & Ferry, 2006, p.2), but instead many explore the pedagogical approach
for teaching science concepts in higher education classes.
1.2 Conceptual change:
conceptual status

A

theoretical

framework

for

analysing

Stewart and Hafner (1994) indicate that genetics is one of the few areas in high
school biology that can be taught from a reasoning and problem solving
perspective. However, as many researchers have found (see Hackling &
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Treagust, 1984; Venville & Treagust, 1998; Kidman, 2009, Yang & Changlai,
2004), genetics and cell division in particular, has been difficult to teach and
learn for quite some time. Kidman (2009) found the teacher knowledge and
experience to be a key contributing factor. The majority of biology teachers
received their teacher education prior to the widespread usage of modern genetic
research. As a result, teachers fail to teach contemporary genetics topics well, as
they do not have the basic understanding themselves. As a consequence, today‘s
pre-service teachers also do not have basic understanding of contemporary
genetics. So the question is raised: How will our current students ever learn
contemporary genetics if there is a cycle of their teachers not being familiar with
the topics? This paper attempts to address this question by describing an activity
which challenges thinking and promotes conceptual change.
The study reported in this paper was designed to capture the conversations and
questions of the pre-service science teachers as they conceptualised and
designed their Slowmation Animations in a 2 hour tutorial class. The focus of the
paper is to highlight the discussions and questions raised by the pre-service
science teachers as they created their Slowmation Animations.

2. Participants and methodology
This paper presents a case study of four pre-service secondary science teachers
who jointly developed a short Slowmation Animation video. This case study
group was part of a tutorial class of thirty pre-service secondary science teachers
participating in a 2 hour tutorial class as a part of their methods course.
Pseudonyms are used. The case study group was selected due to the clear, on
task conversations of the participants, and where the participants seemed
comfortable to articulate their ideas and expectations.

3. Findings
The case study findings are presented in two parts. Part A provides a description
of the participant‘s conversation. This description highlights the components of
the conversation particular to mitosis. Part B presents an analysis of the
utterances in accordance with the conceptual change framework.
3.1 Part A: Conversation components
The self generated questions (see Fig. 1) indicate that the participants had little
ability to recall and describe the process of mitosis. This is despite all four preservice teachers were to be biology teachers and had completed all discipline
units of their degree. Although they had consulted a text book to select a topic,
none of the four had actually read the section to refresh their memories. The
students did not make progress on their topic until Susan consulted the
Spenceley et al. (2005) text. In order to make progress, the group needed
reminding of the science concept, and needed to overcome a need to concentrate
on the physical appearance of a cell. This group placed greater emphasis on the
image, rather than the processes involved in mitosis. Many initial self generated
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questions were concerned with both determining the nature of the topic as well
as the real life physical appearance of the scientific concept. The participants
were concerned that their video representation should be similar to the actual
cell appearance until it was suggested that this may be difficult due to staining
techniques used in real life. Later, self generated questions for the group
continued to focus on the appearance of the cell, but had developed to include
key aspects of the mitosis process. Tanya and Arthur were also interested in
using the correct terminology whereas Michelle and Susan tended to use the
attributes of the plasticine to identify the cellular components.
The need for detail, as linked to appearance, was important, but not so
important at the time of creation to ensure the content was scientifically
accurate. The creation of a Slowmation Animation video is very kinaesthetic.
There also appears to be a hidden visual learning component. The participants
needed to get the appearance right according to their common understanding of
the topic. Alignment, scale size and similarity were openly discussed issues–
more so than the scientific processes and accuracy involved in mitosis.
Terminology was an important concern to some participants but ignored by
others. No attempt was made within the group to develop a common
terminology base as was found by Kidman (2008) in a study which involved
groups of pre-service teachers working with high school students. In the absence
of the high school students, it seems acceptable to use lay terms.

Figure 1 : Self generated questions (SG = Self Generated) The need for
attention to detail (AD = Attention to Detail)
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Arthur‘s notion of creating ‗sister‘ cells was quite devastating for the group. The
discussion which followed centred on where they had gone wrong, why they had
failed, and what to about their failed Slowmation Animation. Susan felt it was
disappointing, but that ―it was just a tutorial activity and not an exam or
something. Get over it‖. Arthur could not move on. He did not like to think he
had failed and had wasted the activity. He needed to convert the disappointing
outcome into something positive, and sat despondent and withdrawn during the
sharing session at the conclusion of the tutorial. It was the suggestion by a peer
from another group that re-motivated Arthur (See Figure 2).
At the conclusion of the sharing session, instead of dismantling their plasticine
model, Tanya, Michelle and Arthur requested to continue to develop their
Slowmation Animation. Susan did not see the point in continuing, so she left the
group at the conclusion of the tutorial. Tanya, Michelle and Arthur spent a further
2 hours, revising their model, with the aim of creating ―‗daughter‘ cells and not
‗sister‘ cells‖ [Arthur]. The process of developing their movie has continued for
several months. They have made a ‗daughter‘ cell movie, although it is still not
to their liking. Occasionally the pre-service teachers will request access to their
model and redo several photographs. Rich explanations are shared at these brief
adjustment meetings.

