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Message from the Steering Committee Chair

Welcome to the Canada International Conference on Education (CICE-2010)! The CICE-2009 provides an
opportunity for academicians and professionals from various educational fields with cross-disciplinary interests to
bridge the knowledge gap, promote research esteem and the evolution of pedagogy. The CICE-2010 received 826
papers from 52 countries of which 143 papers were accepted and 9 workshops. A double blind paper evaluation
method was adopted to evaluate each submission and selected papers will appear in high impact International

Journals.

Many people have worked very hard to make this conference possible. | would like to thank all who have helped in
making CICE-2010 a success. The Steering Committee and reviewers each deserve credit for their excellent job. |
thank the authors who have contributed to CICE-2010 and our Keynote Speakers: Professor Badrul H. Khan,
Professor Marie Parker-Jenkins and Professor John P. Portelli, for agreeing to participate in CICE-2010. | also like
to acknowledge my appreciation to the following organisations for their sponsorship and support: Infonomics
Society, Correctional Service of Canada, SAP, World Scientific, Palgrave Macmillan, and Elearningeuropa. It has
been great pleasure to serve as the Steering Committee Chair for CICE-2010. The long term goal of CICE is to

build a reputation and respectable conference for the international community.

On behalf of the CICE-2010 Executive members, | would like to encourage you to contribute to the future of CICE
conference as authors, speakers, panellists, and volunteer conference organisers. | wish you a pleasant stay in

Toronto, and please feel free to exchange ideas with other colleagues.

| will like to apologise to all our Participants for the postponement of CICE-2010 to May 24-26, 2010 due to the

volcanic eruption in Iceland.

(i

S
Professor Charles A. Shoniregun
CICE-2010 Steering Committee Chair
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Keynote Speaker 1

Professor Badrul H. Khan, is a world-renowned speaker, author, educator and consultant in
the field of ICT and e-learning. Professor Khan has the credit of first coining the phrase Web-
based instruction and popularizing the concept through his 1997 best-selling Web-Based
Instruction book. His Managing E-Learning book translated into 14 languages. He is the

founder of McWeadon Education (a professional development institution). He previously

served as the founding Director of the Educational Technology Leadership (ETL) graduate

cohort program at The George Washington University, and the founding Director of the Educational Technology

(ET) graduate program at the University of Texas, Brownsville. Professor Khan has served as a consultant to
learning development and human resource development projects at: (a) the World Bank, (b) the US Federal
Government, (c) the Asian Development Bank, and (d) various academic institutions and corporations in the U.S.

and throughout the world.

Title: The Global Impact and Future of E-Learning

Abstract

E-learning, with increasingly enhanced by the availability of newer emerging information and communication
technologies (ICTs), is growing globally. The prevalence of e-learning practices have been far more visible in the
developed nations, however, developing nations are not lagging behind. Almost all nations are increasing
incorporating ICTs in their national agenda for efficiency in information and knowledge sharing in education,
governance, commerce, health, agriculture, and other sectors. Bangladesh has started a new initiative called
"Digital Bangladesh" to connect people to emerging technologies that enrich their lives with education for greater
economic development. Similar national initiatives are either in place or under way elsewhere. Newer educational
policies are being formulated in various communities worldwide to enable educational institutions to come to terms
with new learning technologies. One of the emerging issues at institutions of higher learning in Africa is e-learning
and the use of Information and Communication Technology (ICT) tools to deliver educational resources. In this
presentation, A Global Framework for E-Learning will be introduced to discuss the utilization of e-learning methods
and their implications for higher education from the perspectives of institutional, pedagogical, technological, ethical,

interface design, evaluation, management, and resource support issues.
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Keynote Speaker 2

Marie Parker-Jenkins is Professor of Education in the Department of Education and
Professional Studies, University of Limerick, researching issues of social justice with particular
reference to “race” and ethnicity. Before having an academic career in the UK, she taught in
Bermuda, Canada and Australia where she obtained practical knowledge of children from
culturally diverse backgrounds. She is the author of over 100 publications including books,

reports and journal articles. Her research has included study of the expansion of religious

schools, particularly those based on an Islamic and Jewish ethos; and in her consultancy

capacity, she has provided workshops on such subjects as citizenship, community and identity.

Title: Aiming High: Raising the Attainment and Aspiration of Pupils from Culturally Diverse Backgrounds

Abstract
“All children and young people should be able to achieve their potential, whatever their ethnic and cultural
background and whichever school they attend” (Department for Education and Science, UK (2003).

In the national and political context in Britain and elsewhere, raising the attainment of culturally diverse pupils
continues to be an area of importance, particularly as academic under-performance leads to disenfranchisement in
society. This keynote presentation is set within the context of the UK government concern over the under-
achievement of minority ethnic groups, particularly those from Black Caribbean, Black African, Pakistani and
Bangladeshi backgrounds (Pupil Level Annual Schools Census, DfES 2006). Statistics have confirmed that these
groups of students have experienced lower levels of attainment than other ethnic groups across all key stages of
education for 5-16 years olds.

Concern over the experience and underachievement of minority groups in the UK is not new and indeed has
been documented over the last decades (Coard 1971, Troyna 1986, Gaine 1987, Gillborn 1996). More recently, the
focus has been on the positioning of “Black boys” (Sewell 2007), and indeed boys in general have emerged high on
the political agenda because of their consistent under-achievement (DfES 2006, TES 2007). Fresh impetus within
race equality work, and the UK government’s “respect” initiative carries with it an expectation that schools will
demonstrate an understanding of and sensitivity to cultural diversity in the classroom (www.respect.gov.uk 2006).

Drawing on my empirical research of schools in the UK (Parker-Jenkins et al 2007), and more recently research
in the Republic of Ireland (Parker-Jenkins and Masterson 2010), | explore some of the key issues in
underachievement among culturally diverse groups and highlight implications for policy and practice in Europe and

elsewhere.
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Keynote Speaker 3

John P. Portelli is Professor, Co-Director of the Centre for Leadership and Diversity, and
Associate Chair of the Department of Theory and Policy Studies at OISE, University of
Toronto. His research and teaching focus on: issues of democratic theory and educational

policy, leadership and pedagogy; student engagement and the curriculum of life;

i standardization, equity and "students at risk"; analysis and critique of neo-liberalism in
- education. He has published eight books (including two collections of poetry). He has been
involved in three major national projects: Student Engagement in School Life and Learning (1996-1999), Toward an
Equitable Education: Poverty, Diversity and 'Students at Risk' (2004-2007), and Pedagogies at Risk: Just Schooling
and Accountability Discourses (2005-2009). In 2005 he received the Canadian Society for the Study of Education
Mentorship Award. Three of his books won the American Educational Studies Association Critic Award, and
another of his books won the Canadian Association for the Foundations of Education Book Award. His latest book,

co-authored with Rosemary Campbell Stephens, is entitled Leading for Equity (2009).

Title: The challenges and possibilities of diversity and equity in education: Toward a Curriculum of Life

Abstract

Based on 3 Canadian national studies (student engagement in school life and learning; equitable education:
poverty, diversity and students at risk; doing social justice education during times of accountability), this
presentation will identify the challenges that the neoliberal agenda in education creates for serious equity work in
education. It will identify several popular yet dangerous neoliberal myths and tendencies, including the culture of
the deficit mentality. In contrast, the presentation offers the concept and practice of a curriculum of life which is

consistent with a democratic perspective.
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Workshop 1: Including Every Child: Getting Every Child to
Access the Curriculum at Grade Level

The overall goal of The Henderson Inclusion Elementary School is to help ALL students learn and
succeed. This session will outline the learning experiences that support students’ academic and

social / emotional needs.

The scope of this workshop will include the basic definitions and value of co-teaching, how to
prepare for and structure this collaborative model of instruction, and it will highlight the challenges
and benefits of the co-teaching model especially with regard to full inclusion environments. The
organisers will share their experience in transforming the public elementary district school to a

successful national model of full inclusion.

Organisers

Terri Wellner, Darlene Jones Inge
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Workshop 2: Tic Tac Toe Math: An Alternative Techniques for
Individuals Who have Learning Disabilities

The Tic Tac Toe Math was created by the presenter and has been successfully used by adults

and children for more than 20 years. This workshop will provide participants with:

A rationale for using alternative instructional techniques with individuals who have

learning disabilities.

A description and demonstration of Tic Tac Toe Math* for completing multiplication,

division, fraction and percentage problems.

A discussion of the pros and cons of using such alternative techniques.

The technique uses the familiar Tic Tac Toe pattern to substitute for rote memory of the times

tables.

Organisers

Richard Cooper, Carole Champlin
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Workshop 3: Transforming Schools for Lasting Change:
Creating common, sustainable Action Plans
that work

This active session will introduce teachers, administrators, community members, students and
parents to this proven method of educational planning that engages all stakeholders and leads to
success. While many organizations spend 80% of their energy on the 20% of things about which
they disagree, Future Search (FS) helps groups focus on commonly shared values and visions,
while building unified commitment to action. Through simulation, learn what it looks like to bring
together the stakeholders needed to visualize and actualize a stronger school or school district.
FS is not the answer; it is the methodology that will help your school or district create a shared,

realistic and successful future.

Organiser
Ruth Feldman
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Workshop 4: Writing a Research Paper and PhD Thesis

The idea of writing a research paper or developing a topic of research interest that can lead to a
PhD proposal is always an endless thinking of where, when, why, what and who. Therefore,
becoming an experienced researcher and writer in any field or discipline takes a great deal of

practice.

This workshop provides solutions in response to the lack of competence demonstrated by young

researchers and PhD students, and the understanding of what contributes to knowledge gap.

Organiser

Charles A. Shoniregun
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Workshop 5: Underdeveloped and Ambiguous Vocabulary:
Current Research Project about the
Communication Problems of Adults with
Learning Disabilities

This workshop will explore a new research project that the presenters have begun with students
who have language-based learning disabilities. The project is based on anecdotal evidences of

the difficulties such clients experienced in therapy or counseling sessions.

The research tests the hypothesis that language-based learning disabilities (underdeveloped
vocabulary — especially understanding abstract concepts) interfere with the therapeutic process.
Because these clients are self-conscious about their limited vocabulary, they rarely ask therapists
for clarification of terms. Thus, the clients may proceed with very confused or erroneous
understanding of common therapeutic words or phrases (identity, working through, process,

association), while the therapist or counselor is completely unaware of the client’s predicament.

Organisers

Richard Cooper, Carole Champlin
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Workshop 6: Enhancing Your Mentoring Skills: Applying
Adaptive Mentorship

Adaptive Mentorship (AM) is a mentoring model applicable across all professions/occupations;
and it has been developed, refined, and researched by the authors during the past several years,
for the purpose of enhancing the mentoring/coaching/supervising process within all
educational/training settings. Adaptive Mentorship has been recognized as a clear conceptual

and practical framework that has proven effective in guiding leaders' mentorship practice.

The creators of the AM model have recently received support from the Social Sciences and
Humanities Research Council of Canada to promote and disseminate this model more widely,
because it is believed that it has potential to enhance all mentorship practice wherever it is
implemented across the learning spectrum.

Organisers
Edwin G. Ralph
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Workshop 7: 10 Concrete Classroom Activities that Aim at
Long-term Learning

The workshop consists of ten classroom activities briefly presented and followed with guided
discussion to encourage participants to explore elements which increase the possibility of long-
term learning. The specific examples provided in the session act as a kick-off point for reflection:
'What am | doing that works?' 'How can | modify these ideas to suit my learning scenarios?' 'What
are the factors that make learning stick, and how can | build them into the package | offer my
students?' Multi-media clips, short paper and pencil exercises, 'beehive' sessions and handouts

provide information about the activities discussed.

Organisers

Sharon Coyle, Sophie Jacmin, Caroline Chwojka
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Ten Classroom Activities that Aim at Long-term Learning

Sharon Coyle
Cegep de Sept-les, Canada
coys(@cegep-sept-iles.qc.ca

Abstract

This workshop, chosen by the AQPC (Association
québécoise de pédagogie collégiale) for a 30008
bursary towards presentation at an international
conference, looks at specific learning activities in a
teacher driven exploration of what kinds of classroom
scenarios encourage learning that lasts.

1. Introduction

If we can't force a student to read a book for
Tuesday, can we give him the will to still be reading
years after graduation? We want students to acquire
skills and attitudes that will make them long-term
learners and thinkers. What kind of classroom
scenarios are we striving for? Can new technologies
furnish us with tools to help make learning stick?

Ten activities and the pedagogical ideas behind
them will follow, but first, let’s define long-term
learning. There are two ways of looking at this; read
what the experts are saying (You will have to look at
someone else’s article for the answer to this!) or we
can explore our own impressions from experience. We
all know the feeling we get when a classroom activity
works. Let’s reflect on why...

2. When do we definitely not see long term
learning occurring?

What kind of learning slips in and out of students’
consciousness like a fish in a fast-moving stream?
Possible answers include cramming for tests,
memorizing without understanding, large quantities of
information learned without connections to anything in
the student’s reality, or learning acquired in social
isolation.

3. When do we see evidence of long term
learning happening?

Our “learning footprint,” wunlike our carbon
footprint, should be big, and last a long time. What do
we know from our own experience in and out of the
classroom about learning that lasts? Possible answers
include learning that is reinforced, or learned in a
social context. It also includes learning in which we are
an active participant, where we are responsible for own
learning. Long term learning seems to hinge on our
attitude, our preparedness, and our own fields of
interests —learning that connects up with what we
already have stored in our synapses seems to stick with
us. I can give the example of poems I still have in my
head from grade school, or Shakespearian passages
from high school that still roll off my tongue —and
guess who teaches literature? But please don’t ask me
to state the Periodic Table! One of our workshop
participants was able to sing Latin pronouns to the tune
of Jingle Bells. Another cited a frog dissection that led
to a career in anatomy. Many of these examples
include inspiring teachers as well as specific learning
conditions and activities.

4. What is your idea of effective teaching?

If we can recreate some of these elements in our
learning scenarios we can contribute to the longevity of
our students’ learning. The following ten activities
come out of our teaching and seem to support long
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term learning judging by student feedback and
teachers’ impressions.

Try this exercise (taken from the Performa Master
Teachers course “College Teaching: Issues and
Challenges): Make a concept map of your vision of
effective teaching. Try the same exercise after a period
of time and see if your ideas have changed.

Effeciive Teaching

Our workshop, Ten Concrete Classroom Activities
that Aim at Long-Term Learning, stemmed from a
desire to build an interactive learning session based on
college practitioners’ experience of what ‘worked’ in
their classrooms. We wanted to ‘walk the talk’ and
include interactive reflective participation that
encouraged the folks sitting in the rows of chairs to be
part of the event in the same way we attempt to engage
our Cegep students. We built in multi-media clips (four
short videos —a few minutes each- a PowerPoint to
guide the full session that framed the ten activities with
an introduction and a conclusion, and two
supplementary PowerPoints that illustrated individual
activities), two short paper and pencil exercises given
as handouts to the participants, and three ‘bechive’
sessions (two minutes for participants to discuss a
specific topic with the person beside them), as well as
several documents that were given as handouts to
provide more information about specific activities for
those who were interested.

It is wonderful to watch group dynamics evolve
over the course of an hour. From the ‘try-to-impress-
me” crossed arms and hooded eyes beginning to the
‘is-she-really-going-to-make-me-talk-to-this-person-
beside-me-who-I-don’t-even-know” dismay, to the “I-
don’t-want-to-stop-talking-yet-because-my-neighbour-
is-so-interesting-I-haven’t-even-said-my-part-yet”
enthusiasm, to engaged questions and finally an
uninhibited swarm of enthusiasm at the front of the
room when the session comes to a close. Professionals
from the University of Alberta, Vanier College, and
Cegep de Limoilou expressed interest in sharing this
workshop with their teachers. Séverine Parent,
Conseiller Pédagogique at the Cegep de Limoilou
posted her positive opinion about our workshop on her

blog and included links to the AQPC site in her
enthusiasm to share these ideas with the teaching staff
at her college. (http://tic.climoilou.qc.ca/blogue/?p=99)

Ten Concrete Classroom Activities that Aim at
Long-Term Learning is a workshop that gets our
creative juices flowing. The specific examples
provided in the session act as a kick-off point for
reflection: “What am I doing that works?’ ‘How can I
modify these ideas to suit my learning scenarios?’
‘What are the factors that make learning stick, and how
can I build them into the package I offer my students?’
The following paragraphs outline the ten activities. It is
important to note that each classroom activity was
briefly presented and then guided discussion
encouraged participants to explore the elements that
increased the possibility of long-term learning.
Workshop animators and participants suggested
elements such as: novelty, use of technology, social
interaction, creativity, targeting multiple learning styles
(auditory, kinaesthetic, visual), teacher enthusiasm,
motivation, community involvement, humour, role
modeling, and organization as possible factors that
might influence increased long-term learning.

4.1. Activity #1 Teacher Shadowing

Open up a dialogue about teaching and learning
with your peers in an effort to continually improve
your pedagogy. Try “Teacher Shadowing,” an exercise
required as part of the Master Teaching and the
College Level program run by Performa out of the
University of Sherbrooke. Use a series of questions to
guide your observation and visit another teacher’s
classroom to observe their interaction with their class
and subject matter. The following couple of paragraphs
and the interview that follows can give you some ideas
for the kinds of things you can look at.

For my teacher shadowing I asked one of the “top”
teachers (so described by fellow colleagues and former
students) at the Cegep de Sept-Iles, Suzanne Banville if
I could sit in on one of her classes. I have been hearing
great things about this teacher for years from adult
friends who remember her classes with enthusiasm.
She uses lots of IT in her classes (concept maps, on-
line exams), and recently finished her certificate in the
Master Teachers Program with Performa. Picture
twenty second-year science students in an optional
biology course on a blustery March morning with the
cold wind howling outside the windows. The class is
already set up; the life-sized hips and torso of a human
stripped of her frontal skin and muscle layers set us up
for the discussion of digestive systems. Two series of
plastic models of stem cells and human embryos sit
waiting to be discovered. Hand-outs have been
distributed, the chalked list on the board gives the
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agenda for the morning, and the computer connected to
the projector is humming ready to go.