Figure 2. Remotivating Arthur.
3.2 Part B: Conceptual Change
The reference point for determining the status of the pre-service teacher‘s
conception is from Tsui & Treagust (2007) research which explains that the
status of a person‘s conception is the extent to which the conception meets the
conditions of intelligibility, plausibility, and fruitfulness. Following the work of
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Tsui & Treagust, I report on the explicit inclusion or exclusion of an element of
status (e.g. intelligibility and plausibility).
Analogy: Arthur used the analogy of ‗sister‘ cells being similar to sister in a
family with a family resemblance. After describing the Slowmation Animation in
this way, his peers immediately saw the difference between ‗daughter‘ cells and
what they had created. In another instance, Arthur was not happy with how the
new cell model was being planned. He didn‘t believe the chromosomes
resembled the illustration being drawn by Tanya. Arthur said: ―What you have is
like spaghetti, but we have only a few chromosomes so if you draw them, they
should be untangled or like the little crosses‖. Neither Tanya nor Michelle used
analogies. Interestingly, neither of them attempted to use any form of
explanation or argumentation, so had little use for an analogy.
Image: In the planning of the new ‗daughter‘ cell video, Tanya was attempting to
modify the group‘s initial plan, by making annotations of comments relating to
the mitosis scientific process. To represent the chromosomes she made a small
scribble which Arthur objected to as outlined above. Perhaps Arthur was overly
sensitive to a need for accuracy and a need to see the same ‗symbol‘ used on
paper as well as via plasticine. Tanya explained she was simply scribbling to get
the chromosomes included, and not suggesting they were to be represented by
plasticine this way.
Exemplar: Michelle had a preference for the use of a model depicting an animal
cell rather than a plant cell. She said: ―We made the other one a circle, so we
need to keep it the same. It could be a cheek cell which is rounded and a bit
irregular. If we make it rectangle shape used we have an onion cell and would
have to redo the other video again with a new cell shape. Exemplars in this
instance related to the shape and type of cell to be depicted. The need for
consistency led to the utterances of the exemplars.
Language: There is very little evidence that Michelle was familiar with the names
of the components of a cell undergoing mitosis. Her language only included lay
terms. Although Tanya and Arthur regularly used scientific terminology, Michelle
did not ask for clarification. It seems the lack of usage of scientific terminology
may not be an inhibitor in the creation of a Slowmation Animation movie by preservice teachers if others in the group have the ability to use correct
terminology.
Past experience: Tanya, Michelle and Arthur all shared the common experience
of having ―done mitosis a few times. In school we did it with meiosis and used a
text to write down phases but I don‘t recall phases correctly. I now realise how
little I know. Well it comes back to me a bit when I read it, but I don‘t know it. I
cannot teach it from the cuff like I can some other stuff‖ [Arthur]. Tanya also
recalled writing about phases as well as doing a microscope activity looking a
root tips: ―we saw some plant roots dividing. Well they were not still dividing. I
couldn‘t see movement, but the cells had the little stripy bits clearly stained‖
[Michelle]. Again there is no evidence of Michelle attempting to use mitosis
terminology as she describes her past learning experiences of mitosis. Whilst
there is recall of having encountered mitosis at both school and university,
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neither experience has enabled the students to be able to teach the concept
without any revision.
Epistemology: Arthur was the instigator of causing major disruption to the
epistemological understandings of mitosis in his group. Initially the whole group
were happy with their mitosis movie and the scientific concepts represented.
However, for reasons Arthur is unable to explain, he saw the actual process of
mitosis different to that depicted in the movie. Dissatisfaction quickly became
evident in his belief of their portrayed scientific theory. Susan, an original group
member, was not interested in challenging this erroneous epistemology, however
Tanya and Michelle saw a benefit in reviewing their understandings: ―Well I just
thought that if we showed the bits moving from the middle to the ends on the
long strands and the cell becoming two, then it would be OK –‗cause that is
basically what mitosis is. I didn‘t think about getting it accurate, but now I think
about it we should not teach anything unless it is accurate or we will get the
wrong ideas across. My ideas have now changed, and I think I understand this
mitosis a heck of a lot more‖ [Michelle].
Metaphysics: Michelle‘s above statement as to the purpose of mitosis being ―the
cell becoming two‖ indicates she viewed mitosis initially as an end product,
where once there was a single cell and then there was two. She did not mention
mitosis as being the process of getting from one cell to two cells till much later.
Only after Arthur started voicing his dissatisfaction with their movie, did Michelle
consider the need to be accurate or ―show all the little bits moving around. I
thought it was just one cell then two, then doubling again to four and eight blah
blah blah. Mitosis is really about what happens as the cell becomes two, then
four, then eight‖. Michelle has changed her conception of mitosis from an end
product to a process, however her ideas of the 1-2-4-8 cell numbers needs
exploring to ensure she isn‘t harbouring an alternative conception.
Real mechanism: Tanya, Michelle and Arthur are continually grappling with
causal mechanisms of mitosis. Much of this grappling originated from poor recall
of what mitosis was and involved. The selected high school text book by
Spenceley et al. (2005) only served to refresh their memories of some past
surface understandings. None had a deep understanding of the process involved,
however it is evident that all three are developing this status element. Tanya, for
example, is not satisfied that their ‗daughter‘ cell movie is accurate as ―the
movement of the chromosomes on the spindle does not just happen by magic.
We need to show how it happens or what starts it. Our text does not explain it,
and others get too technical for me. ... My problem is not how to represent it,
but what to represent‖.
It is apparent that Tanya, Michelle and Arthur all have mitosis conceptions which
are intelligible and plausible to varying degrees. Their conceptions are changing
over time as they try to understand the process of mitosis. Much of the cause of
the conceptual change was instigated by Arthur first announcing his
dissatisfaction with their representation, and Tanya and Michelle quietly
developing their own dissatisfaction and experiencing a conceptual change. It
was this lack of dissatisfaction which resulted in Susan leaving the group. By
exploring their dissatisfaction, Tanya, Michelle and Arthur are continuing to
experience conceptual change as they attempt to accurately depict the process
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of mitosis in their Slowmation Animation movie. To date, Michelle appears to be
the only pre-service teacher to have taken her conceptual change to the highest
level – that of fruitfulness. In a recent e-mail to the Author, Michelle described
the pleasure she experienced on a school practicum (See Figure 3).

Figure 3. Michelle‘s classroom Mitosis experience.
As shown in the above story, the Power status element was relevant to Michelle.
And that Arthur excluded the power status – but this may be temporary: ―I am
not looking forward to having to teach mitosis. It is too complicated. Although I
know the basics, I don‘t understand them. I think the chemistry stops me or
something. I don‘t think my mitosis knowledge is of any use in the classroom as
it is incomplete at this stage‖ [Arthur]. Arthur sets very high standards for
himself, and becomes obviously disgruntled when he perceives he has not lived
up to his expectations.

4. Conclusions
It is interesting that as pre-service teachers experience Slowmation Animation
for the first time, they have an initial focus on the visual appearance of the
concept which later moves onto include aspects of the processes and functions of
the topic when considering self generated questions. Attention to detail in terms
of scientific accuracy is not an initial concern. To some pre-service teacher,
accuracy becomes an all too consuming concern. In terms of measuring
conceptual status and conceptual change, Slowmation Animation has shown to
be an interesting activity enabling the exploration of pre-service biology
teacher‘s new conceptions from a variety of status elements. A number of
findings have become evident. Mitosis is being taught in Queensland high
schools today, much as it was experienced by the participants in this study. The
participants admit they have little recall or useful knowledge of mitosis as a
result of this teaching. However through the use of Slowmation Animation in
their university methods class, and the partial use of storyboarding (in a yr 12
class the pre-service teacher had no time to prepare for), a new pedagogy is
becoming apparent for mitosis. Another finding is that by becoming dissatisfied
with a ones conception and representation of a concept, can be a powerful
experience for a pre-service teacher. The dissatisfaction can lead to conceptual
change sufficient to build enough confidence to take over a class and present the
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topic without any planning. On the other hand, dissatisfaction may in fact
highlight further gaps in the pre-service teachers knowledge preventing them
from achieving a level of confidence sufficient to teach the topic.
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Abstract
The sudden emergence and explosive growth of the Internet as a more pictorial medium
marks the expansion of the visual and the decline of the verbal in the twenty-first
century. This paper explores how readability of educational websites for children on the
Internet can be analyzed as rhetorical phenomenon through visual rhetoric. Both visual
and verbal images are investigated. Visual images are examined through their nature,
function, evaluation, actions, major features, subject matter, medium, forms, colors,
organization, craftsmanship, and context. Typography used on the educational website
is evaluated through familiarity, serif versus sans serif, contrast, alignment, line-length,
letterspacing, leading, point size, styles color, value, and texture of type. Readability of
text is calculated using both the Fry (1977), Flesch Reading Ease (1975) and FleschKinkaid (1975) grade level readability formulas. Analyzing highly respected websites for
children, the researchers discover how one of the best educational websites for children
might be improved for children to read, or used simply by teachers for instruction. The
researchers begin to establish conventions for the design of electronic media for
improved use by both teachers and students.

Keywords: computer technology – readability – visual rhetoric - typography

1. Introduction
One of the most important instructional decisions teachers make is matching
reading materials to students‘ reading ability. If students are given reading
material too easy, teachers are not strengthening reading abilities. On the other
hand, if given reading materials too difficult, students become frustrated because
they don‘t understand the material they are reading (Fry, 1977a). Either way, it
has long been known that when this occurs, students are not making progress
(Gambrell, Wilson, & Gantt, 1981), are not on task (Enz, 1989), could possibly
give up (Kletzien, 1991), often detest, (Juell, 1994) and may stop (Fry, 1977a)
reading.
Stroupe (2004) realizes with the advent of the Internet, we now have a network
of lexias including both hypertext and hypermedia, demanding new rules and
experience in how students interpret what they are reading. Kress and van
Leeuwen (2006) make a powerful case for schools to equip students adequately
for this new semiotic order. They describe how educators must understand how
electronic technologies function in a newly defined semiotic landscape, as it is
imperative for students to be able to adequately function in this new landscape.
Students must be able to produce and read both images and text.
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Both literally and figuratively, rhetoric of the written word is visual, and can be
distinguished from other forms of symbolic representation through sight. On
websites, images and words appear together in one discursive space. In this
space, they operate synergetically (Frascara, 2004).