Suzanne Banville’s biology class offers students a
quality learning experience on many levels. Expert
knowledge and modelling of scientific enquiry and
interest from their lively teacher, a variety of materials
to appeal to many different learning styles, hands on
learning activities that allow students to take
responsibility for their understanding, and a variety of
working situations: individual (verbalizing the steps),
in pairs (confirming, sharing or questioning) and
mentoring (with the teacher or the technician). Once
students finish their experiments, they move on to help
others and reach greater levels of understanding
themselves. There is lots of quiet, productive, on task
talk. Humour and laughter add to the social nature of
the learning. This is a class that the students enjoy
attending and get there money’s worth from. This is
the kind of course they will be telling their friends
about years from now.

4.2. Activity #2 Virtual Team Teaching

This wonderful experience provides peer
interaction: for students and teachers. What is Virtual
Team Teaching? It entails two or more instructors
involved in the same course using information
technology tools as their mode of communication; if
possible, at least one in-person meeting of some of the
participants contributes to the success of the project.
We have been doing this for the past three years
between classes at Vanier College in Montreal and
classes at the Cegep de Sept-Iles. Why is virtual team
teaching good for students? The experience leads to
enhancement of classroom learning conditions,
improved motivation, and higher level of engagement
with the material, social interaction modeled by
teachers, opportunity for social interaction with peers.

4.3. Activity #3 The Virtual Window

This tool uses internet communications systems to
create a window into another city, another classroom.
This is a fascinating opportunity for exchanges about
cultural differences between urban and rural students
or to share what the all have in common.

4.4. Activity #4 On-line Discussion Groups

This is something many teachers are using. Find
someone in your college who has some experience
with this and get started. Our advice would be to focus
on personal experience and exchanges of ideas to begin
with as we have found that this medium works better

with the more personal aspects of learning as opposed
to heavy theoretical content.

4.5. Activity #5 Course Commercial

This is a simple case of changing the media your
students are working in. The novelty factor can not be
underestimated! Do not feel limited by your own
computer abilities —your students will rise to the
occasion. Use classroom experts. Most computers have
Windows Moviemaker as part of their basic tools and
students are often familiar with the program. We had
one learning activity during the term, and then used the
“Course Commercial” as part of the final assessment.
Students conceived and created a commercial for their
Humanities Knowledge class (the assignment asked
them to make a commercial for the course aimed at
helping high school students understand what it was
and why it was important) and they completed it during
a one-hour lab session.

4.6. Activity #6 Children’s Book Project

This activity provides students an opportunity to
create an artefact for a real audience. Students enjoy
the satisfaction of doing something real; they write a
children’s story as part of our study of children’s
literature, and they produce an illustrated copy which
they bring on a class outing to the local English
elementary school and read aloud to a live classroom
audience! This works of a variety of levels, it provides
outreach into the community, the Cegep students
become role models of “cool” readers and writers for
the elementary school students, and the college
students are also perceived as “stars” by the younger
students and this does wonders for their egos!

4.7. Activity #7 IT

Use technology! If we listen to those who are
tracking these shifts we may be able to gain some
insight into what we should be doing now to prepare
ourselves and our students to be a part of this future.
Here is what they are saying. 1. The traditional model
of the teacher as holder and dispenser of knowledge is
no longer tenable. 2. Information now moves in a
lateral pattern through a variety of connections. 3.
“Millenial learners, due to their digital lifestyles (Dede,
2005), have expectations of education as a
participative, engaging, and active environment.”
(Seimens, 6) So basically teaching has changed,
knowledge management has changed, and learners
have changed.
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Canadian educator George Siemens states that “our
[traditional] educational process says that we know
what a student will need to know” -and that this is a
complex [and unlikely] view of the world [3]. An
interesting  alternative  educational outlook is
“participatory pedagogy” -one where we make a
tentative contract with students and engage in co-
creating the formation of the content with the students.
(Schwier interview) So this means our classrooms need
to shift their focus from content driven and teacher
centered to communities of practice that encourage
learner-teacher-community sharing and mentoring in
problem driven apprenticeship style scenarios that
promote an on-going learner models and foster open-
minded, self-driven enquiry [2].

In an on-line interview, Seimen’s advice to
educators is to encourage students in their: capacity for
openness, ability to externalize themselves, capacity to
communicate with others, the social dimension of
communication, and to think that active learning is a
formation of a connection, and that learning is not just
learning something once. Students need to look for
diversity to avoid simply reaffirming their own version
of what is correct, and they need to appreciate
appropriate information sources. Teachers, when
dealing with complexity and flux, need to create an
adaptive process for students that enables them to stay
current when they leave the classroom; they need to
foster activities that encourage critical thinking, deep
thinking, and understanding, Teachers need to have
students work with concept maps to show how
information is interconnected, they also need to bring
in experts and use resources that are created by others.
Teachers need to model the ripple effect of staying
connected to learning sources to encourage lifelong
learning behaviours in their students. (Schwier
interview)

4.8. Activity #8 Drawing in Your Right
Mind

This activity from Betty Edwards’ book Drawing
on the Right Side of the Brain provoke students into
moving away from our society’s focus on traditional,
rational, linear thinking to work on divergent, intuitive
ways of seeing the world [1]. The simplest exercise is
to turn a chair upside down on a desk and ask them to
draw it. They are amazed at how well they draw
because their logical “left” brain can’t recognise the
parts of the chair when presented this way and allows
the right brain to kick in and do something it does well,
evaluate and record spatial relationships.

4.9. Activity #9 Film Analysis

Films provide a wonderful opportunity for shared
experience, and there are many examples of movies
that can deepen our students’ understanding of a
concept. Guided viewings work well, before you view
the film, hand out a list of questions to be answered.
You can use on-line discussion groups or perhaps a
Windows Moviemaker assignment to evaluate the
learning.

4.10. Activity #10 Social Networking

This is such a new possibility that we are hardly
even sure what to do with it. There seems to be
incredible potential for building those on-going
communities of practice that the future is calling for.
We tried it as a simple Facebook group for students
from two geographically distant Quebec colleges who
participated in a field trip to Tadoussac as part of our
Virtual Team Teaching Project to share photos and
comments. Within less than 24 hours of creating the
group there were over three hundred photos and 99%
of the trip’s participants had joined. Students were
tagging their photos and sharing comments. This
would obviously need to be monitored and supported,
but the possibilities seem endless.

5. Conclusion

This workshop began with the theme of long-term
learning and the idea and broadened to explore what
we were doing that worked and thinking about how we
could share these experiences with others.
Collaboration in itself is an enriching experience. We
are social beings struggling to survive in an evermore
individualist world. Talk to your students. And listen to
them. -Same thing with you colleagues. Even the
experts agree that this is the place to begin. We hope
that at least one of these ten activities that aim at long-
term learning will be the germ of an idea that will grow
in your mind to become yet another long term learning
experience.
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Workshop 8: The Impact of the Corporal Dimension on
Teaching

Corporal expressions determine pedagogical situations to a vast extent and influence the
educational situation significantly: A despising regard or an encouraging and benevolent glance
from a teacher will certainly influence the student’'s dispositions, motivations, feelings and
thoughts and probably even his or her self-estimation and role behaviour. We want to show that
the reconstruction of corporal expressions can reveal significant insights into pedagogical realities

by analyzing the explicit and the implicit scenery and by dismantling “unspoken” realities.

Organisers

Bernd Hackl, Sandra Klampfl
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Corporal Expression in Teaching
Impact and Investigation of a Tacit Influence on what is Learned in School

Bernd Hackl, Sandra Klampfl
Department of Teacher Education, Karl-Franzens-Universitdt Graz, Austria
bernd.hackl@uni-graz.at, sandrakla@hotmail

Abstract

The Corporally conveyed meanings create
pedagogical situations significantly and allow us to get
insights into implicit dimensions of learning and
teaching (e.g. into role perception, hierarchical

realities etc.). For a comprehensive reconstruction of

corporal meanings we are in need of a systematic
methodological approach allowing us to consider
fundamental aspects of nonverbal communication such
as sequentiality, synchrony and interactivity.

In  our workshop we will present our
methodological approach to nonverbal communication
and provide an exemplary demonstration of our
empirical research: a study of corporal expressions
oriented towards phenomenological ideas and based
on an objective hermeneutical reconstruction of
videotapes.text.

1. Introduction

In the beginning of the 21st century modalities of
teaching and learning in schools are being
fundamentally = transformed: Brute force and
undoubtable authority are becoming more and more
extinct, the age of infotainment, self-management and
soft control has begun. To the extent that obvious
injunctions in  pedagogical settings decrease,
constraints generated by the background scenery of
teaching and learning activities increase. So
educational influences are more and more realized by
enjoyable attractions on the one hand, but on the other
they are accomplished by the anonymous coercions of
(intentionally installed or evolutionary evolved)
practical constraints and inherent necessities that open
learning paths or close them and shape the learners'
expectations, habits and automatisms.

These facts are ignored by most of the common
handbooks and accepted theories on planning, holding
and evaluating lessons. They usually focus on
decisions concerning methods of presentation, phases
of lessons, taxonomies of learning processes, social
techniques and more explicit dimensions that are
mainly constitutive for the obvious 'foreground' of
classroom interaction. Going beyond this view we
assume that many important effects of contemporary
styles of education and instruction can be understood
as an outcome of what in the 1970ies was called the
'hidden curriculum' of schools and what recently has

been investigated under the programs of 'ethnographic',
'reconstructive' or 'discourse analytical' research on
classroom proceedings: the structural conditions of
doing school.

2. The implicit dimension of teaching

There are three main fields, where these structural
conditions can preferentially be identified:

o The field of language — the implicit meanings of
spoken or written verbal statements,

e The field of bodies — the tacit expressions and
contextualization of corporal expression and -
interaction,

o The field of artifacts — the unverbalized resources
and limitations of commodities, tools and spatial
and temporal environments.

All the meanings they convey create and
contextualize learning-contents and learning-processes
and locate them in comprehensible practices (or make
them opaque), they are able to represent intact
frameworks of social interaction that offer good
reasons to participate (or frameworks of oppression
that encourage non-participation), they can support (or
hinder) learners to find out how to cope with the
challenges of these practices, they can help learners to
develop  self-effectiveness (or overrule their
ambitions), they can provide resources of autonomous
action and collaboration (or coerce into predetermined
proceedings leading to externally controlled and
alienating results) etc. To understand what goes on in
schools it is necessary to shed some light on these
structural conditions and their pedagogical effects.

In the German speaking scientific community
(where we come from) there are at least five
(sometimes overlapping) traditions of research on these
implicit and background conditions of classroom
interaction and pedagogical topics in general:

Research on facit knowledge which is held to be
crucial for human life in general and especially for
managing the demands of professional acting (also)
in pedagogical contexts (e.g. Bromme [1], Radtke
[2], Neuweg [3]-affiliating to authors like Polanyi
[4], Bourdieu [5] or Ryle [6]).

* Research on the subconscious in the sense of
psychoanalytical pedagogy (e.g. Datler/Bogyi [7],
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Ettl [8], Hofmann [9], Kérner/Ludwig-Korner [10]-
affiliating to authors like Freud [11], Adler [12],
Aichhorn [13], Redl [14] or Zulliger [15].

* Research on (social, 'lifeworld', corporal etc.)
situatedness of human acting and learning as it was
conceptualised by  critical theory,  post-
structuralism and phenomenology (e.g. Meyer-
Drawe [16], Holzkamp [17]-affiliating to authors
like Giddens [18], Bourdieu [5], Lave/Wenger
[19], Merleau-Ponty [20]).

* Research on implicit impacts of power and
domination -mostly in the line of French critical
discourse-analysis (e.g. Pongratz [21],
Pongratz/Wimmer/Nieke/Masschelein [22],
Ricken/Rieger-Ladich [23]-affiliating to authors
like Derrida [24], Foucault [25] or Bourdieu [5]).

* Research theoretically affiliating to authors
mentioned above and conceptualised as empirical
research in a more or less strict sense.

This last point, to which our work is intended to
contribute, still follows specifiable (albeit again
sometimes overlapping) methodological approaches
and positions, for example:

®  Biographical Research on Education: One of the

most prominent recent 'qualitative' research-
approaches in the German speaking educational
science since the 1980ies, dealing with all kinds
and scales of transformation in individual history,
using different hermeneutic methods (Schiitze
[26], [27], Kriiger/Marotzki [28], Siebert [29],
Buschmeyer [30], Egger [31], Faulstich-Wieland
[32], Kade/Nittel [33], Glinka [34], Marotzki [35],
Fuchs-Heinritz [36]).

e Pedagogical Ethnography: recently developed as a
discrete and independent approach in the German
speaking scene, focused on ongoing interactions
and environmental conditions in education, also

using various 'qualitative’ methods
(Troman/Jeffrey/Walford [37],
Brosziewski/Maeder [38], Rabenstein [39],
Breidenstein [40]).

e Grounded Theory: the American 'classic', well
known and frequently cited but not very often
actually used in German-speaking research, based
on a specified set of methods (Strauss [41], Glaser
[42], Stebbins [43], Goulding [44], Clarke [45],
Kelle [46]).

e Documentary Method: Adopted from sociological
research (Bohnsack [47]), using particular methods
tracing back to Mannheim [48] (K&lbl [49],
Bohnsack/Schéffer [50], Marotzki [35], Wagner-
Willi/Wulf [51]).

e Objective Hermeneutics: A methodology which
was also developed in sociology, referring to
ancestors like (early) Bourdieu [5] and Peirce [52],
adopted in educational research contexts (e.g.
Wernet [53]), used to analyse different objects such
as classroom-communications (e.g. Combe/Helsper
[54], Gruschka [55]), school-development-
programs (e.g. Gruschka/Heinrich/Kock/Martin/

Pollmanns/ Tiedtke [56]), school-logos and -
architectures (e.g. Bohme [57], Hackl [58]) or even
paintings on pedagogical issues (e.g. Gruschka

[59D.

3. The 'objective hermeneutic'
methodology of reconstruction

Methodically we follow the concept of 'objective' or
'structural  hermeneutics' (cf. Reichertz  [60],
Oevermann et al. [61]). The crucial idea of this
approach is based on the assumption that the structure
of a language provides an objective framework for the
production of meanings through speech. These
meanings emerge by the speakers' meaningful
connection to the meanings just realized in each
preceding moment. The very strict, precise and literal
reconstruction of the sequence of factually produced
meanings as fixed in a protocol (a transcript of a
communication, a video recording of a scene or any
other materialized trace of meaningful interaction) is
held to be the key to both the explicit and the tacit
dimension of communication as it has been realized in
the protocolled situation. In the case of corporal
expressions the meanings emerge by the actors'
connecting corporally to the meaningful corporal states
and actions realized in each preceding moment.
Therefore, video scenes and freeze-frames (edited by a
program that allows us to link the pictures to the literal
transcript) are good techniques to comprise corporal
expressions within the overall protocol.

Following the concept of objective hermeneutics, an
interpretation has to regard five main rules of
proceeding to ensure a comprehensive and
significant reconstruction: Every protocol has to be
interpreted ...

* sequentially, = which  means that the
reconstruction strictly follows the 'evolution' of
meaningful actions by investigating the chain of
occurrence (later produced meanings cannot be
constitutive for earlier ones and therefore are
prohibited to be involved in the reconstruction of
them),

* devoid of context, which means to firstly analyze
the content 'in itself to ensure that every
difference between the context-free and the
context-bound understanding can be exhausted
for reconstructing its full meaning,

* literally, which means that every detail has to be
recognized and interpreted as important
information, following the logic of the 'Freudian
slip,' it is not important what the author wanted to
say but what he factually said,

* extensively, an appropriate interpretation of any
expression of meaning requires the greatest
possible number of hypothetical readings; this
allows untenable versions to be excluded by the
proceeding reconstruction while it prevents the
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loss of certain dimensions or aspects of
meanings because they have been ignored,

* sparingly, which means that only readings are
accepted that are seriously defensible without
any further assumption which is not strictly
provable by the content of the protocol.

The methodology of objective hermeneutics claims
to investigate the social world — as its name announces
— in a strictly objective way. It submits to all scientific
standards of quality (as known from the ‘'hard'
sciences) except for the crucial fact that it refers to an
abstract symbolic mediated world (in contrast to a
natural, physical world). It offers a very fruitful way of
gaining information about all kinds of meaningful
objects and occurrences, or as the 'objective
hermeneutics' says: about its 'latent structure of sense'.
Above all this includes the habits of the speakers, their
tacit assumptions, the ambiguities and contradictions
of the produced meanings and within that all the
'software’ of tacit governance and structural
domination. Therefore a structural analysis of a case
allows us to identify the structural disposition of a
certain situation (e.g. of the didactic proceeding as an
individual event) as well as the structural disposition of
a certain historical state of society (e.g. of schooling in
advanced capitalist countries at the beginning of the
21st century for which the individual event is an
exemplary detail).

4. The
Expressions

'Language' of Corporal

Since it was developed for literal texts, the method
contains one rule that cannot simply be transferred to
corporal expressions, and that is literality: Contrary to
verbal language corporal expressions are not primarily
based on a symbolic system (e.g. in the sense of Peirce
[53]) and therefore it is impossible to interpret them
literally. The word ‘sadness’ stands for a certain
feeling, its meaning is due to convention and this
convention bridges the speaker's and the listener's
comprehension. On the contrary the corporal
expression of sadness can be understood without using
the vocabulary of any language, it can be experienced
immediately.

What is it, then, that ensures that the 'received'
message is according to the 'sent'? Before clearing this
question two crucial distinctions have to be drawn: A
corporal expression is different from a corporal
emblem (such as nodding to agree) which gets its
meaning in the same way as a word or a conventional
pictorial sign (such as the red traffic light for 'stop').
And: Apart from incidental expressions we can of
course produce intentional corporal expressions: If we
portray sadness', we produce an iconic sign (see
Peirce) bodily that represents 'sadness' by its innate
attributes.

Now, pursuing the former question we have to
consider: Incidental corporal expressions are not

intentionally 'sent'. The 'first person', however, need
not even be aware of the expression a second person
receives from him/her. Spontaneously produced
corporal expressions are nothing more than the
appearance of the ongoing status of the 'sender's' body
which a second person can experience.

The 'corporal language' therefore does not consist of
signs that represent a certain meaning, the 'message’
rather emerges from the mere state of a certain
corporal detail: The detail reveals, what goes on by
being what it looks like. E.g.: If we 'open' our arms, we
shape a real 'openness'. So if we try to 'read' corporal
expressions we have to ask: What is it precisely that
happens bodily and what does it mean if we take it 'at
face value'? What interpreting literally (in the sense of
objective hermeneutics) means for literal texts has to
be understood in the case of corporal expressions as
reconstructing exhaustively what happens bodily in
terms of meaning. But how can we find adequate
'terms for different meanings (corporal proceedings
and changes)?

Under the title of an 'alphabet of corporality', a very
inspiring attempt to develop a categorical scheme for
such terms has been worked out by the German
phenomenologist Hermann Schmitz. It is based on the
assumption that the 'transmission' of corporal meanings
can be described as a suggestion that is grounded in
objective qualities of a corporal state (or furthermore
the shape of a thing, a color, a sound etc., see Schmitz
[63], [64]). Schmitz derives the meaningful dimension
of corporal phenomena using a pair of fundamental
categories:

* Contraction and expansion — These are the
fundamental activities of the living human body.

* Contraction and  expansion can  occur
simultaneously or sequentially (one alternately
dominating the other etc.). When they occur
sequentially, we obtain a sense of rhythm, when
they occur simultaneously, we sense intensity.

* This intensity may have the character of fension
(if the tendency of contraction dominates the
tendency of expansion) or inflation (if expansion
is dominating). It may even escalate to privative
contraction (when expansion collapses) or
privative expansion (by collapsing contraction).

* The movement of the body is pervaded by the
contrasting tendencies of sensing either a sharp
pointed mark or one that emanates in a faint or
diffuse manner. Schmitz calls these tendencies
epicritical and protopathic. Epicritical refers to
the tendency to locate places distinctly;
protopathic is the tendency of locations and
contours to become indistinct (cf. Schmitz
[63]).

» Contraction and expansion also imply a sense
of direction which is rooted in the absolute
locality, because the spatial form of the present
is the narrowness of the body moving over into
the spatial wideness that is spatially
indeterminate.
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Schmitz’ basic categories (of which we mentioned
only a few here) enable us to accountably 'look and
speak' in what we could call 'the language of the body
subject' ('lived body, 'felt body', German: 'Leib',
French: 'chair')

— considering that there is no 'language' in a
conventional sense — and to describe the impartial
experience of life. So we can reconstruct corporal
expression scientifically (which always means: in
terms of language), we can verbally comprise the
ongoing corporal process using the information
stemming from what we can sense with our own felt
bodies: suggestions of moving, synaesthesiae,
atmospheres, situations etc.

S. The workshop

It is our aim to get into contact with researchers who
share our research interests and could be partners to
enrich the discussion of our position and the
procedures and results of our work; maybe partners for
collaboration on a future project.

During the workshop we will start with a brief
theoretical introduction into the topics. Then we are
going to demonstrate the method of objective
hermeneutics practically. As it was originally
developed as a procedure for groups of researchers —
mainly to ensure a great number of hypothetical
readings (see above: ‘extensivity”) — a workshop seems
a good occasion for exemplifying its logic by practical
use. We will begin with the systematic reconstruction
of the literal text of an English-lesson's start up (in an
Austrian upper secondary school) and then follow up
with an interpretation of the appendant corporal
expressions.
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Workshop 9:  Continuing Teacher Professional Development:
A Simulation Exploring a Model for School-
Based Teacher Learning

Participants in this workshop will examine the case of Jewel Malan, principal of Mabaleni
Secondary School, who is frustrated with the low impact of Continuing Professional Teacher
Development (CPTD) programmes on teacher performance and student learning. Using
documents from the school needs assessment, participants will join Principal Malan as she
endeavors to build a school-based programme with the goal to raise matric (school-leaving

exams) pass rates, raise staff morale, and improve the school’s image among stakeholders.
This workshop is designed for teachers and practitioners in the teacher development field to
understand a model for CPTD in which teachers become the core facilitators of their own

professional development.

Organisers

Kakoma Luneta, Mitalene Fletcher
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Abstract

There is consensus among education stakeholders
that the rate of social change and educational
change make pre-service training an inadequate
basis for long term professional competence.
Continuous professional development is an essential
instrument for improving educational quality. In
South Africa, where teacher development is a
national priority, it has become increasingly
important  that teachers contribute to the
development of their own programmes given that
conventional university-based programmes have not
adequately  impacted  student learning.  The
development of these professional development
programmes must be informed by a needs analysis
that identifies teachers' curricula, professional,
instructional, and content needs. This paper
identifies critical elements for consideration in
developing effective school-focused professional
development  programmes and provides the
theoretical framework for a teaching case set in
South Africa in which a principal endeavors to raise
matric pass rates, bolster staff morale, and improve
the image of the school.

1. Introduction

For teachers to remain sharp and focused in their
content and pedagogical content knowledge they
must participate in  Continuous Professional
Development (CPD).  Research has identified
Continuous Professional Development as the
essential ingredient in the drive to improve literacy
standards and effective instruction [1], [3], [5], [11],
[12], [18], [21], [22] . The purpose of professional
development is to enhance the quality of pupils’
learning by improving the quality of teaching
through constant review and assessment of teachers’
instructional approaches, identifying the effective
approaches and capitalising on them for the benefit
of the learners [5], [40]. The South African
Department of Education (DoE) [12] acknowledges
that both conceptual and content knowledge and
pedagogical knowledge are necessary for effective
teaching and that teachers need to enhance these
skills. Hence, professional development programmes

are intended to improve the professional knowledge,
skills and attitudes of teachers so that they can
educate learners more effectively [4], [11], [12],
[17], [21], [22], [35]. Briefly, professional
development for teachers involves the transfer of
new knowledge, skills, behaviour and attitudes to
perform or enhance performance of specific roles in
the classroom.

There are various definitions of professional
development by Ganser [18], Villegas-Reimers, [40],
Liberman [26], Cohen [7], Cochran — Smith and
Lytle [5], Walling and Lewis [41], King and
Newman [24], Dudzinski et al. [13]; and Johnson et
al. [19]; Of particular note is Eraut's [15] view of
professional development (chosen for its emphasis
on learning), which sees it as ‘that dimension of
school life which concerns the professional learning
of staff’. Shaw gives a more illustrious definition by
saying,

‘It encompasses the first-hand experience learned
at the chalk-face, courses and in-service training
attended by the individual professional; reading,
good practice in teaching and management learnt
from other colleagues, both consciously and
unconsciously, as well as individual and team staff
development gained in meetings with other teachers
to discuss matters of common concern.’

All these processes would support the
development of expertise as they are intended to
equip the teacher with hands-on-experience and
exposure.

2. The need for professional development
for teachers

Professional development is an important
undertaking in any given profession but more so in
the teaching profession. This is because teaching
makes demands on practitioners to be always
mentally alert, a point reinforced by Veugeles and
O'Hair [39] who call teaching the “core profession,
the key agent of change in today's knowledge
society. Teachers are the midwives of that
knowledge society. Without them, or their
competence, the future will be malformed and
stillborn.” Given the above scenario where teaching
assumes such critical significance, professional
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development becomes essential. Some of the reasons

for it are as follows:

e To extend the job performance of an individual
teacher for career development or promotion [1],
[5], [15].

e To develop the professional knowledge and
understanding of an individual teacher. The
teacher is conceived as a reflective practitioner
who enters the profession with knowledge but
acquires new knowledge and experience based on
that prior knowledge [26], [40].

e To enable teachers to participate and prepare for
change. It is acknowledged that teachers learn
over time and professional development is
perceived as a long-term process, thus a series of
related experiences, rather than a once off, is seen
to be more effective as it allows teachers to relate
prior knowledge to new experiences and develop
their practice [3], [7], [12], [13]. Regular follow-
up support for teachers is regarded as an
‘indispensable catalyst of the change process’
[40].

The above reasons illustrate the role professional
development plays in enhancing the quality of
teaching and hence that of learning.

3. Models of continuous professional
development

Models of professional development have been
catagorised according to the sites where they take
place: School-Based Professional Development,
School-Focused or School-Centred Professional
Development and Off-Site Professional
Development [2], [3], [4], [27], [35]. There is also
the distance education model in Southern Africa and
other Commonwealth countries which comprise the
training of untrained or under-qualified teachers
through distance-communication by radio or
television supported by reading materials developed
by the facilitating institutions [6], [29]. The distance
education models are in-service models usually
meant for teachers already in the schools. In the
United States of America, there are also professional
development schools, which involve partnerships
between teachers, administrators and university
faculty members created to improve teaching and
learning among participating schools and teachers
[10], [40]. These schools provide professional
development experiences for pre-service and in-
service teachers in school settings [16]. The recently
introduced Advanced Certificate in Education (ACE)
programmes found in most South African
universities are another example of professional
development programmes meant to enhance
teachers’ qualifications as well as their expertise in
the classroom [12]. While in-service programmes are
developed to improve the qualifications of the

teachers, there is little evidence showing that they
lead to improved classroom practice.

4. Off-site
programmes

professional development

These are the dominant models of professional
development in Southern Africa. Teachers meet
each other at colleges of education, universities or
teacher centres for courses of varying duration,
sometimes resulting in a certificate or award of some
kind. The main weakness of the ‘off-site’ model is
that it creates a gap between theory and practice and
according to Craft [8], the model also lacks
‘supporting cultures in valuing individuals’ off-site
experience for the team or school as a whole’. The
major advantage is the chance for teachers to learn
new ideas and to interact and exchange ideas with
colleagues [3], [20].

5. School-based professional development
programmes

These are models that base their professional
development activities within the school and target a
group of staff members. These programmes can be
in the form of university-school partnerships where
universities ‘connect practitioners who share
common interest and concerns about education’ [31].
The major objective of these programmes is the
attempt to achieve a better match between a
professional development course and the needs and
culture of the participating group [3], [8]. One
drawback is that it becomes insular, due to the
limited use of inside staff as mentors or facilitators.
School-based professional development has been
seen as meeting the needs of the school rather than
those of the teachers.

6. School-focused professional
development

School-focused professional development is the
same as the school-based model as far as the target
group is concerned. It is directed towards the staff of
a particular school and the programme of study is
related to the needs of the particular group or school
[8], [36]. These programmes have also emerged as
university-school partnerships [31]. School-Focused
professional development programmes can take
place either on or off the job-site and can be
provided by outside agencies such as university or
college staff or by the school itself [40]. Johnson et
al. [ describe one such example in a project in South
Africa where groups of science teachers came
together for different forms of professional
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development: coaching, group discussions and group
work based on Curriculum 2005. School-focused
professional development emerged in response to the
threat that school-based professional development
programmes faced the danger of parochialism and
that teachers therefore needed to learn from each
other, as well as other schools and those providing
training in other institutions. The schools were
considered to be limited in resources and the range of
activities they could provide on their own and that
they might solely concentrate on the internal
problems and forget the external problems that
contributed to them [9], [15]. School-based
professional development programmes are not
common in Southern Africa. Most programme
designers would prefer a collection of teachers from
different schools [29]. Theoretically therefore,
school-focused professional development
programmes offer advantages over the ‘school-based
program with those of externally conducted courses
while minimising the disadvantages of both’ [9].
This implies that school-focused programmes would
be ideal given that they address the needs of the
target group and improve the quality of teaching as a
result of collaboration-among others. In the South
African context, the merits mentioned above apply,
especially to township and rural schools, whose
partnership with universities works in their favour as
they gain valuable support from the latter.

7. Designing a professional development
programme

An  effective  professional  development
programme must be designed from a needs
assessment. The curriculum of the training
programme must be informed by the needs of the
teachers, the school, and the learners. Needs
assessment is used to obtain diagnostic data and
enable educational needs to be defined and priorities
set [38]. English and Kaufman [14] define needs
assessment as:

[A] tool which formally harvests the gap between
current results (or outcomes, products) and required
or desired results, places these gaps in priority order,
and selects those gaps (needs) of the highest priority
for action, usually through the implementation of a
new or existing curriculum or management process.

The advantages of a needs assessment, especially
for a professional development programme for
teachers cannot be over-emphasised. Marsh [30]
identifies needs assessment as having the following
advantages:

e It is a fair way of deciding upon priorities
for teacher development.

e It can lead to innovative and creative
priorities and solutions, for instance in one
study the prospective mentor teachers were

quite innovative in determining the sort of
training they needed in practicum
supervision [29].

e It can be an efficient procedure of
determining the pedagogical and content
needs of teachers.

e It is a valuable technique for getting
different groups, schools or subject teachers
to discuss issues and to agree upon shared
values and mutual support.

It is critical to consider that people are motivated
to learn or carry out a task when they know that
through their efforts they can satisfy a need or a want
or that it may earn them prestige or increase their
income and therefore provide a better livelihood for
themselves and their family. Motivation is essential
in ensuring that teachers participate in professional
development programmes. Research has shown that
learning is at a maximum when people are motivated
[21], [25].

There are five essential steps in designing the
needs assessment for a successful professional
development programme for teachers:

e Preparing is making decisions about the
resources available, time allotted and the
participants. By assessing the needs one is
able to gauge the resources, mainly the
facilitators, and other physical requirements
such as classrooms for the training, how
long it would take to cover the curriculum,
and the materials needed to develop it and
the participants.

e Stating of goals would involve the
compilation of a list of what should be
covered and the objectives of the coverage.
Both the facilitators and the participants
should be involved in this exercise. The
main goal of the needs assessment would be
to identify areas in teachers’ instructional
approaches and content knowledge where
they need more exposure and assistance.

e QGoal translation is converting the statement
of the goals into instructional objectives,
that is, the areas identified by the goals
should then be translated into the contents
of the professional development programme
and the training materials.

e Testing is selecting and administering
instruments (questionnaire and interviews)
to ascertain current levels of teachers’
pedagogical, content or professional
development, performance, and to learn
whether teachers in schools meet the
desired professional levels.

e Collating the data is organising the data into
appropriate tables, graphs and charts in this
case; the data can be developed into
professional development materials to be
used for training.
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8. Setting professional
programme objectives

development

The objectives of a professional development
programme state what will be accomplished as a
result of the training and are defined in the light of
the identified needs. Professional development
objectives may indicate that the trainees will display
an understanding of certain concepts, demonstrate a
given skill or show a change in attitude. The training
objectives may specify the content, method of
instruction, reading materials and types of evaluation
strategies. The objectives of any professional
development programme are essential in successfully
planning and evaluating learning outcomes.

In essence, clarifying training objectives provide a
sound basis for:
e  Organising the trainer’s work
e Informing trainees/teachers of the learning
expectations
e Selecting the training materials and methods
e Delivering an effective professional
development programme
e Evaluating the success of the programme

Clearly defined training objectives serve to maintain
focus throughout the training. The professional
development programme objectives provide an
important link between the needs-assessment and the
design and preparation of the training materials, as
well as the basis for evaluation as they assist the
trainer to assess if the objectives were met. Swanson
et al. [37] assert that in converting needs into
objectives, three areas of performance may be
identified: skills, knowledge and attitude. Skills—
related objectives indicate what the trainee can do,
demonstrate or perform, for example: ‘at the end of
the programme the teachers will be able to set
problems that require learners to investigate the
origin of Pythagoras Theorem’. Knowledge-related
objectives refer to the teachers’ ability to identify,
define and describe given concepts as a result of the
professional development programme such as ‘at the
end of the programme teachers should be able to
differentiate between skills-related and knowledge-
related objectives’. Attitude objectives relate to the
attitudinal changes that are expected as result of the
programme.

9. Implementing a professional
development programme

A professional development programme can be
conducted by one or several trainers over several
hours or days. The main advantage of having several
trainers is that their diversity makes the training
more interesting as it can be difficult to maintain

attention if teachers have to listen to one facilitator
for an extended period. All trainers must be
technically competent in the subject and have
experience as trainers and credibility with the
trainees. In addition, trainers must be familiar with
the circumstances in which the teachers work and the
problems they face. The trainers must be willing
participants in a professional development
programme and should participate in discussion
sessions, prepare additional materials or training
sessions if required, interact with trainees, and
contribute to practical sessions. Hence, the team of
trainers in a professional development programme
should, in part, comprise teachers so that the
programme is informed by actual daily teaching
experiences.
Every professional development programme must
have a leader whose roles are to:
e Coordinate the training by briefing the
trainers/mentors on their roles as well as

provide leadership in developing
programme schedule
e Facilitate the introduction and allow

facilitators to become familiar with each
others’ strengths

e Create an atmosphere conducive to team-
work

e Discuss with the rest of the trainers the
objectives of the professional development
programme

e Provide information on the participants and
local circumstances

e Hold regular meetings to assess progress
and report or discuss any improvements
required. The meetings can form part of the
evaluation strategy.

9.1. Logistical support

In addition to the content development, pre-
programme  preparations, and  presentations,
logistical arrangements also need to be considered
before, during and after the course. The facilitator,
team leader or trainer must ensure that the logistical
supports are in place and satisfactory to
accommodate all the training sessions. The list
below outlines some of the key points that the trainer
or the team leader may consider.