2. Research Question
In searching literature regarding readability of educational websites for children,
scant research is found regarding this topic. Chen, Wong and Hsu (2003)
recommend criterion to be considered when educators make decisions on
whether or not an instructional activity is to be conducted on the Internet.
Information readability is listed as one criterion, but little evidence exists to
suggest it is placed very high in the website evaluation process. For this paper,
researchers looked at one highly recommended website for children, grades preK through middle school, teachers and parents. The question posed by the
researchers is ―How readable is a website recommended for children?‖

3. Theoretical Framework
We live in a very visual world. Children today are bombarded with images from
television to video games to the Internet. Whereas previous generations read
from books and newspapers, today‘s generation reads from video screens. Being
able to interpret images and make meaning is a skill that must be cultivated both
inside and outside the classroom.
Kostelnick and Hassett (2003) describe how the visual language must function as
a language allowing users to reliably make meaning through use of codes
normalizing its practice, and employing designers who create readable objects
for readers who interpret them. Arnheim (1969), writing more than four decades
ago, long before the advent of the Internet, deeply regretted that modern
culture, like previous eras, did not take visual thinking seriously, and how
modern culture undervalued the visual intellectually and educationally.
Visual rhetoric describes the study of visual imagery within the discipline of
rhetoric. Historically, rhetoric is a term associated with the study of the use of
symbols to communicate.
Rhetoric is now synonymous with the term
communication (Foss, 2004; 2005), and is a mode of pedagogy that can be used
as a tool for, and subject of, classroom pedagogy. This way of thinking is
important, as visuals are quickly displacing the linguistic in social importance
(Ott & Dickinson, 2009), especially on the Internet. As Foss (2005) affirms, ―To
restrict the study of symbol use only to verbal discourse means studying a
miniscule portion of the symbols that affect individuals daily‖ (p. 142).
Information regarding visual images results in inadequate, incomplete, and
distorted understandings of how humans use symbols to communicate (Foss,
2005).
The Internet, is rapidly becoming more image- than text-oriented. New and
different digital tools are urgently needed to help students reading the Internet,
so they are able to comprehend what they are reading.
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4. Literature and Background
4.1 Images
With increased use of multimedia, users are confronted with a wide array of
nontextual features requiring attention. Images are symbols that represent
concepts and ideas. Today‘s students are more comfortable and familiar with
images, often gaining much of their knowledge from them. Adding pictures and
graphics to webpages may aid in comprehension, if used appropriately (Acha,
2009; Burns, 2006). Therefore, choosing images for websites and pages is
extremely important. Images not carefully chosen for the express purpose of
adding to educational understanding of information tend to distract.
Analysis of visual symbols on websites allows a perspective in which to focus on
the symbolic processes by which images perform as a method of communication.
Description of visual images contains two components. The first is naming major
features of an image. This includes space, media, and shape. The second
component is suggested elements. Concepts, ideas, themes, and allusions
inferred from visuals are included in this component (Foss, 2005).
4.2 Statistical Readability
Statistical readability has long been acknowledged in reading research. Over a
span of almost a hundred years, many readability formulas have been
composed. These formulas are created statistically, using factors such as
sentence length, number of long words, amount of difficult words, vocabulary
difficulty, or other factors that gauge readability of text.
Gunning (2003), Fry (1977a), and Chall and Dale (1995) note important factors
to be considered when considering reading materials. These factors include:
Legibility; density of concepts; familiarity with subject matter; physical features
of text, including size of print; quality of illustrations; number of words on a
page; appeal; background experience; story structure and style; language
structure; and interaction of illustrations with text. Gunning (2003) emphasizes
how objective and subjective factors must be considered.
For the purpose of this paper, the authors chose to review text appearing on a
selected website using the Fry Readability Formula (1977b), the Flesch Reading
Ease Scale (Flesch, 1974), and the Flesch-Kincaid Grade Level formula (Kincaid,
Fishburne, Rogers, & Chissom, 1975). While these scales have been in use for
nearly 40 years, they were chosen for their prominence in current practice and
relative ease of calculation.
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4.3 Legibility
Because it is more difficult to read from a computer screen, placement of text
and images is just as important as information on the site (Goldsborough, 2001;
Sutherland-Smith, 2002; Walker, et al., 2005). It is well documented that
typography affects legibility and readability (Baines & Haslam, 2005; Carter, Day
& Meggs, 2002; Faigley, George, Palchik & Selfe, 2004; Frascara, 2004; Frutiger,
2008; Gordon, 2001; Rabinowitz, 2006). Legibility refers to the ease with which
a reader recognizes and differentiates between letterforms. This has a direct
effect on readability (Rabinowitz, 2006). Visual communication designers must
consider typography used, appropriate language choice, and intended audience
(Frascara, 2004). Legibility is achieved when qualities and attributes inherent in
typography are controlled and type is readable (Carter, Day & Meggs, 2002).
There are numerous considerations for making typography readable. Rabinowitz
(2006) suggests that in order for students to be able to read text, it must be
familiar because familiar typefaces can be read more fluently. Standard upper
and lower case text should be used because it aids in making fonts readable.
Avoiding text-heavy screens also makes information more readable on a
computer screen.
Text and background colors must be considered. Adequate contrast between
text and background assists with legibility of the letters. Pastel colors are less
fatiguing to the eyes and can improve the resolution on a computer screen by
reducing glare (Williams & Stimatz, 2005). Dark text on a lighter background is
much more readable than light text on a dark background.
Appropriate line length is essential for reading. Lines overly short or long will
tire a reader. Lines too long make it difficult for the reader to find the next line
and impede comprehension, while lines too short disrupt comprehension
(Gordon, 2001) because the eye must change lines too often (Carter, Day &
Meggs, 2002). There are discrepancies as to best line length. One researcher
recommends a length of forty characters (Rabinowitz, 2006), while another
considers twelve words per line optimal (Baines & Haslam 2005). Williams &
Stimatz (2006) recommend line lengths of eight to ten words.
4.4 Navigation
In order to create more effective educational websites, designers must consider
students directed to the sites. If there is not a good reason to include something
on a page, it should be eliminated due to the possibility it increases the
extraneous cognitive load of students (Hogg & Eckloff, 2008). This includes not
just text and images, but also navigation. The look and feel of a website affects
the way students learn the material (Hsu, 2006).
Reading on a computer screen is more difficult than reading on paper
(Goldsborough, 2001; Sutherland-Smith, 2002; Walker, et al., 2005).
While
newspaper publishers report people rarely follow news below the fold, one study
suggests people will scroll down on a webpage if visual elements suggest pages
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do not end (Abilock, 2005). Therefore, navigation of a website should entice
users to scroll down pages and explore sites.
Navigation plays a role in how users interact with material on the site. Pages of
a site should be consistent in layout and design. A website homepage should
organize the entire site (Abilock, 2005; Hsu, 2006). If readers have difficulty
navigating a website, they will not take the time to learn content being
presented (Abilock, 2005).
Links must be in a logical order. Navigational controls should be placed in the
same location on all pages and all pages should link to the homepage. This helps
eliminate dead-end links that frustrate users. Reducing the numbers of links will
also aid in reducing dead-end links. This is especially important for younger
viewers because they will click on all links available to them, increasing cognitive
load and leading to frustration. Effective navigational control allows learners to
be more efficient in locating information and more in control of their learning
(Hsu, 2006).

5. Methodology
Foss (2004, 2005), Kenney (2005), Ott and Dickinson (2009), have presented
researchers with a means to explain how visuals on the Internet can be analyzed
as rhetorical phenomenon. Images should no longer be reduced to a discussion
of verbal grammar (Dondis, 1973) or idealizing and praising images as holistic
truths (Mitchell, 1986). Scholarship has begun to correct this tendency by
intertwining how we construct and analyze text and image, especially readers
who do not have technical knowledge in areas such as design, art history,
aesthetics, or art education. Visual rhetorical analysis is the methodology for
this study. It was chosen because when analyzing visual symbols on websites, it
allows a perspective in which to focus on symbolic processes by which images
perform communication. The researchers evaluated the visual elements of an
educational website recommended for children from pre-K through middle
school. The elements evaluated included images, statistical readability, legibility,
and navigation.
Quantitative readability measures were calculated using the Flesch Reading Ease
(Flesch, 1974), Flesch Kincaid Grade Level (Kincaid, et al., 1975) and Fry
(1977b) readability formulas. Quantitative readability calculations were taken
from each page of the chosen website. This material was then integrated as a
whole, providing an average readability calculation for each of the formulas used
in the study.
One website from the American Library Association‘s (ALA) (2010) Best Websites
for Children was chosen for evaluation. This website, by Chris Van Allsburg
(2010), is located at http://www.chrisvanallsburg.com/flash.html.
Although
selection of the site from the Association‘s list was random, the mere notion that
the website is classified as one of the ALA‘s best websites engulfs its potential to
be used by children in classrooms.
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6. Research Results
The overall theme of Van Allsburg‘s (2010) website is fantasy. Inanimate
objects found on the site seem to take on a life of their own. A quill mysteriously
writes on the screen, while a toy dog on wheels changes colors and moves
across the screen.
A noticeable concept about Van Allsburg‘s images is
perspective. Images seem to be drawn from the perspective of a child. The
images pique readers‘ interest, and emphasize the power of imagination. Van
Allsburg‘s illustrations disrupt an ordinary world of comfort with fantasy. His
images are beautiful, but somewhat eerie. Images create a sense of wonder, or
hint at alternate reality.
Each page of the website is presented in a single screen with no scrolling
required. There are links to multiple pages located across the top of the dialog
box. These links open submenus for navigation when readers scroll across them.
Clicking on links takes readers to subpages of the site. Teachers and parents
can also find links to educational activities corresponding to Van Allsburg‘s books.
Navigation is consistent throughout the website. Consistency is important to
good webpage design (Abilock, 2005; Hsu, 2006).
When scrolling across the
dialog box, navigation to subpages appears to the side of the dialog box for all
sub-pages in that section. However, links do not remain on the screen and when
finished reading the page, readers must scroll across links to get sub-links to
reappear. Effective navigational control allows learners to be more efficient in
locating information and more in control of their own learning (Hsu, 2006).
All pages include a link to the homepage and navigational controls are in the
same place and displayed in the same manner throughout the site. There are
two links taking readers off the main site to auxiliary sites Van Allsburg supports.
The links open in a new page so readers will not lose their connection to the
main page.
Most of the images used on the website are his work, or photographs of his
work. If students are familiar with Van Allsburg‘s books, they will be familiar
with images on the website. Recognizing Van Allsburg‘s images may increase
students‘ interest in exploring the website.
Images on webpages may aid in comprehension, if they are appropriate and
carefully chosen to enhance content (Acha, 2009; Burns, 2006). There are two
photographs on the website readers assume are photographs of Van Allsburg.
One photograph is a picture of a person readers assume to be Van Allsburg
sitting next to a young child. Readers do not know who or why this child is in
the photograph which seems to violate the rule that you should only use images
to enhance content.
The Van Allsburg (2010) website contains standard writing, but there are
spelling, punctuation, and capitalization errors throughout. Typefaces used are
conventional, either Calibri or Verdana. These sans serif typefaces may be more
familiar, so the student may be able to read the text more fluently (Rabinowitz,
2006).
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Most pages on the site use line lengths of approximately thirty characters with
six to seven words per line. This is slightly less than the previously cited
recommendations for optimal line length in a digital environment. Because this
website is recommended for younger viewers who have less experience with
digital media, however, a shorter line length is probably good.
The contrast between text and background makes text on the website more
difficult to read. Type in all capital letters appears as display text. Display text
is the same color as the background, but has a lighter value.
When
incorporating color, it is important to achieve an appropriate contrast between
type and background (Carter, Day & Meggs, 2002).
This site uses a lightcolored text on a dark-colored background. The primary reason that this
combination should not be used is white text on a dark background causes
halation and will decrease comprehension (Rabinowitz, 2006; Baines & Haslam,
2005). On some pages of this site, the white text appears to bleed into the
darker-colored background.
The Timeline and Books pages are redundant. Whether the reader clicks on the
book in the Timeline or book title on the Books page, readers are taken to the
same information.
On pages with text requiring readers to scroll, two arrows are located to the right
of the dialog box. This feature is not readily obvious as navigational controls.
When the mouse is scrolled over the arrow, text scrolls very quickly, but cannot
be read while scrolling. In some cases, there is more than one additional dialog
box of text, so readers have to move the mouse off the arrows at the right time
to make sure information can be fluently read.
The Flesch Reading Ease (Flesch, 1974) formula rates text on a 100-point scale.
The higher the score, the easier it is to understand text. The Flesch Reading
Ease score for individual pages of Allsburg‘s site range from 9.1 to 87.8. The
average statistical readability for the entire website is 64.89.
The Flesch Kincaid Grade Level (Kincaid, et al., 1975) rates text on a United
States grade level. For example, a grade equivalent score of four means the
material can be understood by a fourth-grade student. The Flesch Kincaid Grade
Level score for individual pages of Allsburg‘s (2010) site range from 3 to 15.8.
The average statistical readability for the entire website is 8.44.
The readability graph developed by Fry (1977b) was designed to identify gradelevel scores for reading material from first grade to fifth year in college. Fry
recommends using only three representative samples from a book, but stresses
that if more samples are taken, the more accurate the readability results. A
representative sample was taken from each page of the Van Allsburg (2010) site.
Fry‘s readability graph predicts difficulty of material within one grade level.
Representative samples range from 3 to 13. The approximate grade level of the
Van Allsburg website is grade 7.95.
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7. Conclusion
Although the Van Allsburg (2010) website has an alluring presence, and entices
readers to the site, there are readability factors that could be changed to make
the website more readable for children, especially younger children. Images
might be better explained. Legibility could be increased by using a lighter
colored background and dark text on each page. The grammatical, punctuation,
and spelling errors should be corrected. Navigation could be upgraded to reduce
redundancy. The target audience should be given more consideration with
regards to statistical readability of each page so younger readers can use the site
effectively.
Instructional design for educational use needs to consider the entire website and
audience. The Van Allsburg (2010) site has a fairly high statistical readability for
the intended audience recommended by the American Library Association‘s
(2010).
This study looked at a single website. At present, there is very little research
related to this topic, so additional research comparing educational websites
recommended for like age groups, themes and design elements would enhance
the applicability and usability.
This research is just a start in evaluating
educational websites. It is hoped that this paper will encourage teachers to
critically evaluate websites, so appropriate sites can be chosen to meet
educational goals.
Educators cannot ignore the impact of the Internet and technology tools on
classrooms. A goal of this research is to make instructional designers aware that
creating usable websites is more than just putting up information. Creating a
website that is readable is essential in keeping readers engaged. This goes far
beyond simple cosmetics. Planning and structuring, production, and evaluation of
communication must be evaluated.
Designers of websites must focus on
organization and visual interpretation of messages. As the market-driven era
gives way to the people-centered era, scholars are finding designers of websites
are not educated in design; we must develop different ways to develop websites,
especially for children.
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Abstract
Today's highly developed electronic media have an enormous impact on how young
individuals spend their out-of-the-school activities. Electronic media provide a
tremendous array of possibilities for social networking and international global
intellectual exchange based on on-line sharing of thoughts, impressions and ideas. One
of the most active user groups of electronic media whatsoever constitute fans of
television series who participate in their interest around the globe and share their
opinions on any given series through web discussion groups and other channels of
communication. The surveys being made have concluded that these fans, often highly
qualified electronic media users, create and cooperate on a vast amount of activities
(video-clip editing, fan fiction creating etc.) that further enhance their spectator's
pleasure as well as the impact of original product. The activities should be supported by
nowadays educators. This article will present the case study of Czech virtual fan
community of Buffy the Vampire Slayer on both subjects mentioned: fan activities and
social communication in virtual community.