9.2. Before the professional development
programme

There are many aspects of the training that need to
be put into place before it actually begins. Below is a
list of important considerations:

e Identify and engage appropriate instructors
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e Select the training venues and ensure that
they are well lit and well-ventilated with
adequate space

e Select and notify the teachers, through the
proper channels (the school principals), of
the dates, times and location. This action
will be guided by the needs analysis.

e  Prepare training materials. This action will
also be guided by the needs analysis

e Arrange for appropriate training equipment
(may include chalkboard and chalk,
markers, pens, flip charts, writing materials,
slides, overhead projector, computer or
laptop, video equipment, screen, etc.).
Check that the equipment works. Do have
back-up equipment in case the preferred one
malfunctions.

e Arrange training room, seating
arrangements, name tags, position of
chalkboard, screen, etc.

e Arrange coffee and lunch breaks during the
training

e Arrange transportation and accommodation
for outside trainers or facilitators as
appropriate

9.3. During the professional development
programme

Even when the professional development
programme has begun, the facilitator still needs to
consider the following:

Remind other facilitators of their sessions
Introduce and thank facilitators and visitors
Ensure contingency plans are in place
Check facilities and equipment and
replenish materials

o Ensure teachers receive course materials

9.4. Following the professional development
programme

Programme evaluation and reporting, while
beyond the scope of this paper, are critical elements
of any learning endeavor. Evaluation is the
systematic and ongoing process of collecting
information which can be used to guide decision
making and assess the relevance and effectiveness of
the entire programme or the various components of
the programme [36]. It is advisable that the
evaluation seeks to authenticate the content of the
curriculum that has been identified from the needs of
the participants and the quality of the professional
development programme. There are numerous
resources that offer good guidance in this area [21],
[22], [34].

10. Conclusion

This paper has reviewed the current literature on
professional development for teachers and identified
approaches to developing a school-focused
programme. It has highlighted the importance of
identifying the teachers’ needs before a professional
development programme can be instituted. The
participation of teachers in identifying their needs for
workshops or seminars, developing materials, or
facilitating sessions cannot be over emphasised. A
professional development programme for teachers is
likely to have strong, sustainable outcomes if
teachers play a central role from its inception.
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Abstract

This study aimed at identifying the barriers to
inclusion of the students with special needs in Sultan
Qaboos University. The sample of the study consisted
of 28 students 16 male and 12 female. Eleven
students were visually handicapped and 17 students
were physically handicapped. The researcher used a
questionnaire for the purpose of the study which
consisted of 59 items. The validity and reliability of
the instrument were determined, and the correlation
coefficient indicated the suitability of the instrument
for estimation. The results of the study indicated that
there were statistically significant differences in the
barriers to inclusion due to the type of disability and
scored by the visually handicapped. On the other
hand, there were no statistically significant
differences in the obstacles of the inclusion due to the
gender or the degree of the disability, but there was a
statistically significant difference for the interaction
of the two variables, the degree of disability and the
gender.

1. Introduction

The inclusion of students with special needs
into public schools has been a key topic of most
educational systems in the world. Consequently the
issue of educational inclusion is a concern for
educational politics in many countries. From the early
years of the 18" century, legislators in many
countries adopted the concept of full inclusion which
means creating an educational system that services
equally all the students regardless of their differences.
Recently, a new trend has appeared known as General
Education and The Holistic School or the school that
does not exclude any student. In general, many
educators have advocated for the deletion of the dual
educational systems (special education, general
education) and for integrating them in one
educational system that meets all the students' needs.
Schools were requested to carefully reconsider the

education of special needs students in regular
classrooms instead of placing them in more
restrictive environment [6], [14], [18].

2. Literature Review

There are many arguments about the educational,
social, and ethical issues that would result from the
inclusion of the students with special needs in regular
classrooms. Many educationalists believe that such
inclusion would help disabled students to integrate
better into society, in addition to the academic and
social benefits which would enhance their
opportunities of social adjustment and social
sufficiency and reduce the many negative affects that
would appear as a result of their isolation. It could
also enhance the perception of the nondisabled
student of the disabled student. And improve social
and communication skills of both groups.

On the other hand, there were many opponents for
inclusion who claimed that the general education
system not well prepared for such inclusion. In
addition, research' results have not confirmed the
effectiveness of inclusion. Added to this, the students
with special needs require more intensive interference
which might not be available in the general education
schools. Thus, there are many considerations which
should be regarded before taking such steps [4], [5],
(71, [8], [17].

In order for inclusion of the students with special
needs to be successful, schools and universities
should accept innovation and diversity. All the
participants in the education field should believe in
that. These participants should also believe that the
students with special needs are able to interact
successfully in the learning process. The educational
staff should be supported and the educational
practices should be flexible with regard to the
outcomes, constructive education, assessments, and
evaluation. [19], [22]

It is very essential to consider the facilities
available in the school and university buildings which
would facilitate the needs of disabled students. There
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should be careful consideration about classrooms,
lights, elevators, and assistive tools which the
handicapped students might need [18].

There must be appropriate technology such as
preferential seating, modified desks, large printed
books, and wheelchairs would help disabled students
to interact better with their normal peers. For that
reason, it is important for the advocator of the
inclusion to provide the normal students with
essential information about types of disabilities and
the assistive equipment which are used by their
disabled peers [19], [20], [21].

The process of inclusion also requires devoting
sufficient space for the storage of the equipments
such as typewriters, wheelchairs, removing all the
obstacles inside or outside the building to ensure safe
movement also providing helping systems in the
library or in the computer labs. Add to this, making
normal students fully aware about their handicapped
peers. Some adjustment on their dwellings which
would help the disabled students in their traveling
[1].

Many studies have discussed the difficulties that
face the handicapped in the educational environment.
Hodges and Keller [11] made a study aimed at
recognizing the extent to which students perceive the
process of inclusion the handicapped students in the
university. The results indicated that there were many
problems that faced visually impaired students. Such
problems were in transport, and developing a social
relationship with their peers.

Haugann [10] looked a study at identifying the
visually handicapped students in higher educational
institutions. The results indicated many different
problems; for example the absence of counseling
services, few numbers of Braille printed books, lack
of visual readers, the difficulty of adjustment with the
university life, teachers' neglect of their special
needs, and the problem of taking exams and transport
in were the most important.

Fuller, Healey, Bradley and Hall [9] also studied
obstacles that faced the handicapped at university.
The results of the study indicated that there were
many obstacles such as the fast rate of the teachers'
speech during the lectures, as well as difficulty in
participating in the discussion and answering the
questions. Also some lecturers resented allowing
disabled students to tape the lectures, and it was hard
to access the educational centers. There was a lack of
suitable computer programs.

Masaedeh's study aimed at identifying the problems
of handicapped students in Jordanian universities
[15]. The results indicated that the most obvious
problems were those which were related to the

services. In addition, there were many concerns about
the future of disabled students, and their
psychological, social, and health issues. On the other
hand, the study did not show any significant
differences due to the gender of the disabled grade
level, type of disability.

Ibrahim [13] studied the problems of visually
handicapped students in the University of Jordan. The
results of the study revealed the existence of
problems such as using the library, transport,
difficulties in teachers' understanding about their
needs. The study did not show any significant
differences due to the handicapped gender, the degree
of disability, level of education.

Alahmadi [3] studied the problems which were
facing the physically disabled students in regular
education schools. The study indicated that there
were many problems related to the structure of the
building and the classrooms. In addition, many
handicapped students were not able to participate in
different activities thus; their feelings of loneliness
and isolation would increase.

Zakarya [23] pointed to a range of difficulties that
were facing the handicapped students who were
integrated through regular schools. Such difficulties
were presented in the shortage of qualified staff, the
negative attitudes of teachers towards them,
complaints from normal peers about the behavior of
the disabled students, the rejection of having any
relationship with them, and the lack of suitable
services provided to the handicapped in the schools.

Al hamad [2] also highlighted the most important
problems facing physically handicapped students
which include the feeling of loneliness, improper
habilitation, disrespect for, their private parking,
insensitivity towards them, and lack of elevators and
appropriate entrances to facilitate movement.

Herz Allah [12] studied the difficulties and
psychological effects that resulted from the restrictive
environment of physically handicapped students. The
results indicated difficulties resulting from their
isolation, lack of environmental adjustments which
would facilitate their movements, and difficulties in
developing personal relations with normal people.

Noghoi [16] studied the problem which visually
handicapped students faced in the Jordanian schools,
in particular the educational, environmental,
psychological, and social difficulties. On the other
hand, the study did not show any different problems
due to the intensity of the disability, gender, or the
educational school level.

This study is based on the result of other researches'
and modern educational studies in the field of
educational inclusion of handicapped students in the
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regular educational environment. In addition, there
were many obstacles that were faced by the
handicapped students such as learning difficulties,
unsuitable curriculum and teaching methods, and the
lack of aid-equipments. Beside this, there were
psychological and social problems that students faced
through the educational inclusion programs. Such
problems included their relationship with their peers
and teachers, inability to accept each other, low self-
esteem and confidence, and feelings of isolation and
loneliness. In addition to the environmental obstacles,
there was also a lack of facilities which negatively
affected academic performance, social and
psychological adjustment. This would turn the
concept of inclusion into a nightmare to fulfill. This
would aware us to the importance of reconsidering
the idea of inclusion of those handicapped students at
this university and to face such obstacles to ensure
the idea of the least restrictive environment.
Accordingly, this study aimed at answering the
following question:
1) Are there any differences in the obstacles that
facing students with special needs according to the
type of their disability which are revealed by the
dimensions of used instruments?
2) Are there any differences in the obstacles of the
inclusion of the students with special needs due to the
following variables: gender, degree of disability, and
the interaction between them according to the used
instrument?

3. Analysis of Findings

3.1. Sample

The sample of the study consisted of 28
physically and visually handicapped students
according to the information from the Deanship of
Students' Affairs in SQU during the year 2008/2009.
There were nearly 11 visually handicapped students,
17 physically handicapped students, 9 students with
mild disability, and 19 students with moderate
disabilities.

There were 16 male students and 12 female
students. Twenty of these students were in
humanitarian colleges and 8 in scientific colleges.

3.2. Instrument

The researcher used a questionnaire designed by
Noghoi [16]. To meet the purpose of this study, the

researcher deleted and added some items to the
instrument. The initial version consisted of 67 items.
The researcher presented his instrument to a panel
of nine judges who were specialists in psychology
and special education in the faculty of education in

SQU. After reviewing the questionnaire, the

researcher completed the requested changes, the final

print consisted of (59) items, distributed among the
following four domains:

e The Educational Domain (EdD): this domain
consisted of (16) items. Examples of these items
are: "part of the curriculum which I study does not
meet the nature of my disability"; "some teachers
are annoyed when I use my special assistive tool
inside the classroom".

e The Social Domain (SD): This domain consisted
of (14) items. Examples of these

e items are: "my classmates hesitate before asking
me to join them for a walk", "I feel embarrassed
about the repeated questions about the nature of
my disability".

e The Psychological Domain (PD): This domain
consisted of (13) items. Examples of these items
are: "I feel angry about others' sarcasm while I am
moving in the university", "I feel annoyed about
some of teachers' complains about my presence in
their classes."

e The Environmental Domain (ED): This domain
consisted of (16) item. Examples of these items
are: "There are no special parks for the
handicapped near the faculty's building", some
barriers and obstacles into university endanger my
life".

o The researcher estimated the reliability of the
instrument by using Cronbachs Alpha Coefficient
which was for the first domain (0.93), for the
second domain (0.86), for the third domain was
(0.86), for the fourth domain (0.77), and for the
whole instrument it was (0.93).

3.3 Procedures

With the help of some female students from the
early childhood education department, the researcher
distributed the questionnaire to the members of the
sample. The Data was collected during the second
semester of (2009), and then it was estimated by
using the statistical program (SPSS). Analyzing the
results was according to the variables of the study.

Canada International Conference on Education (CICE-2010) 49



4. Contribution of Knowledge

To answer the first question, the researcher
estimated the mean scores and the standard deviation
of the sample about the domains of the instrument
which are explained in Table 1.

Table 1. The mean scores and the standard
deviations of the sample responses at the domains
of the instrument according to the student's
category

Domain Type of Disability Mean 5.D
EdD Blind 16.700 5.078
Physically 6.500 1.653
sD Blind 37.400 11.037
Physically 21.944 7.596
PD Blind 28.500 10.373
Physically 21.222 9.078
ED Blind 45100 10.126
Physically 23.055 8.673

The Table 1 shows that there were differences in the
mean scores between the visually and physically
handicapped students in the different domains of the
instrument. And to be sure about the indications of
these differences, the researcher estimated the value
of (f) for One Way ANOVA explained in Table2.

Table 2. The One Way ANOVA Analysis of the
differences in the degree of the disabilities in the
domains of the instrument with each different
student's category

Source Sum Degree of Mean of  (F) Value  Alpha
of squares Freedom Sum
differences squares
EdD 544.11 1 544.11 50.779 0.00
SD 1535.620 1 19.1221 0.00
PD 340.496 1 3.736 .064
ED 1654.870 1 19.541 0.00

According to Table 2, it was clear that there was a
statistically significant difference among the domains
of the instrument. The first was the educational
domain, the second was the social domain, and the
fourth was the environmental domain and scored by
the visually handicapped students.

To answer the second question, the researcher
estimated the mean scores and the standard deviation
of the sample seen in Table 3.

Table 3. The mean scores and standard deviation
of the sample responses at the instrument's
domains according to the gender and the degree of
disability

And to estimate the value of Alpha, the researcher did
The Analysis of Covariance, explained in Table 4.

Domain Gender Degree Mean S.D
Male Mild 9.00 2.708
Moderate 10.50 4.582
EdD female Mild 11.60 7.956
Moderate 11.71 6.993
Male Mild 38.75 11.221
Moderate 2475 9.854
SD Mild 21.40 13.794
female Moderate 30.00 7.6376
Male Mild 30.25 12.365
Moderate 24.08 9.307
PD Mild 17.80 7.823
female Moderate 24.00 10.84
Male Mild 29.50 6.137
Moderate 36.83 12.967
ED Mild 36.40 16.1647
female Moderate 33.14 10.447

Table 4. The Analysis of Covariance to explain the
differences in the inclusion of the students
according to the gender and the degree of
disability variables and the interaction between
them

Source of Sum Mean (F) Alpha

difference squares DF Sum Value

squares

EdD 21.316 1 21.516 0646 0430
Gender SD 216.522 1 216522 1865 0.185
(1) FD 232.308 1 232308 2360  .0138
ED 15.234 1 15.234 0.100  0.755
Degree of EdD 3.854 1 3854 0.116  0.737
Dismbility SD 43.124 1 43.124 0371 0.548
(2) PD 0.002 1 0.002 0000 0997
ED 24572 1 24572 0.161  0.692
EdD 2.340 1 2340 0085 0.773
(2 =1) 5D 735349 1 735349 63506 0.018
FD 226.171 1 226171 2298 0.143
ED 165.368 1 165.868  1.087  0.308

The Table 4 shows that there was no statistically
significant difference due to the gender and degree of
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disability variables in all the instrument domains. On
the other hand, there was a significant difference in
the interaction between the gender and the degree of
disability in the social domain only. The Figure 1
explained the interaction between the gender and the
degree of disability in the social domain.

Estimated Marginal Means of Social Domain

Degree of Disability

—— il
Wocerat

40,00

35.00]

3000

Estimated Marginal Means

25.00

20,00

T T
Male. Female

Gender

Figure 1. The interaction between the gender and
the degree of disability in the social domain

5. Discussion

This study aimed at identifying the barriers to
inclusion of the students with special needs in SQU.
The results of the study showed that there were
statistically significant differences in these obstacles
due to the type of disability among the visually
handicapped students who indicated obvious
problems within the first domain. They suffered from
problems of following the curriculum, test
performance, and writing a research paper. This
might have resulted from the type of the disability
from which they suffer and from the other side, the
materials they used through their writing and reading.
The visually handicapped student used the Braille
method in reading and writing which is very slow and
needed twice the amount of time compared to the
time needed in regular reading and writing.

In addition, it was difficult for regular teachers to
read in the Braille method. This made the situation
more complicated especially when the handicapped
students needed some help from their classmates
during the exam period. This might be difficult
because their normal peers would be also involved in
their own revision for the exams.

The results also indicated that the visually
handicapped student had problems in the social
domain compared to the physically handicapped
students. This might be a result of their inability to
interact with other people, of being neglected, lack of
activities that helped the visually handicapped
students to interact with normal peers inside the
university which increase the distance in between
them.

The study indicated that there were some problems

for the visually handicapped students in the
environmental domain. These problems might occur
because the visually handicapped students might not
reach the lectures, restaurants or other places which
were eases to reach for the physically handicapped
students.
The environmental conditions were often a source of
danger for the visually handicapped students because
they had not practiced reaching these places and they
did not receive any help from other normal peers.

This result agreed with what Hodge and Keller
[11] and Hougann [10] discovered in their studies. In
addition, the result of this study agreed with the
results of Al- hamad [2], Ibrahim [13], and Noghoi
[16]. The results of the previous researches identified
the educational, social and environmental problems
that the visually handicapped students would
encounter at the university. Such results made the
supervisors and the other people responsible aware
about the places that might be needed to be trained
the visually handicapped students. Some of the
suggestions that SQU might consider are discussed in
the following paragraph:

The assistive tools which would help the visually
handicapped students in getting the required
information from the libraries must be made
available. Providing the teachers who might teach
those handicapped students with enough information
about these students, the assistive tools they need and
the alternative assessment that teachers need in their
evaluation and making the handicapped students
more familiar with buildings in their universities
which would facilitate their movements from one
building to another.

Add to this, there must be well qualified staff that
recognizes students' needs, availability of recorded
books, making the normal students more aware of the
difficulties that their visually handicapped students
encounter, and choosing suitable activities that would
help the visually handicapped students to interact
effectively.

Concerning the gender and the degree of disability
variables, the result did not show any statistical
difference between the male or female handicapped
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nor between the mild or moderate disability. This
result agreed with what was found in the study made
by Ibrahim [13], Noghoi [16], and Masaedeh [15].
According to the result of this study, it was found that
obstacles to inclusion in the university would happen
regardless of the gender or the degree of the disability
of the handicapped. The researcher pointed at those
variables as a part of the limitation of the study. This
happened because of the few number of cases in
cells, which did not help the researcher to analyze the
gender variable from each type of the examined
disability. Add to this, there were not any sever cases
in the sample of the study which limited the study to
only the mild and moderate disabilities.

The study also indicated that there were significant
differences from the interaction between the gender
and the degree of disability the social domain. Figure
1 indicated that male students with mild disability
suffered from social problems more than female
students with mild disability. This might be due to
the nature of the social activities, the interactive
social level between the members of the society
whether male or female. In addition, the type of the
social activities performed by the handicapped would
decide if the he would do or not. For example,
traveling and social occasions might be obstacles for
handicapped males only since the handicapped
females would not participate in such occasions
according to the customs of the Omani society.

The figure also indicated that handicapped females
who had moderate disabilities faced more social
problems than male counterparts. Generally, the
difficulties the handicapped meet increased by the
degree of disability, and the difficulties are connected
with the nature of the disability itself, if the disability
was visible and noticeable. Such situations would
make the handicapped more embarrassed.

Added to this, when the female disabled students
used the assistive tools, they would become
embarrassed. This caused more social distance for
them and forces them to keep themselves isolated.

In order to increase the social interaction between
the normal students and the handicapped students, the
researcher suggested that the university should
present a course about the students with special needs
as an obligatory course. Thus, the students would
become more familiar with the abilities of their
handicapped peers, develop positive attitudes towards
them, modify some misconceptions about handicaps,
and contribute to the future education of the society
about the handicaps in order to create a civilized
environment which accept the differences between
each other and respect them.

6. Conclusion

The result of the study indicated there was a
statistically significant difference among, the first
domain, second and the fourth, and scored by the
visually handicapped students. We conclude also
there was no statistically significant difference due to
the gender and degree of disability variables except
the interaction between the gender and the degree of
disability in the social domain.

7. Future Work

The researcher also recommended other
researchers to study the counseling and psychological
needs of the handicapped students, the relationship
between their self esteem and academic achievement,
and their psychological stability.
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Abstract

Generally speaking, there are striking similarities
between the histories and current realities of
Indigenous peoples in Canada, the United States,
Australia and New Zealand, the educational
experiences of these four groups provide a
particularly appropriate focus for comparative
inquiry. This paper investigates the broad contours
of policy discourse around Indigenous education in
all four countries through an interrogation of official
inquiries, reports and academic research. We then
identify and assess the critical learning conditions
and practices within schools and family/community
settings, which are deemed most effective in
enhancing educational outcomes for Indigenous
students in local, national and global contexts.

1. Introduction

The Indigenous peoples are among the most
disadvantaged in terms of educational performance
in all four jurisdictions, and closing the achievement
gap between Indigenous and non-Indigenous
students is an urgent priority. This transnational
odyssey to achieve Indigenous educational parity is
driven by a variety of motives, including the very
significant implications of demographic trajectories
for labor market participation, economic
sustainability, and social cohesion.

Responding to the needs of Indigenous learners
therefore presents one of the most compelling
challenges to schools as they are currently
constructed, while simultaneously offering the most
exciting opportunities for reimagining how schools
can better serve all learners in these four
jurisdictions.

2. Theoretical and
Framework

Conceptual

A documentary inquiry focusing on official
reports and academic and applied research on
Indigenous education in the four countries,
employing deductive, historical and discursive
analysis, is our main method of data collection.
Comparisons of student outcomes are based 3
primarily on the results of international testing
programs such as TIMSS and PISA. We

conceptualize the nature of policy development and
change in Indigenous education by applying a
multidisciplinary approach to social theory and
critical race theory [17] to illuminate the complex
interactions between Indigenous peoples and the
nation states within which the dynamics of
educational disadvantage operate.

3. Literature Review

Despite the striking parallels in the educational
experiences of Indigenous peoples in these four
countries, very little research of an explicitly
comparative nature has actually been conducted.
This limited transnational perspective is especially
surprising given the fact that Indigenous peoples and
educational establishments in all four jurisdictions
are facing similar challenges. Cooke et al.’s survey
of wellbeing identified gradual improvements in
educational outcomes among Indigenous peoples in
these four countries over the past decade but they
noted that this progress did not keep pace with rising
achievements among non-Indigenous people in
Australia and New Zealand [14]. An overview of
Australian, Canadian, and American policy
concluded that Australia has “the worst Indigenous
educational outcomes of any comparable Western
settler society” [21]. Fitzgerald’s comparison of
Indigenous female school administrators in Canada,
Australia and New Zealand identified an emerging
global desire in postcolonial societies to devise ways
that traditional Indigenous beliefs and values might
inform models of school leadership and governance
[19]. Hickling-Hudson and Ahlquist’s comparison of
curriculum in Australia and the U.S. suggested that
practices dominated by the privileges of whiteness
are still prevalent [26]. These studies, situated within
a comparative framework, point to the benefits of
researchers adopting a global perspective in response
to local challenges and opportunities.

4. Contribution to Knowledge

The uniqueness and diversity of Indigenous
groups mitigate against any simple application of
global solutions to local circumstances. Nevertheless,
it is evident that each country has much to learn from
initiatives, both successful and unsuccessful, which
have been developed in other jurisdictions. A logical
approach would be to build on selected initiatives
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which clearly are showing good results and extend
them transnationally, and to abandon strategies,
however attractive or expedient, which are proving
unsuccessful. This would include the adoption of
transformative models of school leadership; the
provision of enhanced early learning opportunities
and meaningful partnerships with parents; the
delivery of culturally responsive instruction by
culturally alike, “person centred” teachers; ensuring
adequate time for learning; ensuring smaller class
sizes catering to heterogeneous student groupings;
and creating models of governance where Indigenous
communities have meaningful control over their
children’s education [15]. The findings of this
research have global implications for policymakers,
academic researchers, and classroom teachers
involved in Indigenous education. We suggest that
the search for improved Indigenous educational
outcomes is an opportunity to fundamentally re-
imagine how schools are constructed and operated
and to reconfigure how schools relate to learners,
their families, and their communities. It is evident
that undertaking this transformation will require
embracing substantially greater change than can be
made comfortable or easily. However, in addition to
pursuing an unequivocally moral purpose, we believe
that the rewards in maximizing human potential and
securing collective well being will be commensurate
with the effort.
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Abstract

From the Salamanca Statement in 1994 to the
Dakar  Framework in 2000 UNESCO has
spearheaded an international ~movement for
acceptance, equity, and access in the education of
students with disabilities. Inclusion, mandated in
Salamanca, is considered the first step. Today, the
focus is upon the identification and implementation
of educational models that ensure access. This
article discusses paradigm shifts taking place in
special education in US schools that respond to the
ideals set forth in these statements: cultural
competency, universal design for learning, and
collaborative models of assessment and instruction.
Practices discussed here can provide guidance for
educators worldwide as they strive toward the goals
of Salamanca and Dakar.

1. Introduction

More than 600 million people worldwide have a
disability. Although great strides have been made
educationally to address the needs of individuals
with disabilities, the benefits of these efforts have not
been universal. Nearly two-thirds of individuals with
disabilities live in developing countries and sustain
themselves with less than $1 per day. Ninety-eight
percent of all students with disabilities lack access to
primary education. They are socially, economically,
and physically excluded and marginalized from
mainstream society [9]. While some countries have
evidenced a degree of success [4], the efforts of
many have been fraught with economic, political,
and social challenges [15]. In more developed
countries, legislation and social policies have helped
to remove many of the barriers to education and
inclusion of all students. In the United States the
disabilities rights movement has not only opened the
school house door, it has begun a paradigm shift in
the way that people think about disabilities. The
demand for access and equity means changing the
dispositions of society toward individuals with
disabilities from the disability and limitation toward
the person and possibilities. This new paradigm
requires a reconceptualization of disabilities. The
UNESCO World Conference on special education
highlighted the importance of meeting the needs of
all children in 1994. The Salamanca Statement is the

resulting commitment to individuals with disabilities
and their educational rights. Ninety-four countries
and twenty nongovernmental  organizations
worldwide adopted the statement.

In 2000, the Flagship World Education Forum in
Dakar, coordinated by UNESCO, reaffirmed the
mission of Salamanca by issuing the Dakar
Framework for Action (DFA) so as to transform
universal rights into educational reality. The goal of
the Dakar Forum was to achieve education for all
children by the year 2015 through various plans of
action worldwide. Presently, these Flagship
organizations are engaged in the development of
national programs to improve the quality of teacher
training and preparation, early childhood education,
education in rural areas, and equity in education. The
emphasis of initiatives is on removing the
instructional barriers to learning, and to promoting a
broader concept of education, which includes life
skills, and learning across the life span.

2. Shifting Paradigms in
Education

Special

The United States can offer lessons in changing
the paradigm in special education from recognizing
the right to being included to offering educational
equity and access. The move to include students with
disabilities in the United States was initiated by
several key legislative mandates including the
Individuals with Disabilities Education Act (IDEA,
formerly PL 94-142) and Section 504 of the
Rehabilitation Act of 1973. From this beginning, an
educational evolution has been underway with
movement from a traditionally segregated system to
one that is striving to meet the learning needs of all
students. In the past, special education took place in
a self-contained classroom. Today, the focus has
changed from placement to service. Students with
disabilities, to the greatest extent possible, are
educated in the general education class with their
typical peers, with the reauthorization of IDEA
(1997) and in 2004 the Individuals with Disabilities
Education Improvement Act (IDEIA).

3. Cultural Competence

According to the United States Office of Special
Education Programs:
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Cultural competence is defined as a set of congruent
behaviors, attitudes, and policies that come together
in a system, agency, or among professionals and
enables that system, agency, or those professionals to
work effectively in cross—cultural situations [7].
Operationally defined, cultural competence is the
integration and transformation of knowledge about
individuals and groups of people into specific
standards, policies, practices, and attitudes used in
appropriate cultural settings to increase the quality of
services; thereby producing better outcomes [2].
Examination of how society defines disabilities
reveals the important role that culture plays in that
process. The definition of what is “acceptable” and
“deviant” intellectual and social functioning is
determined by the majority population and emanates
from the context of society [6]. Society’s influence
on the definition of disabilities is best seen in light of
Luckmann and Berger’s seminal work The Social
Construction of Reality [10]: A Treatise on the
Sociology of the Creation of Knowledge, which
defines social construction as “a concept or practice
which may appear to be natural and obvious to those
who accept it, but in reality is an invention or of a
particular culture... ” When we look at the attitudes
and beliefs about disabilities we can see how many
notions result from popular ideas that are not
necessarily true or accurate. As these concepts are
repeatedly communicated throughout society, they
become accepted as valid. Educators are greatly
influenced by their current cultural environment and
the one in which they grew up. Environmental
conditions, many of which individuals have little or
no ability to control, shape them. As much as
teachers talk about how students' behaviors are a
result of cultural factors, so too are the behaviors of
educators. The importance of social construction and
the influence of culture in education require that
educators develop cultural competence.

4. Universal Design for Learning (UDL)

Cultural competence is the first step in changing
dispositions towards students with disabilities and
serves as a bridge to inclusive practice. Universal
Design for Learning promises to play a significant
role in providing a framework for planning and
implementing effective instruction for all learners.
For students with disabilities the prominence of
traditional, inflexible, one-size-fits-all curricula
raises unintentional barriers to learning. One look at
today's classrooms highlights the fact that diversity is
the norm, not the exception. When curricula are
designed to meet the needs of the broad middle, at
the exclusion of those with different abilities,
learning styles, backgrounds, and even preferences,
they fail to provide all individuals with fair and equal
opportunities to learn. Learners with disabilities are
most vulnerable to such barriers, but many students

without disabilities also find that curricula are poorly
designed to meet their learning needs. In the United
States, UDL is identified in the 2004 IDEIA
reauthorization and is defined in the Technology Act
(1998) as: A concept or philosophy for designing and
delivering products and services that are usable by
people with the widest range of functional
capabilities, which includes products and services
that are directly usable (without requiring assistive
technologies) and products and services that are
made usable with assistive technologies [11]. In the
inclusive education classroom UDL creates flexible
curricula to ensure accessibility to the widest group
of students possible, while increasing access to
learning for all learners. Rose and Meyer [16] go on
to explain the three principles of UDL: Principle 1:
To support recognition learning, provide multiple
flexible methods of presentation; Principle 2: To
support strategic learning, provide multiple, flexible
methods of expression and apprenticeship; Principle
3: To support affective learning, provide multiple,
flexible options for engagement. The unifying thread
that runs through the above principles is providing
students different options in order to learn. While
this removes barriers to learning for some students it
gives typical students more and varied learning
opportunities. UDL is compatible with modern
pedagogical theories [13]. This approach to
curriculum does not remove academic challenges [8].
It provides a wide range of “best practices” that can
be used to facilitate the learning of all the students in
the class [14].

5. Collaborative Models for Instruction

Collaborative instruction is one of the fastest
growing and more effective means of instructional
delivery of services for students with disabilities
within the general education classroom. Two or more
professionals provide instruction jointly to a diverse
group of students who are in a single classroom
space [5]. There are varied ways to carry out co-
teaching [1]. Typically a general education teacher
works alongside a special education teacher and
share responsibility for planning and implementing
intense and individualized instruction [3]. Five
models of co-teaching, which offer flexible delivery
of curriculum are:

e One teach, one observe or one assist: One teacher
leads the lesson while the other observes the
students, collecting data about their performance
or assisting individuals as needed. Equitable
teaching time for both teachers is a critical
component. Both teachers should have
opportunities to lead the lesson so that students
understand both instructors have a legitimate
role. Otherwise, the observant teacher may be
perceived as an assistant.
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e Station Teaching: The content of the curriculum
is divided into stations and one teacher facilitates
a portion of the lesson with one group while the
other teacher(s) facilitates another portion of the
lesson to the remainder of the class or another
small group. The groups switch and each teacher
then teaches their content lesson again. If more
teachers are available additional stations can be
formed.

e Parallel Teaching: Both teachers provide the
same instruction with half the class. This enables
students to work in a smaller group. Teachers can
elect to use different instructional approaches
giving students the opportunity to select the
group that best suits their learning style with
many more chances to participate in discussion.

e Alternative Teaching: One teacher conducts a
lesson for most of the students in the class, while
the other teacher works with a small group of
students who need extra support or enrichment.
Caution should be given to using small groupings
for remediation only as it is contrary to the
principles of inclusive teaching. Rather,
groupings should consider student interests,
motivation and engagement in order to expand
learning.

e Team Teaching: Both teachers are equally
engaged in class instruction, moving fluidly in
and out of the lead role. Students benefit from
this cohesive approach when two teachers are
available simultaneously. This model of co-
teaching requires professional compatibility.
Successful team teaching encompasses a shared
vision of the instructional process. The
effectiveness of a co-teaching model depends
upon the fidelity of delivery by each instructor
and the strength of collaboration between
professionals. When implemented effectively,
each model may offer curriculum access for more
students. These models of collaborative
instruction represent recognition of the paradigm
shift in special education inherent within
inclusive education.

6. Conclusion

The educational rights of individuals with
disabilities have been recognized throughout the
world. The initial need for acceptance and inclusion
has moved on to access, reform, and an examination
of educational practices. This paper presents a
number of ways that the goals of the Dakar
Framework for Action (DFA) can be met. Nations
worldwide are in accord and are committed to
educating all children [12]. Educators in the United
States see the global potential of the application of
cultural competence, universal design for learning,
and collaborative assessment and instruction. Not

only do these ideas begin to address the needs of
students with disabilities, they facilitate the learning
for all children. They represent a dramatic shift from
inclusive education to educational access. The broad
international strategy for global reform in education
aligns with the practices discussed in this paper, and
the changes underway in the United States. When
comparing the goals of the Dakar Framework of
2000 with the Salamanca Statement of 1994 it is easy
to see how the world community has moved beyond
the basic idea of acceptance. The global challenge
for educators is to establish viable ways to make the
changes needed for accessible and equitable
education for all.
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Abstract

The current trend of declining enrollment in
engineering in the United States may be due, in part,
to lower levels of interest in the profession as well as
concern about course difficulty. By increasing the
level of interest and actively engaging students in the
classroom, students may ultimately develop passion
towards engineering as both a subject matter and a
profession. Passion for learning in the classroom
may likely be fostered by a passionate professor,
passionate classmates and delivery methods that
address both the cognitive and affective domains of
the learner. This study focuses on how the students’
and professor’s sense of passion affect individual
students’ overall academic performance. A pre-test
and post-test, weekly surveys, and periodic
classroom observation were used to measure levels
of passion. Results suggest that student self-reported
level of passion is variably linked to academic
performance while professor level of passion is rated
as somewhat or extremely important to student
learning.

1. Introduction

Becoming an engineer requires significant
knowledge and skill. An urgent need for qualified
engineers places pressure on educators to focus not
only on students’ academic success but on preparing
professionals who will remain in the field. Reports
indicating a serious decline in undergraduate
enrollment in engineering [1, 2, 3] underscore the
need for engineering education to focus attention
toward not only what is taught, but how content is
taught for the purposes of boosting student
enrollment and retention in engineering programs, as
well as to ensure adequate preparation for what is a
demanding profession. While mastery of technical
skills is essential to employability and competence,
interest and satisfaction in the work may be what
ultimately sustains a robust workforce.

Acknowledging that there are, indeed, levels of
engagement that a student might experience, the
following pyramid was constructed to characterize
levels of distinction between disengagement and
passion for learning. For purposes of this study, the
researchers identified four levels of engagement
during the learning process as shown in Figure 1.
The lowest level of engagement characterizes those

students who are physically present in class but
inattentive and not engaged. @ The next level of
engagement describes those students who are paying
attention but are not strongly engaged in the learning.
The third level of engagement depicts those students
who are actively engaged and display interest in the
classroom discussion and activity. The fourth level
characterizes those students who are passionate
about the topic, class, and learning.