Keywords: Online communities, media education, communication, fan activities.

1. Introduction
Today's highly developed electronic media have an enormous impact on how
young people spend their leisure activities. They can be either interested in
individual consumption of media contents such as playing games, watching
television or browsing the web or they can be considered more sophisticated
users and active participants of media flows that surround them. A contemporary
world of various online offerings creates a space where popular culture audiences
can come along and discuss their favourite TV shows without having fear of
being ridiculed with reactions of misunderstanding or depreciation.
Media fans can be described as consumers/creative content producers: readers
who also write and viewers who also participate (Jenkins, 1992). Fan activities
are being recognized as an important basement for media activities as such and
quite natural roots of cultural production and distribution. Frequently they are
the fans who pioneer the possibilities of participatory processes and culture
through new media (Jenkins in Lancaster, 2001).
According to Jenkins the model of fandom can be built on following four pillars:
(1992, p. 210):
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1) Fans accept the distinctive mode of reception. Their media consumption is not
an occasional one and it certainly does not serve as a vehicle for traditional
leisure-time activities; contrary, it is rather selective and as such it is well
controlled by fans themselves while all media programs are watched on regular
basis; they are recorded, stored and discussed continuously
2) Fandom creates a specific and interpretative community. Fandom is formed in
its very nature as a social leisure-time activity whilst it is perceived on an
institutional level of participance (clubs, live chats, conferences) that serves as a
vehicle and source for cultural and knowledge exchange
3) Fandom creates specific artistic world. In doing so it follows its own standards,
habits, critical evaluations etc. The world of fandom differs from the constituted
world of art in its focus on cultural recyclation and thus creating a sort of
counter-culture
4) Fandom incepts alternative social community and for that reason it is
attractive for minorities and those whose interests could be otherwise hidden in
an isolation
However, Jenkins later (2007) doubts his own classification in an effort to
differentiate fans and spectators: „Concepts of the social dimensions of fan
culture are changing. Here is no longer the „weekend-only world―, this kind of
fandom is everywhere and all the time, a central part of the everyday lives of
consumers operating within a networked society.― (Jenkins, 2007, p. 361). „(...)
Certainly, there are still people who only watch the show, but more and more of
them are sneaking a peak at what they are saying about the show on Television
without Pity, and once you are there, why not post a few comments.― (Jenkins,
2007, p. 361).
This case study will demonstrate the way how we differentiate/define nowadays
fan and „false fan― – someone who is likely to be believed himself/herself in their
„fandom―; the way in which we have to move our attention from social subject to
fan activities.

2. Methodology
This study analyzes the modes of spectatorship in one of the most re-evaluated
phenomena of recent audiovisual culture – Buffy the Vampire Slayer and its spinoff Angel – both – in the Czech context to which the issue is rather new. The
Buffy series maintains its global cult position in humanities research and as such
it has undergone extensive observation from many traditional fields of inquiry.
However, education sciences have been standing a bit aloof of these efforts. The
survey is structured into two parts:
1) Fan activites and creative efforts (frequency of Buffy viewing experience,
creating blogs, webpage designs and subsequent graphics innovations, fanfiction stories and hypotheses, using foreign languages within the world Buffy
fan-fiction creative efforts);
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2) Aspects of communication (Buffy-related thoughts and shared experience).
The study builds upon previous findings of Buckingham and Rogge. It analyzes
the results acquired during a series of interviews within the Czech Buffy the
Vampire Slayer and/or Angel fan communities in the years of 2007 and 2008. All
survey participants quoted in the following pages hold a good reputation and a
permanent member status within the Czech web Buffy/Angel discussion group
www.buffy-angel.org which is considered the largest web fan site of such a kind
in the Czech Republic. Also, all participants quoted here are regular visitors or
even they lecture themselves at Czech fan conventions (e. g. Slayercon at The
Festival of Fantasy). The group being interviewed is not also so homogenous in
its age structure as it includes a sample of teenagers and young adults within 20
to 30 years of age. The socio-economic status of the group is also almost as
much distinguished: some of them are pupils, other being high school students,
and not the least of importance, some of them are already having a regular
income. Some other participants were not able to attend face-to-face, thus they
provided their responses via e-mails. Contrary to our preliminary considerations
for a live-chat being the best option for data collecting it was not such a case
while some of the participants interviewed via e-mail or web discussion groups
have provided us with more relevant and „honest― answers than those
questioned in real world. This was especially evident when analyzing speeches
related to personal emotional and reception issues.

3. Results and discussion
It is necessary to note false fans are highly active participants of web-based
discussions and they really cared for their research participance. If there is a
lower-secondary pupil with regularly expressed interest in a 10-year-old TV
series he or she can be often mistakenly considered a real fan. Our conclusions,
based on live interviews, have revealed that some pupils who considered
themselves fans are sometimes nothing more than false fans because of their
preference (and expressed interest) of school duties (such as learning and home
works). False fans also prefer an easily accessible media product (such as live
broadcast) to other forms of (self)entertainment or usual out-of-the school
activities (summer camps, sport events, trips). False fans can be considered as
people who frequently do visit web forums, think of themselves as a part of the
fandom community but they lack a closer interest or creative efforts
participance.
In such a case there is not a full alignment to four pillars of fandomship as they
were defined by Jenkins (1992, p. 210). There is no fascination – frustration
conflict originated from the development of audiovisual culture and subsequently
fans have no need to possess the aspects of original culture that imanently
incorporates both the acceptance of a part of original work and its partial
modification. (see Jenkins, 2007, p. 362)
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3.1. Fan activities and creative efforts
Fan culture is born out of a mixture of fascination and frustration that involves
equally both accepting certain core premises in the original work and reworking
others to accommodate our own interests (Jenkins, 2002). Popular narratives
frequently fail on the matter of satisfaction, thus providing an opportunity for
fans to take care for prospective development of fictional characters (myriads of
fan-fiction efforts that save the story for future). Repeated viewing experience
can be classified as an intentional activity as well as looking for his or her place
in the broader context of social community of any given media product. An
activity separating fans from false fans can be considered an issue while those
who actively participate in creating of fictional/artistic world are the blessed
ones; those that just look for an alternative, interpretative community, while
missing active participation in it (passively recycling the current media product)
are false fans only.
Czech Republic Buffy fans are familiar with all usual approaches and factors of
fandom activities such as fan fiction, video clip editing, web page design and web
discussion groups, fan lectures given at conventions, subtitles translations and
game activities (quizzes and karaoke). These efforts are considered as not
worthy of talking among fans as they are percieved mandatory. However, these
activities are being made with a serious approach which, of course, not excludes
the aspects of joy and pleasure. The opinion on re-rendering of a media product
varies significantly within the Czech fan group.
Some academicians even articulated their opinion that it is the Buffy fan fiction
that cements the community (Bacon-Smith, 1992). Alongside there exists a
number of opinions concerning artistic world modifications even among fans
because the fandom can be considered as a way to perceive cultural objects
while its characters rely heavily on specific culture merits of every single fan
(Williamson, 2005, p. 118). More frequently than not it is rather difficult to find a
consensus even among fans themselves who come to different meta-textual
conclusions. Most of all, „false fans― feel far less understanding for such fanfiction
activities.
3.2. Aspects of communication
We found Czech Buffy fans quite similar in issues of reception, identification and
fan fiction creative efforts. However, they differ significantly in the way they
communicate about series. Also, as is usual, they represent different socioeconomic and educational status, and a number of communication gaps and
schemes appeared during live talks. Some of talks were highly recognizable
because of heavy use of specific phrases. Frequently, the Buffy case study
participants tended to use Anglicism in order to be most accurate in their spoken
expressions. Other specific group was created from those who could have
precisely described a large number of episodes in its content but they usually
withdrew or failed when asked on clarification of series and its representation
matters. Although most of female informants do not consider themselves a
feminist, we can identify a combination of both fandom and feminist vocabulary
(see Williamson, 2005, p. 61). Communication stereotypes range from
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resignation to explanation to more precise form of problem attribution. Coming
to terms in an effort for precise explanation with more or less relevant
clarification. Some expressions were accompanied by heavy use of formulas.
Interpersonal communication of (not only) Czech Buffy fans flourishes; the fans
frequently meet new friends through web discussion groups that make the most
of series for their visitors. Although it is apparent that common interest is not
enough for inception of a long-term relationship and its permanent growth, there
are examples of such a state. Sometimes former web discussions can become
real-life conversations with prospective friendship-relation development. At the
Czech case of www.buffy-angel.org - which is the principal data source of this
case study - there exists a solid hard core of Buffy/Angel fans who know each
other thanks to their shared interest which later transgressed boundaries of
virtual world. They are united with a number of traumas (concerning family,
relationships, sex orientation) which drove them towards the identification with
the series characters. Such a community is classified by shared loyalty and
confidentiality.