Engagement,
Interest

Attentive, Not Strongly
Engaged

Inattentive, Not Engaged

Figure 1. Levels of Engagement in the Classroom

2. Literature Review

While there are several bodies of literature that
inform this study, the literature relevant to this paper
includes that which addresses the roles of teacher
and affect on learning.

In a special issue of Educational Psychology
Review focused on the role of affect in learning,
Ainley [7] draws on her robust research in the role of
interest, engagement, motivation and affect on
cognition to underscore that central to understanding
education is the role of affect. Affective factors such
as interest and motivation have been studied
regarding their influence on student success in
general [8, 9, and 10]. Interest has been shown to be
related to attention but not necessarily to positive
affect. Furthermore, interest has been defined as a
situational and often fleeting emotion. With respect
to learning of engineering and science in particular,
Felder and Brent [11] highlight several models that
converge on the notion that there are emotional and
social influences on intellectual development in these
particular content areas.
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A study of the role of teacher interaction and
feedback on student gains [4] demonstrated that
while peer climate and instructor climate were not
linked to student gains, instructor interaction and
feedback were significantly associated with learning.
In a study examining undergraduate views of
excellence in engineering education [5], the effect of
teacher was explored.  This study pointed to
students’ expectation that professors “feel” the
audience and convey excitement for the content.
From the teachers’ perspectives, more emphasis
should be placed on cultivating student interest in
wanting to learn [6].

3. Research Questions

This study was guided by the following four
research questions: (1) to what extent does a
student’s sense of passion toward learning affect
academic performance? (2) to what extent does the
professor’s passion for teaching affect student
learning? (3) does students’ perception of their
professor’s passion for teaching affect their learning?
and (4) does students’ perception of their classmate’s
passion for learning affect their individual level of
passion for learning? While the design and data
gathering focused on answering all four questions,
this paper focuses specifically on the students’
individual sense of passion and its link to academic
performance.

4. Procedures

The classrooms studied included two sections of
an introductory engineering course one taught to
university students and the other taught to advanced
high school juniors and seniors. The engineering
professor in this study served as both participant and
researcher. Given that the professor was examining
his own teaching in relation to his students’ sense of
passion toward the class, all data gathered from
students was done so by the co-researcher who was
not involved in the teaching of the class. The co-
researcher is an associate professor of education and,
at the time of this research, served as director of the
university’s center for learning and teaching.

A pre-survey was administered in the first week
of the semester.  Weekly surveys were then
administered for twelve consecutive weeks followed
by a post-survey. Classroom observations were
conducted twice during the semester by the co-
researcher. At two points in mid-semester, weekly
survey results were tabulated and provided to the
professor along with results from the classroom
observation.  This mid-semester feedback was
reported to the professor for the purpose of
monitoring shifts or changes in students’ sense of
passion toward the content so the professor could, if

necessary, adjust his teaching to foster greater
passion for engineering content.

Based on this mid-semester survey feedback
along with the professor’s reflection on his teaching,
the use of an anticipation guide was introduced into
the teaching. This instructional tool asks students to
record predictions about content prior to learning for
the purpose of inducing disequilibrium in the learner
and subsequent deepened interest in the content.
Though the anticipation guide was used only once,
its effect of encouraging prediction and guessing —
without penalty — was consistently evident to the co-
researcher observer both in the professor’s
conducting of class discussion and the students’
responses. The professor attributed his students’
interest to their growing comfort in sharing their
predictions without risk of their answers being
wrong.

For purposes of examining change in student
passion toward engineering, students were assigned a
“passion disposition” based on responses to three
items in the pre- and post-test. The first item was
“What is your current interest in engineering?” with
possible responses being (1) not very interested, (2)
somewhat interested, (3) very interested, or (4)
passionate. The second item was “In describing
myself, I would say I am (1) not very passionate
about anything, (2) somewhat passionate about most
things, (3) passionate about most things, or (4) very
passionate about everything. The third item was
“How important is it to you that you are passionate
about what you are learning?” with possible
responses being (1) not important, (2) somewhat
important, (3) it’s nice but not necessary, or (4) I
cannot learn if I am not passionate about what I am
learning.

Based on responses to these three items, students
were clustered into one of the following possible
passion dispositions (PD):

PD #1
PD #2
PD #3
PD #4
PD #5
PD #6

Not very interested in engineering
Somewhat interested in engineering
Passionate about engineering
Passion unimportant

Not very passionate

Very passionate about engineering

Averages of student responses to weekly surveys
were calculated for the three survey items that
included self-rating of passion, student perception of
classmates’ passion, and student perception of
professor’s passion. Possible responses to the three
items ranged from (1) not engaged, (2) paying
attention but not particularly engaged, (3) engaged
and somewhat interested, or (4) passionately
interested and engaged.

Descriptive statistics were then run by disposition
group comparing pre- to post- survey in order to
analyze to what extent their passion disposition
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remained stable or changed. In order to examine the
effect of passion on academic performance, mean
final exam score of each group was calculated and
examined.

5. Results

In order to evaluate the overall change in passion,
it is important to note how many students were
categorized in each of the six passion dispositions.
On the pre-survey, there were no students in Passion
Disposition #1 or #3. In the high school setting,
students fell into Passion Disposition #2, #5 or #6 on
both pre- and post-surveys. In the university setting,
students fell into Passion Disposition #2, #5 or #6 on
the pre-survey. In the post-survey, the same
dispositions were represented but some students fell
into Passion Disposition #4.

Table 1. Comparison of change in passion before
and after the course

University students who were somewhat passionate
(group 2) across the board scored highest. Those
students highly passionate about engineering scored
next highest. Students somewhat passionate about
engineering but not passionate about learning, or in
general, scored lowest. This group of students
showed a lower level of interest towards overall
learning, course material and instructions.

Before and after the course, students reported
their professor’s passion to be high or somewhat
high. After the course, the importance of their
professor’s passion was considered somewhat to
extremely important to their learning. Thirty-two
percent of the students felt that a professor’s level of
passion is extremely important to learning and 66%
felt it to be either somewhat or very important
toward their learning as shown in Table 3.
Therefore, it is evident that the professor’s level of
passion is very important to the learning
environment.

Passion High High Universit | Universit Table 3. Cross tab of professor’s level of passion
Dispositi | School School y y towards individual student learning
on Pre- Post- Pre- Post-
Group Course Course Course Course Professor’s Important to learning
Assessm | Assessm | Assessm | Assessm passion level (after)
ent ent ent ent (after)
Group 2 78% 57.9% 37.5% | 50% (16) Profes Some | Passi | Not | Some | Extre
1s) €8] d3) sor’s /very | onate | Impo | /very | mely
Group 5 10.5% 26.3% 31.2% 28.6% passio rtant Impo
2 (©) (10) (€] n rtant
Group 4 None None None 10.7% level(b | Some 0 1 N/A | NA | N/A
(4) efore) | /very
Group 6 10.5% 15.8% 31.2% 10.6% Passi 10 36 N/A | N/A | N/A
2) 3 (10) 4 onate
Import | Not N/A | N/A 0 2 0
Overall, there was very little change in passion ance | Impo
disposition in the high school setting but notable to | rtant
change in the university setting, as seen in Table 1. lea;nln §°me N/A | N/A 1 20 2
very
Table 2. Final examination scores of students (bz)for Eszz NA | N/A 0 ? 13

with different passion dispositions

Passion High High | University | University
Disposition | School | School (Mean (Std. Dev)
Group (Mean (Std. Score)
Scores) | Dev)
Group 2 65.87 13.08 83 5.22
Group 5 81 16.97 75.30 20.41
Group 6 95 12.728 78.30 10.05

Analysis of academic performance measured using
final examination scores reveals that overall, high
school students performed better as shown in Table
2. High passion students (group 6) performed best
with those somewhat passionate about engineering
but not passionate about learning and other things
scoring somewhat lower.  Students who were
somewhat passionate across the board scored lowest.

6. Discussion

This study presents results that will be discussed
within a framework of student level of passion as
measured during the semester and as it changed from
beginning to end of semester. In examining students
by passion disposition, there were no students who
began or ended the class as either purely
dispassionate or purely passionate about engineering,
learning, or in general. All students fell into a
disposition that categorized them as somewhat
passionate about engineering, learning, or about
things in general. Given that this course was not
required outside the field of engineering, it is not
surprising that no students reported being
disinterested in engineering upon beginning the
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course. Presumably, students enroll in the course
because they have an interest in engineering or, at
least, in learning more about it. What is surprising is
that so few students reported being passionate about
engineering upon beginning the course. Only two
high school students and less than one-third of
university students reported being passionate about
engineering in the pre-course survey.

Students’ academic performance was measured
by grade on their final exam. Links between passion
and academic performance were examined based on
students’ incoming passion disposition. Overall,
students in the high school setting performed better
academically than university students. In the high
school setting, students who were highly passionate
about engineering performed best (M=95) followed
by those who were somewhat passionate about
engineering but not passionate about learning and
most other things (M=81). Those students who were
somewhat passionate across the board (about
engineering, learning and in general) performed the
lowest (M=66). It would appear that passion toward
engineering played a role in higher academic
performance.

7. Conclusion

The study of teaching and learning pose
increasingly sophisticated questions forging new
territory. What used to be the study of content and
technique alone, now consider the complex dynamic
between cognition and affect. In this study, we argue
that passion has a place in how we consider what it
means to prepare a professional. As it relates to
learning, passion can be considered on a continuum.
While attention is a pre-requisite for learning,
interest and engagement may not be as essential.
One might pay attention to a lecture on
thermodynamics but be disinterested in the subject.
Engagement, which arguably goes beyond mere
interest, creates yet a deeper relationship between
learner and subject matter. Studies amply
demonstrate the positive benefits of engaging
students in learning. Taking engagement one step
further, passion moves the learner to the deepest state
of connection to a subject.

In this study, passion was not found to be a pre-
requisite for learning.  Yet, as the field of
engineering education seeks to better understand
how to most effectively educate its future
professionals, learning of content may no longer be
enough. Infusing passion for engineering may not
only inspire students to learn, it will likely sustain
them throughout their career.
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Abstract

This project is a proposal for a case study that
aims to describe and understand communicative and
pedagogical processes involved in Second Life® in a
context of second language learning and teaching
interaction, by modeling in world lessons of
Portuguese as a second language for Erasmus
students. The purpose is to understand how an
immersive context stimulates learning by evolving
students in a virtual reality situation where real life
language context situations are provoked and where
‘not possible in real life’ learning routines happen.
This will experiment the advantages of this platform
compared to real life teaching and learning contexts,
as it allows a synchronous and simultaneous use of

voice and text both by teacher and students.

1. Introduction

The Erasmus' Programme was established in
1987. It is a mobility programme between
universities of member states of the European Union
and also of other associated states, that involves
students and teachers, and allows the former to study
in another country for 3, 6 or 12 months.

The main goal of the Erasmus Programme is to
encourage and support students and teachers'
academic mobility inside the European Union, and
other European countries such as Norway, Iceland,
Turkey or Liechtenstein.

In all countries, some language tuition is
provided to help students to integrate. However,
some students complain of high workloads combined
with difficulties with language comprehension.

Virtual worlds are a mean to promote a new level
of teaching and learning experiences. Second
Life"is a 3D virtual world with a universe of
potential tools that fit in the e-learning universe.
Considering the premise associated with the concept
of the Erasmus student, he or she can engage in an

! The programme is named after the dutch philosopher Desiderius
Eramus of Rotterdam, know as an opponent of dogmatism, who
lived and worked in many places in Europe to expand his
knowledge and gain new insights. Later, it was given the
backronym European Scheme for the Mobility for University
Students.

efficient and innovating way of learning a foreign
language and solve one of his or hers major
difficulties: communication.

Pedagogical experiences have been made in
virtual worlds, more specifically in the 3D virtual
world on-line — Second Life™ — that invoke attention
for the greatness of the «learning space». The
students' degree of attachment and immersion with
the courses content, class mates and even the teacher
himself or herself, in an environment of 3D virtual
reality such as SL"doesn't seem to be easily
reproduced in the traditional learning environment,
such as Blackboard, Teleduc, Moodle, etc. [12].

Education in virtual worlds is dependent of the
way in which users interact with each other.

In spite of the limitations known to this platform,
the technical requirements for this e-learning project
would assure thatthe limits on bandwidth and
avatars could be handled by keeping the environment
simple, and leaving out most construction other than
what is needed to teach the course effectively [13].

In the Erasmus programme, students need to be
exposed to the language of the foreign country
before their period of study abroad. This takes time
and effort for languages that are recognized to be
difficult. Proficiency in a foreign language can
explain the difference between moving students and
non-moving students. Students will accept very
easily to learn English and probably other widely
spoken languages but they will be more reluctant to
learn other languages unless they are motivated by
specific reasons [5]. SL® may permit an immersion
experience, and keep students motivated and focused
to learn a foreign language. In this proposed study,
our focus group is the Erasmus students who come to
Portugal for studying.

2. Research Rationale

The goal of this proposal is to understand
communicational processes in Second Life® in a
context of second language learning aimed at
Erasmus students. This will be achieved by the
conception and application of a specific number of
activities with a focus group of students. The
learning language (L2) is Portuguese. This
experiment should contribute to the explanation of
how Second Life®, as a virtual reality immersive
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tool, empowers the teaching and learning of a second
language. This may occur due to two main reasons.
On the one hand, the distance effect present in
traditional e-learning tools such as Moodle
or Joomla is eliminated. Distance learning becomes
much more feasible when students from around the
world can log in and interact as if they were next to
each other [7]. On the other hand, the use of this
platform suggests the reformulation of the teaching
and learning paradigm. The educational experiences
of virtual worlds do not exist inherently within these
worlds but rather within the ways in which the users
engage their ideas within these worlds. Therefore,
the curricula of virtual worlds includes what happens
as well as when, how, with whom, and why [2].

3. Sociological Perspective in Virtual
Worlds

How can social sciences think about virtual
worlds, and other environments that deal with
information and communication?

In a particular way, the interfaces of virtual
worlds re-use the concepts of mind, body, projection
and cognition. )

Virtual worlds like SL* have the specific features
that enable connections between ideas and images,
transforming them in digital concepts. To put in
other words, digital concepts are terms more
appropriated to understand the reality of virtual
worlds.

We think that the usual or even daily use of SL®
starts a new era of knowledge standards.

A phenomenological interpretation of the social
concept could provide a new analysis about virtual
worlds, based on social relationships [14]. That is,
we only understand, in a efficient way, what we
experiment, in our daily routines, on our social life.
The concept of "areas of limited meaning" is the
mirror of the meaningful situations on our societal
relationships. This concept can also help the virtual
worlds analysis. In these virtual worlds, the avatars
are a new type of social agents. As a matter of fact,
each group of avatars have their own knowledge and
experience, not necessarily coincident with the
practices and knowledge of other virtual characters
who have chosen other means of daily immersion in
the metaverse. There are many worlds of digital
experience, not just a "second life", because, in the
metaverse, there is not just a second way. So, the
SL" should be nicknamed as "multiple life", because
there are multiple ways that a single person could
create a virtual character [14].

More specifically, the social agents can
communicate with each other through the
interactions between individuals (e.g. a conversation)
and from corresponding mutual interpretation, within
a society or culture. This process settles on the
"typified", that is, categories created and operated in

the practices of everyday life, with common meaning
and socially shared, understood by members or,
more specifically, the "collective common sense" in
a particular social framework. In SL® case, we can
think of virtual typifications, adequate to this space,
virtual society, or culture, understood in the
articulation of life worlds more circumscribed, each
one of them enclosed in a "area of limited meaning".

4. Language Learning

Second language acquisition may be a
challenging task, specially for young adults. It
requires the repetition of communicative meaningful
interactions with balanced input and output
situations, so that the learner may acquire as much
language functions, vocabulary, syntax, and
grammar in context as possible. The most effective
process to achieve this is by providing a learning
objective in different contexts, especially through a
task-based approach. One way of targeting this is by
the use of simulations, because they provide learning
by doing routine, which replicates elements of the
real situation and put the learner in the center of the
process [3]. A problem-based scenario approach is
also a good process to deal with the technological
limitations that students may have with the interface,
since it is possible to organize activities for the first
sessions that ease the difficulties associated with the
immersive experience [1]. The three-dimensionality
that a virtual world enables promotes the sense of
presence and interactiveness, which facilitates the
learning experience, compared to other non-
immersive e-learning routines [8]. An experiential
simulation such as this virtual environment provides
the basis for empathic understanding, facilitating
collaboration and reducing the affective filter caused
by the negative emotional responses of the learner
when exposed to a foreign language [8].

It is possible to apply different learning strategies
considering the versatility of this environment [11]:
learning by exploring, such as in the exploration of
the avatar, the surroundings, the buildings and the
installations of the virtual world. Learning by
collaboration, which occurs when students work
together on a problem-solving task, providing a
context to use the language. Learning by being, when
role-plays, which are a common activity in second
language learning, take place in holodecks. This
reduces the limitations inherent to the activity by
providing a more realistic environment for the role-
play, though, paradoxically, a virtual one. This
aspect is connected to the necessity of taking into
account the cultural background of the learner. The
different socialization patterns, the loss of identity
and the isolation due to the language barrier can be
also addressed in this environment. Colors, shapes
and symbols may have a different cultural meaning
[2]. All these situations may be anticipated and dealt
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with easily in this platform. The theoretical context
for this study is based on constructivism, a cognitive
approach, the multiple intelligences theory and
communicative skills.

,—— p =5 k
Student \Im_beD

<

:

Figure 1. The communication model of the
virtual world

This multi-directional communication model is
the framework where these theories are applied, in
the virtual world. The teacher becomes a facilitator,
integrating tools into the teaching process and
assisting students in the tasks [4]. The Figure 1
illustrates the communication model that the virtual
world follows.