4. Conclusions
A certain form of a top of view based on previous experience related to frequent
series spectatorship and its analysis can be considered typical for fans. The fans
simultaneously perceive the fact of an equally important role of their past media
experience. They can give a number of reasons for any artwork‘s merits in
comparison with other programmes they have watched. According to Rydin
(2003, p. 93) identification influences an opinion-making process: children with a
lesser interest for watched programme have proven to hold more distanced
attitude, they tend to greater analytical approach and furthermore they take up
of an ironic position contrary those who are deeply interested while have proven
to be less distanced. At the fans there is no such a rule supporting the fact the
more fans are absorbed watching the programme, the more likely will be their
identification processes precise and critical skills developed.
When coming back to the specifics of false fans reception we can observe critical
approaches attributed predominantly to the main characters with a strong ironic
background (see Rydin, 2003) which prevents false fans from continuous
reception enjoyment, entering into realm of artwork and making fictional world
modifications. The main fictional character of Buffy is viewed quite critically by
false fans while minor characters receive less of such an attention which
juxtaposes findings made by Buckingham (1987) that state that simple, marginal
characters are usually being ingnored or ridiculed and that – most of individuals
indentify themselves with main characters only, while a slight minority with
marginal characters.
As Williamson (2005, p. 60) further emphasizes fans usually evaluate the quality
of a work on the basis of a proper depiction the things they want to see – be it a
cute monster or „monster―. In the Buffy series case, there can be seen no
ruthless monsters as the series goes so far in this aspect of horror that even
visting character of Dracula is depicted as a sympathetic, charming and
aristocrate and thus it is perceived from a very pleasant point of view. Minor
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characters of real monsters stay aloof of general fan interest and unfavourable
characters are just those who are – according to a fan – „badly played― or „black
and white― characters. This approach, however, does not affect the overall
evaluation of the work as a whole. Fans note scripts' errors and omissions,
comment on lowered production costs of the series, actors miscasts and so on.
Once the errors are found they do not reduce the pleasure of watching. False
fans make a strong resemblance to a sort of contempt approach, of anti-fans,
with its irrelevant criteria of critical evaluation such as „reality of life― issues.
When watching fictive characters and their situations, the individuals realise they
work with certain limitations, resulting into informal learning of the rules of
construction and presentation (cp. Buckingham, 2003). Through informal
learning, the media literacy is naturally improved, because the spectator
thoroughly learns of the mechanisms of creating audiovisual works and their
presentation.
False fans and fans are distinctively differentiated through creative activities.
Both groups can be very critical of their favourite subject of interest.
Identification and fan activities do not exclude a specific critical approach but the
permanent joy and pleasure coming from reception are present only at fans.
Although Henry Jenkins increasingly doubts the possibility of splitting the fans
from viewers, the present case study tried to demonstrate the possible way of
separating contemporary fan from false fans – the pople who usually only think
of themselves as fans. The method indicated here stresses the shift from social
aspect to fan activity. Real fans are still out there, being well and alive. However,
they must be assessed under more rigorous conditions – with a respect to
functional division of both groups.
If an individual is informally led to think about her/himself, about the world and
about his/her activities in interesting discussions with distinctive personalities
and people sharing common interests, such individual will not be just a consumer
of the contemporary society's products, but s/he can be led to deeper life
orientation, change in attitudes or values (Čech, 2009).
The educators should embrace more opportunities resulting from informal
grouping of fan communities as the places of informal learning (Jenkins, 2007).
It is also necessary to support the fans activities including sharing the interest
with other people within the virtual groups, development of communication skills,
creative interests, etc.
The level of people's understanding of stories told by films, strategies, production
and distribution systems is reached by watching films and discussing them with
friends. Natural character of this informal learning method is confirmed by the
fact that many authors compare it with early language learning (for example
Dyson, 1993).
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Abstract
Information and communication technologies (ICT) and competency are increasingly
necessary to engage in everyday social activities (Sinclair et al., 2007), and the role of
ICT in education is widely discussed in the literature (e.g. Barraket 2004; Selwyn and
Gorard, 2003). The aim of the Start-IT project was to decrease the ‗digital divide‘ by
enabling learners to access computers and ‗self-teach‘ software. This paper discusses the
role of ICT in promoting the progression and retention of learners at a multi-institutional
campus. The Start-IT project targeted learners that often face specific financial, social
and geographic disadvantages which constrain their access to a computer. Evidence from
semi-structured interviews suggests an improvement both in learners‘ computer
competency and in their overall confidence. In conclusion, IT support can be seen as a
tool that helps to improve confidence and skill development with possible positive links to
learners‘ retention and progression throughout further and higher education.

Keywords: ICT – computer - digital divide - digital inclusion – adult education.

1. Introduction
Information and communication technologies (ICT) and competency are
increasingly necessary to engage in everyday social activities (Sinclair et al.,
2007). Digital inclusion is therefore an important aspect of social inclusion more
broadly. Digital inclusion supports people to participate as full members of
society and enhances social, civic and economic citizenship. It enables people to
stay in contact with social networks and discussion groups, purchase services,
access public information and banking services, and secure employment (ibid.).
The benefits of digital inclusion also are discussed widely in relation to enhancing
learners‘ education experience. While some researchers suggest no difference
between adult learners using ICT and those who do not (for example, Selwyn et
al., 2006), others suggest that ICT can lead to better outcomes for learners,
such as improved learning effectiveness (Curtain, 2002) and improved
communication and knowledge levels and academic performance (Andreu and
Nussbaum, 2007; Schmitt and Wadsworth, 2006). Some researchers argue that
it supports, particularly, mature students who face specific barriers to learning,
such as financial constraints, work and family commitments, lower levels of
previous contact with educational institutions or ICT (Curtain, 2002). In this
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context, use of ICTs is argued to act as ‗a catalyst for educational diversity,
freedom to learn and equality of opportunity‘ (Forman et al., 2002: 76 cited in
Selwyn et al., 2006).
In the United Kingdom (UK), there is considerable policy interest in the digital
divide. In the recent joint publication of the Department for Business, Innovation
and Skills and the Department for Culture, Media and Sport Digital Britain,
published in June 2009, it is suggested that closing the digital divide can bring
educational benefits through ‗online learning, information provision and research
and remote and virtual learning‘ (p 29). In Scotland, promoting digital inclusion
is one of the Scottish government key social inclusion strategies. Following a
review of the 2001 digital inclusion strategy report Connecting Scotland‟s People,
the Scottish government‘s new digital inclusion strategy Digital Inclusion in
Partnership was published in 2007. However, overall, little consideration is given
to how ICT can be used to achieve the government‘s socially inclusive aims, as
Selwyn (2002) observes.

2. Analytical framework
Learning cultures or ‗institutional habitus‘ can function as barriers to postcompulsory learning since students , particularly those from non-traditional
backgrounds, feel that they do not ‗belong‘ (Thomas, 2002). The term ‗habitus‘
was coined by Pierre Bourdieu to refer to the norms and social and cultural
practices of particular social classes and groups (e.g. Bourdieu and Passeron,
1990). These durable cultural practices and preferences, or dispositions, are
acquired by individuals during the early years of their life and are closely linked
to individuals‘ educational level and social origin (Bourdieu, 1984). Having access
to ICT and ICT knowledge can be understood to be part of ‗institutional habitus‘.
Liz Thomas (2002) and Marion Bowl (2003), for example, describe how lacking
these resources can make it more difficult for non-traditional, low-income
students, in particular, to achieve their academic potential. As a consequence, in
order to improve learning, learning cultures need to be enhanced (Hodkinson et
al., 2007).

3. Understanding digital inclusion
Findings from recent research conducted by the National Institute of Adult
Continuing Education (NIACE) and the competition authority for the UK
communications industries Ofcom confirms that a digital divide (still) exists in
terms of gender, age, and socio-economic status (Casey et al., 2009; Ofcom,
2009). While the digital divide has been largely understood in terms of lacking
access to computers or the internet, more recent research focuses on access as
well as use of ICT. For example, as Sinclair and his colleagues (2007) point out it
is necessary to consider different forms of ICT which exist as well as different
degrees of exclusion across a range of ICT and levels of utilisation (Sinclair et al.,
2007). For example, people may have access to the internet but lack the skills or
confidence to make effective use of it. Thus, to enhance digital inclusion (or close
the ‗digital divide‘), both access to ICT and meaningful engagement with ICT is
important (Sinclair et al., 2007). Moreover, Foley (2003) conceptualises digital
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inclusion as process, with creating awareness of ICT as a starting point and
impact of ICT provision as an end point. For ICT provision to have an impact
individuals need to have access to ICT, skills and training, and use ICT.

4. Digital inclusion and social inclusion
Links between digital inclusion and the concept of social inclusion – social
integration and participation in society (Walker, 1997) - are often made. The
expectation of wider positive outcomes of digital inclusion is expressed in the
following quote of the Digital Inclusion Team28. They interpret ‗digital inclusion‘
as:
‗The use of technology either directly or indirectly to improve the lives and life
chances of disadvantaged people and the places in which they live (Digital
Inclusion Team, 2009; original emphasis).‘
It is argued that having access to ICT and the ability to use ICT can benefit
individuals in a number of ways, including:
- Financial savings - for example, reduced price for products purchased online;
- Time savings - for example through reduced travel time; and
-Value-based benefits – for example through improved availability of information
(Sinclair et al., 2007: 22).
In addition, digital inclusion can reduce social isolation. Notley (2009) argues
that using online networks provided project participants with ‗valuable
opportunities for social inclusion‘ (p. 1208). The same is true for ICT-based
lifelong learning centres which encourage members of a minority ethnic
community the opportunity to overcome social isolation in their community and
speak English (Webb, 2006).

5. Digital inclusion and adult education
ICT is argued to make learning more effective and more equitable. It offers a
range of learning opportunities to a diverse range of learners in a convenient and
cost-effective way that can benefit particularly ‗non-traditional‘ learners, such as
mature students, the unemployed, the disabled, and students with family and
work commitments (Selwyn et al., 2006). This is supported by Webb‘s (2006)
work which suggests that IT skills contribute to successful learning.
ICT is now commonplace in further and higher education settings. Access to IT
equipment and IT skills are necessary, for example, for the communication
between tutors and students, to access learning material, doing internet
28

The Digital Inclusion Team is funded by the UK Government (Communities and Local
Government department) and hosted by the City of London to implement the report
‗Inclusion through Innovation‘ published in 2005.
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searches or word processing essays. While some researchers suggest no
difference between adult learners who use ICT and those who do not (e.g.
Schwartz and Duvall, 2000 cited in Selwyn et al., 2006), other work argues that
ICT can lead to better outcomes for learners, such as improved learning
attainment (e.g. Curtain, 2002, cited in Selwyn et al., 2006). Furthermore, ICT
can provide an attractive and motivating medium of learning for adults with basic
skills (Lewis and Delcourt, 1998 cited in Selwyn et al., 2006). Bowl‘s (2003)
study of non-traditional learners reveals that lack of access to computers at
home and lack of time to use on-site facilities because of family and work
commitments puts these students at a considerable disadvantage in higher
education settings. This is confirmed by other work which suggests that not
owning a personal computer and a great demand for university IT resources, and
often the need to work part-time, can create difficulties for economically
disadvantaged students to complete their assignments on time and successfully
(Thomas, 2002).
Overall, this literature suggests that there is a need for ICT provision, particularly
for disadvantaged learners. In addition, for learners who live in remote rural
communities travel to college or university can be difficult and expensive, cutting
into study and time spent with family (Forsyth and Furlong, 2003). In terms of
geographic exclusion, Barraket‘s study (2004) suggests that e-learning supports
entry into education to geographically or physically isolated learners.

6. Start-IT project aims and objectives
The aim of the Start-IT project was to support non-traditional students at the
early stages of their student career through the support of ICT. Recognising the
central role of IT skills in higher education study, the project aimed at enhancing
students‘ IT skills (for example, compose a presentation, locate files, format
essays). This activity was sought to improve retention and progression of,
particularly rural students, through enabling them to gain essential IT skills for
higher education study and through increasing confidence.
The project targeted those students who needed help with IT skills. Some
students lacked computer at home, lived a long way from the Crichton Campus
or were less flexible due to family commitments.
The aim of the evaluation exercise was to identify whether or not the project had
an impact on participants‘ IT use, knowledge, skills and confidence and the
broader impacts on students‘ learning outcomes.
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7. About the Start-IT project
The Start-IT project was an ‗e-learning‘29 initiative which aimed to increase the
IT skills and confidence in the use of computers for non-traditional learners at an
early stage of their study. The project ran from August 2005 until August 2007.
After meeting a student adviser who established whether the project was the
appropriate mode of support, laptops were loaded with basic ‗self-teach‘,
interactive computer software and made available to participants for external
use, usually for a 12-week period. The project promoted independent learning by
teaching the participant how to use the help functions and software menus. In
addition, student tutors provided individual support through weekly tutorials and
provided telephone support to participants.
The project was based at the multi-institutional Crichton campus in Dumfries – a
predominantly rural part of south-west Scotland. Population densities and income
levels are low, and participation rates in further and higher education are among
the lowest in Scotland (Scottish Funding Council, 2009). In 1999, in response to
low further and higher education rates, and to ensure university provision in the
area, the Crichton University campus was established at the outskirts of
Dumfries – the biggest town in the region (Hewitt and Cannell, 2009). Two
universities based in the west of Scotland, in addition to a college, were
accessible via the Crichton campus.30 Ten participants were students of the
University of Glasgow, and five were from the University of Paisley (now
University of the West of Scotland – UWS).
Twenty students completed the project during its 24-month period. The project
was successful in targeting mature students (the average age of learners was
46). In addition, a significant number of participants from the initial cohort
stated some form of disability (seven out of 16) (43.7%), and four stated that
English was not their first language. In addition, most project participants lived
at least ten miles from the Crichton Campus.