5. Engagements

The use of this platform allows the use of voice
streams by the teacher and the students in a regular
interaction. But, while the teacher speaks, he or she
may write some of the structures used, to facilitate
the understanding. This will provide two
simultaneous language inputs for students: listening
and reading. A simultaneous automatic chat
translator may also be used by the teacher, which
may be useful in a vocabulary input activity. English
may be used as the working language between L1
and L2. Another possibility would be for students to
ask questions through text while the teacher uses
voice. The dialogs between the teacher and the
students -role played or spontaneous - may be
recorded and analyzed in a ulterior moment. Students
and teacher may listen to the dialogues and the
teacher may comment on the structures, providing
hints, and giving positive feedback. The platform
also allows the distribution of handouts in the form
of personal notecards as well as billboards. The role
plays and the use of holodecks where similar to real
life context is given allow the students to assume
social roles where the L2 is needed. This would be
very difficult to achieve in a traditional classroom.
Students are not passive receivers of information but
they actively build the language structures as needed.
These role plays are used according to the students'
needs during they staying in the country: shopping in
the city, public offices attendance, a visit to the

hospital or health centre, night life, museums, a bank
and other social contexts where L2 is needed with
specific functions, collocations and vocabulary [13].

6. Discussion

SL"™ is a tool with a unique potential to create
learning communities, different from traditional,
asynchronous tools, which are mainstream in the e-
learning context.

There are some advantages related with the use
of SL” as a social learning tool in virtual classrooms.

First of all, this e-learning technology can reduce
costs, compared to the traditional classroom systems,
and also eliminates students' transportation costs.

This tool also stimulates the diversification and
increases the courses offered. Besides, it's an
opportunity for promoting education adapted to
current demands.

The students can have formation outside the
classroom context and they are able to stay on their
professional, cultural or family environment.
Concomitantly, there are no restricted rules as far as
space, class attendance, time and rhythm
requirements. The  constant  bidirectional  or
multidirectional communication flow ensures a
dynamic and active learning of the subjects. As the
teacher prepares each activity thoroughly, he or she
has the chance to prepare activities which promote
cultural stress free contexts. Furthermore, the student
adopts a pro-active attitude towards learning.

There are disadvantages that this model has and
that have to be taken into consideration too. Personal
interaction of the students among themselves and the
teacher may be scarce if the use of voice is limited
by bandwidth restrictions or by other reason. Also,
some individuals may feel uncomfortable with the
absence of real life interaction. Besides, the personal
educational relationship between the teacher and the
student is absent, which diminishes the direct
exchange of experiences. For the teacher, this model
demands a rigorous planning, since there are more
variables that may interfere with the activities. The
homogeneity of the materials and the difficulty of
developing individual teacher to student routines
should be taken into consideration too. Then, there is
the learning curve associated with the platform. If
students are not learned with the application, the first
inworld experiences may be focused on the creation
of a personal identify. Students will pay attention to
changing their clothes and their appearance until
they start to identify with their avatar. Besides, these
stage is dedicated to learn how to interact with the
environment: how to move, how to use the camera
and how to interact with text and voice. Other
technical problems are related with the bandwidth
necessary to take full advantage of the experience.
When virtual worlds are extensively and intensively
used in a computer lab, lag time will degrade the
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experience. Besides, many universities have firewall
that prevents access to virtual worlds [4].
Furthermore, there is a limitation of the number of
avatars and items that can concur in the same virtual
place, above which the rendering becomes
increasingly slow and the platform unusable. This
means that the number of students is limited and the
objects, buildings and all items that constitute the
environment should be minimal and not too
elaborated. Finally, students enrollment has to be
dealt with. In this study, it means that universities
across Europe must be contacted and many
administrative steps must be taken before the model
can be applied, if this course were to be implemented
in a large scale

With respect to the compatibility of virtual
environments to existing learning styles, we believe
that today’s virtual worlds have multiple channels
that favour the learning styles of the newest
generation [9].

Virtual worlds are different from other media
used for virtual team collaboration due to the
conveyance of visual, aural, and spatial cues. Since
communicators using a virtual world need to be
present at the same time, virtual worlds also differ in
terms of the interactivity and the preparation of the
messages that individuals produce. For instance,
collaborators using the voice channel in a virtual
world have a very limited ability to rehearse their
messages before transmitting them [10][6]. This
provides a spontaneous communicative environment
which means, in other words, true language use in
context.

7. Conclusion

Virtual presence reduces apprehension and
embarrassment, diminishing, this way, the affective
filter. Moreover, virtual worlds persistence, that is,
the fact that the environments and objects do not
disappear between sessions, provide learners with
authentic learning materials. This tool provides
simultaneous physical virtual presence and linguistic
presence. The different learning styles are
contemplated, with the advantage that information is
mediated by the virtual world. Learners do not feel
overwhelmed by the excess of uncontrolled
information sometimes present in the physical world.
Virtual worlds provide a contextually rich
environment, acting as a important cognitive aid to
text and voiced based interactions.
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Abstract

This paper reports on a case study, in form of a
Research circle, of one compulsory school and
highlights how teachers can be supported during
the introduction of Smart boards. The research
question addressed is how teachers and researchers
can collaborate in order to assist the introduction
of Smart boards. Seven two and a half-hour-
meetings, were completed during two semesters.
Participants in the Research circle were five
teachers representing different subjects and grades,
the principal of the school and one educational
researcher from a university. All meetings were
documented on film. Data was also collected
through questionnaires to the participants and a
follow-up group interview. The results emphasize
the importance of letting circle participants:
formulate their demands and goals during a long
period of time, document their teaching philosophy,
be introduced to different techniques for data
collection, benefit from researchers knowledge of
scientific work and documentation.

1. Introduction

In the spring of 2008, a compulsory school for
children aged 7-16 with 55 teachers, in an urban
setting in Sweden, provided their school with 33
interactive digital whiteboards (IWB:s), Smart
boards. Now that the Smart boards had been
invested in and installed in the classrooms, an
overarching question was raised, namely how to
make optimal use of Smart boards in order to
inspire pupil motivation and organize educational
settings? What was really in focus was a shift from
ICT skills to ICT competency, i.e. a shift from a
teacher’s ability to switch on a Smart Board to the
teacher’s ability to appropriately apply those skills
in their teaching environment to enhance the actual
quality of their lessons [1]. What potential benefits
and drawbacks can be identified? According to
Dakich [2] the potential of new technologies is
harnessed by teacher’s lack of confidence and
understanding (see also [3]). So far most reports
show only mixed, limited, or anecdotal support for
the benefits of IWB:s [4].

In order to answer these questions an
educational researcher from a university with a
focus on learning and ICT was contacted.

The aim of the present paper is to report on a
case study, i.e. a Research circle, of one

compulsory school with focus on how teachers can
be supported during the introduction of Smart
boards. The research question addressed was: How
can teachers and researchers collaborate in order to
assist the introduction of Smart boards?

This paper provides the opportunity to explore
what crucial components need to be identified to
facilitate for teachers in their pedagogical
advancement in their practice with Smart boards. It
is important to clarify that this paper focuses the
collaboration between a university researcher
holding a doctoral degree in education science
(pedagogy), and five teachers and their principle at
a compulsory school and the research circle refers
to this collaborative work.

The project on the other hand, refers to what the
teachers, i.e. the circle participants, actually plan to
accomplish with their pupils and is thus in the
background in this paper.

2. Research circles as method

In order to find answers of how to identify
effective and inspiring utilization of Smart boards,
research circles were considered for data collection.
Research circles are included in the participatory
action research tradition, based on the principal that
the focus for a circle is decided by its members [5].
The purpose of a Research circle is not primarily to
solve a problem, but rather to present different
perspectives on a problem in a wide-ranging way
and thus put forward a solid ground for future
action. Research circles frequently investigate how
teachers can improve their work and in focus is
knowledge-production, in which both theory and
practice are equally important and necessary.
During work, the participants in a circle not only
draw on their own knowledge and experience, but
also benefit from a researcher’s competence to
systematize studies and to analyze collected data.
Research circles thus serve a role to bridge the gap
between the practical day-to-day school work with
university teachers performing research, (ibid) and
offer teamwork with equivalent collaborators.
Theory and practice are mutually supportive in a
reinforcing process and progress can be made only
if both sides of the coin in terms of know-that
(facts) and know-how (experience) are developed
and appreciated [6]. One fundamental idea for the
Research circle is that there are no predetermined
criteria, but notes are continuously taken and
eventually published in a report.
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Seven two and a half-hour-meetings, with
intermediate  participant  assignments,  were
completed during two semesters. Participants in the
Research circle were: five teachers representing
different subjects and grades, the principal of the
school and one educational researcher from a
university. All meetings were documented on film
and carried out at the compulsory school where the
teachers were employed.

The outcome of the Research circle is also
documented through questionnaires to the
participants and a follow-up group interview.

3. Theoretical framework

The participants of the Research circle were
neither to expect to gain access to a pre-defined
pedagogical toolbox containing immense numbers
of practical teaching tips of how to use Smart
boards, nor to reveal the yet undiscovered best way
of teaching with Smart boards. The Research circle
is an attempt to connect teachers’ practical
experience with researchers’ theoretical training.
Neither theory nor practice alone is sufficient for
teachers in compulsory schools who wish to
improve teaching and learning environments with
digital writing boards. A rather different standpoint,
than to dualistically separate theory from practice,
is to acknowledge the mutual value of both theory
and practice and view them as interwoven.

During the first Research circle meeting, we
discussed and settled that the goal was to stimulate
reflection on theory as well as practice and
maintaining an explorative stance as of what the
participants sought to examine during our meetings.
We also discussed how complicated it is to decide
and agree upon what is best practice in a given
pedagogical situation. For that reason, it is neither
achievable nor functional to try to determine an all-
purpose usage of pedagogical theories or the use of
Smart boards in classrooms regardless of the
learning context (eg subject matter, age,
prerequisites etc.) [7].

As a consequence, an initial assignment for each
member was to individually put into words why
they participated in the circle, what intentions they
had, how they would like to organize future
meetings, had they identified literature which
needed to be read or suggestions for study visits?
An additional assignment for the second meeting
was for the participants to portray their teaching
philosophy. Typically included in a teaching
philosophy is the: conception of knowledge,
perception of learning, relationship between teacher
and student and goals of teaching [8].

Anticipated to be included in the portrayal by
the circle participants, was: i) epistemological
approach, e.g. what is knowledge, how do we
obtain new knowledge, what is belief and what is
facts, ii) ethical approach, what values are your

teaching based on, what’s good what’s bad, what
explicit or implicit values are integrated in the
pedagogical setting, iii) human dignity approach,
how do you as a teacher understand pupils/course
participants, are they active or passive, responsible
or irresponsible, what does it take to motivate
learners, iv) view of society, how is education
related to society, is education expected to adjust to
society or to contribute to the change of society, or
is education an individual concern, v) pedagogical
setting, who is the central actor in a teaching and
learning situation, the teacher or the learner, or
both?

Next step in the process was to analyze the
assembled data, i.e. the teacher philosophies, and
search for shared goals and amongst the participants
in the Research circle. Would the teachers in the
circle compose themselves on one mutual project
goal or would different goals crystallize?

4. Pedagogical approach and
preliminary project focus

As a preparation preceding the second meeting,
I as a project leader and researcher, read through
the individual assignments, i.e. the teacher
philosophies and their suggestions for focus of the
project. The strategy to let teachers expose their
fundamental ideas on teaching and learning find
support in Martin [9]:

o This suggests that the crucial component in the
use of ICT within education is the teachers and
their pedagogical approaches [9], and

We need to have a clear idea of what we are trying

to teach our children before we enlist the help of

any technological support [9].

During the analysis of the participants’
assignments, I strived to discover shared patterns
and opinions. One mutual view that became
apparent was that the circle was not to become yet
another study of what medium is the most superior,
i.e. the focus was not to describe how superior
IWB:s are to other media. Earlier research by e.g.
Clark [10] and Kozma [11] clearly show the
difficulties accompanied to trying to establish
universal proclamations on the relationship between
media and learning. More recent research in
specific connection to IWB:s (see eg [12]; [13]; [9];
[14]) confirm the difficulties identified by Clark and
Kozma. It is difficult, if at all possible, to show
significant general improvements in describing
learning as a result of a specific medium. As a
consequence, future research should focus on
something else than trying to uncover the effect of a
certain medium.

Alternative focal points for the Research circle,
suggested by the participants were to discover:
what benefits or disadvantages for teaching and
learning are offered by Smart boards, what needs to
be changed in order to promote student learning
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progress, document how teachers can use IWB:s in
a pedagogically effective way in order to stimulate
interactivity, how teachers stimulate students to
learn how to learn (i.e. metacognitive skills, see e.g.
[15]; [16]; [17]; [18] through the use of Smart
Boards:

Whereas the object of cognitive activity is a
problem, datum, or suchlike, that of
metacognitive activity is the cognitive
process itself, not the object of that process.
[19]

In the teachers’ philosophies there was a mutual
wish expressed to: arrange meaningful and
stimulating learning environments in which
students collect and analyze information, consider
the context of learning in regard to students, the
development of  the subject matter, promote
interaction and stimulate life long learning.

Based on the analysis of the teacher
philosophies, a preliminary focus for the project
was formulated, namely: To investigate how
teachers in junior- and senior school can use IWB:s
in an effective way in different subjects.

5. Consolidation

The circle participants agreed to as a point of
departure make use of curriculum, syllabus, and
local steering documents. It was also decided that
all members of the circle were to continuously
document their reading, i.e. references and
quotations of interest. There was a strong
determination to document and spread the results of
the circle to other schools. Accordingly the
documentation of the work was decided to be a
collective responsibility.

The time had now come to start discussing
different ways of collecting data, and it was agreed
to use teacher questionnaires in order to find out
how the teachers on the school relate to Smart
boards. Above this, pupils were to be interviewed
on how they understand their learning with Smart
boards. Every circle member was also going to
make classroom-observations. Thus multiple
methods, i.e. data triangulation, were used to study
the same case, similar methodological approaches
have been used in previous research in connection
to IWB:s, [1]; [20]. Before settling on how to
structure questionnaires and interview guides in
detail in order to gather data from colleagues and
pupils within the project, some members of the
circle studied literature on these techniques, with
the support of the researcher.

After the participants had examined previous
research in the field of IWB:s they were of the
opinion that the preliminary focus: “To investigate
how teachers in junior- and senior school can use
IWB:s in an effective way in different subjects”,

was incomplete and unsatisfactory. Consequently
they decided to revise the project focus and include
three vital parts, i.e. to portray: i) the process, ii)
difficulties and iii) instructive didactic examples.
The revised focus for the project was: To document
the process of introducing IWB:s in a compulsory
school and portray potential difficulties and
didactic examples. Data were collected through
questionnaires, teacher interviews and pupil
interviews. When it came to the actual
documentation of the project the teachers turned out
to be rather inexperienced. Thus the researcher had
a central role in supporting this phase.

6. Result

There are several lessons learned and a number
of implications for practice arise from the results of
the Research circle presented in this article. To
begin with I would like to remind the reader of the
aim of the Research circle, namely to report on a
case study of one compulsory school with focus on
how teachers can be supported during the
introduction of Smart boards, the question was how
teachers and researchers can collaborate in order to
assist the introduction of Smart boards?

The participants in the Research Circle
individually answered the following questions in a
questionnaire: how would you describe the
collaboration between you as a circle participant
and the researcher, what has been valuable support
in your introduction of Smart boards, what could be
done differently? A follow-up group interview was
held based on the outcome of the questionnaires.

All participants expressed the importance for
the researcher to have a purposeful approach for all
meetings, to lead the circle forward and to
summarize the discussions. The participants also
stress the value of high-quality synchronous
communication during meetings as well as
asynchronous through e-mail and wiki. The
researcher is expected to give structure to the circle
e.g. presenting a clear agenda for the meeting and to
spell out the main theme. All members are
responsible for contributing to an open-minded
atmosphere where critical and unconventional
perspectives are accepted. Challenging questions
prevent one from committing to a narrow-minded
standpoint.

When it comes to what has been valuable, the
participants primarily stress the significance of
receiving assistance in finding relevant research
articles which have been discussed during the
meetings. Taking part of international research
gives beneficial input to the introduction of new
technology. Teachers rarely have time for
reflection-in-practice and thus need support to
organize moments for contemplation. The
researcher as external has the opportunity to deepen
the perspective of the school everyday practice and
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like so offer alternative ways for action when
implementing Smart boards. In the questionnaires is
also expressed the approval of the researcher
bringing theory and practice together.

The participants answers on what could have
been organized differently, concerns expectations,
i.e. increased transparency about the case study as a
whole, e.g. aim, different roles, methods for
compiling data etc. Regardless of how much
information is given prior to a Research circle, there
will be misinterpretations in several aspects. One
example of such a misunderstanding was about who
was going to document what and why during the
course of the circle, were the participants expected
to generate written text, another obscurity was
about why the project aim was not fixed swiftly at
the very beginning of the circle. The long drawn-
out process of formulating a project aim caused
unnecessary frustration. It was also suggested to
previous to the start of the circle, make clear the
working conditions for the participants, e.g. would
there be any compensation time-wise or
economically, and was work in-between-meetings
anticipated.

7. Conclusions

The following findings emphasize crucial
components for collaboration between teachers and
researchers when introducing Smart boards:

1. Allow the process of formulating an aim for the
Research circle to be lengthy and time-
consuming. The process of pedagogical
development is a slow and consistent activity
based on setting small steps of change. Thus it
is reasonable to let participants formulate their
demands and goals during a rather long period
of time [21]. However, it is imperative that the
participants are well informed about why this
process is long drawn-out.

2. Document the teaching philosophy. Provide
support for circle participants when they
formulate statements about what characterizes
teachers that demonstrate good teaching skills.