8. Methods
Semi-structured interviews (some face-to-face, some telephone) were carried
out with project participants at the start and the end of the 12-week project
period (overall, 15 entry interviews and 10 exit interviews were conducted). In
addition, interviews were carried out with key project staff31 and IT tutors.
Student and staff interviews were transcribed and analysed using content
analysis.

29

E-learning refers to learning with the help of information and communications
technology tools, including the internet, personal computers, interactive TV and etechnology (Department for Education and Skills, 2002: 2).
30
In 2009 Dumfries and Galloway College joined the Crichton campus, which then joined
the University of Glasgow and the University of the West of Scotland (UWS) (formerly the
University of Paisley).
31
Four interviews were carried out with project staff.
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9. Findings
9.1. Staff interviews
Pre-project interviews with Crichton campus staff suggests that it is nontraditional and mature students, in particular, that might need extra IT support.
All members of staff felt that lack of IT skills and access to computers have a
significant impact on students‘ learning outcomes. More importantly, enhanced
IT skills is sought to boost students‘ confidence and can make them feel they
‗belong‘ to university; thus including students into the learning cultures at
university.
‗I think it [giving them IT skills] has ramifications beyond just the fact that they
can now use a computer. I think it makes them feel good about themselves and
think ―I should be here, this is the place for me‖.‘
It is basic computer skills such as being able to use word processing software as
well as Power Point that were cited by staff to be essential for successful study.
Given the remote location of the Crichton Campus, knowing how to access the
electronic Blackboard sites where course materials can be downloaded is
particularly of importance and contributes to the empowerment of learners. All
staff found that the benefits of the Start-IT project lay in the fact that it was
flexible and encouraged independent learning, with the former particularly
important for students with work and family commitments.
9.2. Access to IT and experience of IT use at project start
Before access to one of the five project laptops for external use at home, around
half of the sample had a personal computer at home. Those without computers
identified the costs of one as a key barrier to access.
‗No, I don‘t [have a computer at home]. I‘ve no need for one because I can‘t use
one and I couldn‘t afford one either.‘
While access to computers was not a problem for around half of the sample,
confidence levels were low for the majority of project participants:
‗No, I‘m not confident [using computers]. You see I had a career break for ten
years and when I went back to university everything is around the computer,
and I start to feel quite low because of that.‘
For one respondent, it was the first time that she ever used a computer when
she started the Start-IT project. In contrast, others had basic computer skills but
wanted to enhance existing skills, as this learner suggests.
‗Just improve on what I can do. I can go as far as I can go with computers now
(…). I would like to be able to know a bit more (…).‘
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To sum up, while access to computers was not an issue for many project
participants levels of usage and confidence were limited for the majority of the
sample.
9.3. Access to IT and experience of IT use at project end
At the end of the 12-week project period, confidence with using computers
increased for the majority of project participants. Overall, 86 percent of students
who participated in the project expressed increased levels of confidence with
computers and their coursework (McIvor, 2006). This is expressed in the
following quotations.
‗(…) I was doing the college basic IT that everyone‘s got to do but I felt this
project [Start-IT] helped me to get the confidence, to get my way round
everything.‘
‗I have to admit I still don‘t use it all that much. I prefer pen and paper but I
have actually managed to sort of do the web surfing (…) which I wouldn‘t have
done before. I‘d have been scared stiff.‘
In addition, some project participants stated that they were using home
computers more often.
9.4. Impact of ICT on study
Many participants felt that IT skills were regarded as essential and a key
requirement for successful higher education study.
‗(…) the reason why I was quite delighted to come on this [Start-IT] was because
(…) it will help me through the two years [of her course].‘
Having participated in the Start-IT project, many felt that their gained or
enhanced ICT skills helped with their studies in terms of essay writing, internet
search and accessing library and other institutional resources (e.g. electronic
Blackboard).
‗Yes, I say it‘s [Start-IT] gave me confidence. (...) I‘m going on my PC at home
and resourcing things on that and I thought I wouldn‘t have done that before
(....) I wouldn‘t have had the confidence to do that before.‘
Two stated that they had started to type essays on their computers, which they
would not have done before.
‗(…) I just handed one essay in this week and I did it all by myself on this
computer at home (…) I wouldn‘t have been able to do that without doing the
Start-IT.‘
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In addition, some had begun to make use of the resources available on campus,
such as reading emails and putting books on hold from the library, as opposed to
accessing resources from the ‗safety‘ of their own home.
Overall, the project, with the exception of one who still did not feel confident
using ICT, was successful in increasing ICT confidence and promoting computer
utilisation.

10. Discussion
The data confirm that non-traditional learners face a number of barriers to
further and higher education. One issue these students experienced was lack of
access to, and knowledge of, ICT equipment. Although some learners had basic
knowledge of computers, most of them lacked the confidence to make any or
effective use of ICT to benefit their studies. Some preferred paper and pen to
Word processing course work. Many felt scared working independently on a
computer out of fear of breaking it. Lack of confidence and perceived skills as
well as financial constraints were identified as key barriers for these learners to
start using computers. The financial aspect of digital exclusion is confirmed by a
number of studies. Bowl‘s (2003) study of non-traditional learners reveals, for
example, that lack of access to computers at home and lack of time to use onsite facilities because of family commitments puts these students at a
considerable disadvantage in higher education settings.
However, a significant number of students had computers at home but,
nevertheless, felt not confident enough to make effective use of it for their
studies. For example, some used home computers for essay writing and internet
searches but lacked the confidence to use any of its more advanced facilities,
such as PowerPoint.
Overall, the majority of project participants felt that they benefited from the
Start-IT project in terms of increased computer confidence and skills, which they
felt supported them in their studies. Beyond enabling students to access and use
ICT for their studies, the project helped to break down cultural barriers to postcompulsory education.
Having access to computers and computer skills can be seen to be essentials in
today‘s study. Therefore, gaining access to a computer and gaining or enhancing
ICT skills can be seen to be significant factors in successful student careers.
Many project participants felt more confident at the end of the 12-week
programme period in terms of managing certain aspects of their course.
However, more longitudinal research is needed that provides evidence for the
benefits of ICT-enabling programmes for students‘ progression and retention
throughout further and higher education.
Those without home computers, in particular, valued the provision of project
laptops, since this created a personal, intimate environment in which first ICT
knowledge and skills could be explored and initial confidence gained. This is
confirmed by research conducted by Selwyn in 1998. He suggests that for less
confident students, access to a computer at home enabled them to experiment
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and explore using a computer in private, thus building up initial confidence to
use IT (Selwyn, 1998).
The sample of this research was small. However, it provided valuable insights
into the experience of non-traditional students in terms of computer access and
usage. More research is needed to explore this link further, including the effect of
different aspects of ICT on students‘ learning and the benefits of digital inclusion
on other aspects of their life. A range of issues that initially were identified in the
interviews were not explored further, such as the impact of disability on learning.

11. Conclusion
This study suggests that the Start-IT project fulfilled an important role for nontraditional learners by providing greater levels of IT support in the form of
making laptops available for external use and offering one-to-one student tutor
support. While Gorard and Selwyn‘s comment is true that ‗we () need to be
realistic about what ICT can and cannot be expected to achieve if we are to
harness its educational potential‘ (Gorard and Selwyn, 2005: 87), ICT access and
usage can enhance the experience of those who are already engaged in further
and higher education.
Overall, the needs of non-traditional learners can be quite different to the
stereotype of the white, middle-class undergraduate. Difficulties with ICT
provision and use are only some of the barriers disadvantaged learners in further
and higher education face. It is therefore suggested, in agreement with other
authors, that there is a need that widening access students receive more
recognition and support from their institutions, and for higher education
institutions to be more aware of the different social, cultural and academic
backgrounds of these students (e.g. Christie et al., 2005; Thomas, 2002).
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