3. Introduce different techniques for collecting
data. Present circle participants to a wide range
of methods for documentation, such as
interviews, questionnaires, observations, and
video/audio. The researcher actively supports
the participants during the collection and
analysis of data.

4. Benefit from previous research. A principal
assignment for the researcher is to present
previous research to the participants of the
circle. The collaboration can be based on the
researchers own experience and knowledge, but
the participants also need help in undertaking
searches in databases and comprehensible
reading recommendations.

5. Documentation. Frequently circle participants
are unfamiliar to the systematic way of
documenting and presenting science in writing.
Consequently, it is important that the researcher
assist circle participants with advice in
documenting and publishing the findings.

To sum up: supporting teachers in introducing
Smart Boards is a delicate act of balance.
Preserving quality, while piloting teachers into
performing science and at the same time challenge
everyday based-teacher-practice, is to a large extent
a matter of establishing effective communication
and the exchange of ideas between circle
participants and the researcher, i.e. to merge
practice and theory.
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Abstract

Mobile technologies have been implemented in
many fields. Recently, applications of mobile
technologies have become a main area of interest
and research in education. The paper focuses on the
“Programme Transfer of Innovation Project”. This
project is based on the Mobile Learning for the
Young People at Risk Groups (MLARG), which was
proposed to implement mobile technologies in
developing language skills competencies and to
ensure the transfer of implementation to the field of
lifelong learning.

1. Introduction

“MLARG-Mobile Learning for the young people
at risk groups” is about the use and adaptation of
mobile technology in language learning. It highlights
the competencies and qualifications of young people
at risk groups, and aims to integrate them to social
and business activities. By creating an integrative
and inclusive approach to support young people in
risk groups, the project also combats the
discrimination across young population. This project
aims to raise the competence level of the participants
of the study — i.e., infrastructures for mobile learning
technologies will be developed and used and the
competence level of participants will be revealed.
The project will begin on the 1 November 2009 and
finish on the 31 October 2011.

The MLARG is designed for young people who
are referred to as less advantage in terms of their
socioeconomic status and equal access to educational
resources (e.g., course books, language learning
software programs, videos, and computers).
Therefore, it is not only innovative in terms of the
use of language learning technologies, but also
inclusive as it takes into consideration the needs of
young people at risk groups. The purpose of
providing such risk groups with mobile learning (m-
learning) facilities is to create a new learning
environment for them and to better the quality of
their social and economic life. The project is in two
stages:

o First stage: mobile infrastructures, the content
and methodology for mobile language learning
are created.

e Second stage: designed content with the built-up
system is implemented. At the end of the
implementation process, the methodology and the
content developed for mobile language learning
and mobile learning infrastructures will be the
major outcomes of the project.

The three European partners involved in this
project are Italy, Slovakia and Czech Republic. The
partners will work in a cooperative way to analyze
the needs of the young people at risk groups, and to
develop e-learning materials and methodologies for
mobile technologies.

2. Why is this project important and
necessary?

The major reason to adapt mobile learning for
young people at risk groups is that mobile learning
allows “anywhere”, “anytime” and “personalized”
learning for everyone. For the target group in the
present project, it is considered that using “anytime
and anyplace” will give young people at risk groups
a strong feeling of being taken care of, valued, and
included in the society. The mobile medium of
education will provide the target group with courses
not in a fixed place or time but anytime and anyplace
whenever they want. This allows them to personalize
their way of learning. Without doubt the MLARG
will:

e enhance language skills through new learning
platforms;

e develop methodology for mobile
learning;

e develop needs analysis and strategies to expand
the use of technology in language learning,

e provide risk groups with lifelong learning
opportunities;

e give risk groups an access to the innovative
technological implementation;

e exploit emerging technologies to
adaptability to new learning situations;

e promote the contributions of young people in
social interaction and harmony;

language

develop
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e combat with discrimination and unequal
situations when adapting mobile technologies to
language learning;

e improve skills and competencies of risk groups
for personal and vocational development;

o facilitate the integration of young people at risk
groups to national and international labour
market.

In an already completed Leonardo da Vinci (LdV)

project on mobile learning contracted by Erickson

from Finland, it is reported and suggested that there
is a need to adapt mobile devices to education and
enhance learning environments. In the present
project, these remarks are taken into account and
outlined by taking into consideration the needs of
young people at risk groups. The aim is to provide
the content not in a fixed environment but in various
possible environments such as PDAs, Cascading

Style Sheets and Small Screen Rendering (SSR). In

addition to enhancing learning environments with

flexible tools, mobile learning also helps to raise its
users’ self-esteem and confidence [1]. These are very
important points when risk groups are considered.

3. Type of transfer

The transferred project is about creation of the
Integrated Virtual Training/Consultancy System
based on application of up-to date Information and
Communication (ICOTEL ref no: SK/02/B/F/PP/-
142261). The outcomes of the project are training
modules so as to increase the level of knowledge of
ICT use in selected areas. The present proposal
transfer the working methodology of the project
ICOTEL, that is, designing needs analysis and
providing training and diagnosing the problems in
providing virtual modules. The ICOTEL mainly is
based on e-learning  platforms. However,
understanding e-learning platforms will help to
design IT and mobile technologies for different
scenario and content creation. The result of project is
expected to create potentials and necessary
infrastructures in a different geography, in the
candidate country for EU membership. The other
perspective is the technological one as the transfer
will highlight the transfer of developing modules
with ICT to the mobile technologies.

The rationale behind the choosing ICOTEL
project is to find out whether ICT is a starting point
in developing content for training via mobile
learning. In ICT applications, the content is virtual
training modules (See the printed version of the
content outline). Another reason to base on the
project about ICT training modules is to adapt the
technological infrastructures to the newly emerging
applications such as mobile phones or blogs.
Therefore, the continuum of the project life will be
ensured by transferring ICT platforms, infrastructure

and content to mobile learning. The project proposed
will use the methodology of creating the training
modules in the format of mini-course, and present if
there is a real difference in terms of methodology of
creating content built in ICT or mobile technologies.

The working plan of the ICOTEL project will
help to outline the needs analysis plan,
implementation  phases and presenting the
methodology of mobile language learning. The
added value of the project is that the platform of
mobile technologies and content will be compared to
the ICT platforms and content. This will result in two
contributions: the transfer of the platform to provide
virtual training and development of methodology for
mobile language learning.

4. Conclusion

The mobile technologies have become major
digital tools of communication and information
technologies taking place of PCs day by day [2]. One
of the indications of this fact is the significant
increase in the number of mobile phone subscribers.
In the present project, mobile technology is taken
into account and designed as a medium of language
learning for young people (between 16 to 24 years
old) who are beyond the age of compulsory
education. In this study, mobile technology is chosen
as a medium to implement the project as there are
studies and reports that indicate its benefits. On the
basis of the results of an EU-granted project, Atwell
found that mobile learning helps learners to develop
positive attitudes towards literacy both in school
subjects and technology [1]. It also motivates
learners to take part in activities in mobile medium
of communication as it brings attractiveness through
multimedia tools (mediaBoard), portal page, clips
and so forth. The mobile learning can contribute to
attract the young people to learn, maintaining their
interest and support their learning and development.
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Abstract

In this paper we are going to provide a glimpse
of the future of the Lower Secondary (Gymnasio)
schools of Greece, thus the attempt of applying
broad use of ICT in the classroom and the issues and
constrains that this attempt posses to the educational
system, the teachers and the students in the overall.
The Greek Ministry of Education, Lifelong Learning
and Religious Affairs, decided that the time for a
broader use of ICT in the Greek educational system
has come, and the appropriate first step for this
implementation was Gymnasio. In the following we
describe the various steps that have already or will
be implemented as well as the realization of a master
plan that would evaluate all aspects and provide a
blueprint for the entire implementation.

1. Introduction

Today almost all Secondary Education schools in
Greece have at least one traditional Computer Lab.
That is a special classroom separated from all the
others were, mainly, a number of old PC’s plays the
role of workstations. In spite the fact that there are
software applications for the support of the teaching
of a number of curricula (like history, geography,
etc), the computers in the Computer Lab are mainly
used for the sole purpose of teaching Informatics.

The situation was totally changed in the fall of
year 2009 when the introduction of the “1-1”
computer model (one laptop per pupil) took place.
That time more than 126.000 netbooks have been
distributed to all first year students of the Gymnasio
schools all over Greece.

That was the beginning of the era of the Smart
Classroom of Tomorrow (SCT). Or was it not? Many
question and concerns follow this project. Can this
step change the way the school operates, the way
teachers teach and finally the way students, young
kids, learn? Was there a bigger plan, something that
covers all angles of the problem?

We shall examine, herein, all the aspect of this
major effort as proposed in the strategic plan
elaborated by Research Academic Computer
Technology Institute (RACTI). RACTI has been a

technical and scientific consultant for the Greek
Ministry of Education, Lifelong Learning and
Religious Affairs (Ministry) for the last 15 years.
Within this framework it undertook the elaboration
of a strategic plan on the way to SCT. In this paper
the first steps towards the realization of that plan are
described.

2. The need for a Master Plan

Rapid global technological and economic
developments have placed greater demands on
education systems around the world [4]. As a
reaction to these challenges various countries have
responded in different forms and at varying levels so
as to enable their people to adapt to change, inspire
creativity and innovation, and enhance their ability to
apply knowledge and solve emerging problems with
confidence.

Policies and strategies have been developed to
integrate ICTs into education [1, 3, 6, 7]. A wealth of
experiences, good practices and lessons has been
generated for the benefit of countries where ICT use
in education has just begun as well as those countries
where ICT application and integration in education
are well established:

1. Advanced countries with integrated ICT in the
education system. Some typical characteristics of
these countries are as follows: almost all
classrooms are equipped with computers and
other ICT tools; the computer/student ratio is
high; Internet access is available in all schools;
curriculum revision ensures nationwide ICT
integration; delivery of education is increasingly
online.

2. Countries where national ICT policies and master
plans have been formulated and various ICT
integration strategies are being applied and tested
(although ICT is not fully integrated in the
education system). While there is great variation
in their characteristics, there are nevertheless
some common features as follows: national ICT
policies in education have been developed, and
the goals and objectives for introducing ICT in
various aspects of education have been
established.
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3. Some countries where efforts towards ICT
integration and formulation of national policies
have just begun. There are also countries that
have no relevant policies but are running pilot
ICT projects. In both instances, however, there is
insufficient budget to implement policies and
work plans and ICT infrastructure and
penetration are poor.

Greece is positioned between the second and the
third group: The last 10 years various projects have
been implemented towards the introduction of ICT in
secondary (and not only) education school [10].
Nevertheless, it is just the last months that a master
plan for that purpose is being under development.

Within this framework, various approaches and
relative initiations were examined [2, 5, 8, 9].
Additionally an analysis of experiences and best
practices and associated problems has generated
lessons learned, which are currently assessed in order
to focus on the parts that are applicable in our case.

Based on the above, in the next sections of the
paper, the first steps that have already planed are
described.

3. Designing the SCT

The implementation of the SCT should be based
on four major pillars: Infrastructure, Content,
Training and Support. We shall examine each pillar
in more detail.

First we have the Infrastructure, meaning
computers and networking equipment. And by
computers we mean an appropriate number of
laptops per class, one for every teacher and a file
server for each school. By networking we mean Wi-
Fi access throughout the school, and broadband
internet access for every school, through the Greek
School Network (GSN) (being the educational
intranet of the Ministry, which interlinks all schools
and provides basic and advanced telematics
services). All classrooms will also be equipped with
an Interactive Whiteboard, a video projector and a
locker that will provide safety and power for all
netbooks in the classroom.

The next pillar is Training. And by that we mean
training the teachers so that they can perform their
extra duties in the classroom. Thus how to use the
ICT tools, the netbooks, the interactive whiteboard,
the educational software and the multimedia rich
content in the classroom. Learn how to provide a
better educational experience to their students and
how to become better teachers altogether by and
through the use of ICT.

Then we have the Content. “Content is the King”,
is a saying of our days and Content is certainly very
important. Thus rich multimedia content with
annotations is the plus to the modern ICT classroom.
No more monolithic software. Content that is

flexible, reusable and adaptable. Educational
components, small and reusable pieces of rich text,
adapted to the need of the teacher for a specific
lesson.

And last but not least Support. In the classrooms,
in the school, at home, support everywhere. Because
without a proper and sturdy support mechanism, the
entire construction of the SCT could collapse at the
first blow. Those are the four pillars of the school of
tomorrow. Each one so distinct from the other, but
all are playing their important role in this delicate
structure.

Moving forward let us give some more insights
about this major project. As a first step to the needed
Infrastructure, as has been already mentioned,
netbooks were distributed to all first year students of
the Gymnasio Schools and to the teachers that would
participate in this major project. The netbooks were
actually entry level mini laptop class computers,
having low weight (under 1,5Kg), basic networking
capabilities (Wi-Fi and Ethernet), no optical media
drive and a 10” - 117 size screen. An additional USB
memory stick was provided for moving files, and for
back-up purposes.

Preinstalled on this dual boot system (Microsoft
Windows XP and Ubuntu), was OpenOffice,
Antivirus and Parental Control software and a set of
16 educational software, that cover some parts of the
curriculum of all three years of the Gymnasio. Also a
full set of all text books on all subjects, in “pdf”
format was copied in each machine.

As the next step, in every Gymnasio school, a
server will be installed providing file and print
services, access to educational content, and
management of the entire classroom. The class will
be administered with the use of a Classroom
Management Software that will monitor all client
activity, enable the Teacher to freeze the client, or
enable a client’s content to appear to all others.

Also one or two Wi-Fi access points providing
connectivity for all netbooks, between each other and
to the file server, will be installed in every
classroom. Internet connectivity will also be
provided where and when needed to the netbooks. It
has to be noted that netbooks are in a different
network island, separated from the administrative
school network, thus providing adequate security.

An interactive whiteboard and a video projector
will be installed in all classrooms that the project
implementation will take place. A locker shall
provide power (for recharging the netbooks) and
security during intermissions and off school hours.

The second step is the provision of adequate
Training to all teachers so that they will be ready to
teach their disciplines using ICT in the classroom,
the proper way. They will be made ready to tackle all
aspects of the ICT in the classroom, like handling
technology and make the best of it for their
classroom. Proper training will also help them to
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avoid technophobia. There is a great concern
regarding teacher’s willingness to participate and to
carry on with their extended duties. But with the
right training the teachers will be ready to perform.
The training period shall be divided into three
phases. During the first training phase, and apart
from the typical training, teachers shall prepare
education worksheets based on the ICT tools
provided and they will test them at their schools
during the second phase of the training. And in the
third phase they will reexamine the outcomes of their
in-school practice and further training on specific
issues shall be provided to them. After finishing all
three phases of training, teachers shall be ready to go
to their schools and teach students using the ICT
tools and methodologies learned.

As to the Content part of the equation, a major
issue is providing for the teachers and the students a
well establish and easy to use and administer
Learning Content Management System (LCMS), a
platform that will enable both parties to collaborate
effortlessly. We are aiming in using an Open Source
platform so any alterations to the platform could be
made with minimal cost. This platform shall be
hosted in a centralized system, and teachers and
learners shall have access through the internet using
a standard internet browser and thus providing
seamless access to the content. The content should be
easily maintained with the LCMS, and would be as
reusable and easily adapted as possible. And then is
the issue of creating educational content. The best,
by far, source of educational content is actually the
teacher community. The teachers have the expertise
and the deep knowledge of the classroom and what is
needed in the context of content. So they will
provide, as an ongoing process, content that will be
used in the classrooms by themselves and by their
colleagues. A credit awarding scheme shall be
established, that will give credit points for those
contributing high quality content in the LCMS.
Award shall be given to those having the higher
score, as a token of their contribution and overall
achievement.

Although there is some specific software
available for part of the disciplines that are taught in
Gymnasio, for some other there isn’t any. So the
need to develop specific software for those ones is
still a challenge that must be tackled. As a first step
all available software will be evaluated and tested
against the new platform (netbooks). If gaps, in
software covering some disciplines, are found extra
provision shall be taken to close them. Always
keeping in mind that content is our main concern and
not the specific software.

And what shall be done with the Curriculum? Do
we need to adjust, modified or alter it? And how far
must we go? This is the trickiest question of all. The
Curriculum is the foundation on top of witch the
entire classroom’s teaching is based. And yes, we

shall examine the Curriculum in depth, to find all the
issues that possible disallow the implementation of
the SCT, and make all necessary arrangements. The
extent of this modification is not visible yet. It may
be shallow or deep. And it’s a necessity not an
option.

Last but not least is the issue of the Support
mechanism that has to overlook the entire
deployment of the project since there isn’t a better
way to destroy an implementation than to leave it
unsupported. A two level support scheme is
proposed. Well trained informatics teachers shall
provide first level support within schools, whereas
highly trained engineers shall give the second level
support either from the regional educational office or
from the Ministry. The training for the informatics
teachers shall include handling hardware, network
and software issues, as well as support to the
teachers of all disciplines in their teaching practices
using ICT.

What we hope to accomplish by this massive
introduction of ICT in the classroom?

We are hoping to make the first step towards the
Smart Class of Tomorrow, using ICT:

e as a tool to promote innovation in the classroom
(rich digital content, new teaching and learning
methods, new educational environment, etc)

e as an intelligent administrative environment

e as a possibility of broadening the learning
process (e-learning, distance learning, etc)

e as a framework for higher thinking (learner
centric, self —directed, tailor learning, etc)

e as a way for our children to become better
citizens for the digital future to come

And more:

e as a mean of accessing knowledge and
information for All from Everywhere

e asaway to overcome technophobia

e asatool to limit red tape

e as an instrument to diminish isolation and
improve inclusion.

4. Conclusions

The last 10 years, the Ministry, has invested a
large sum of money in a number of project for the
introduction of ICT in the educational environment
[10]. Last year, a major project aiming at the
introduction of netbooks for all students in the first
year of Gymnasio was launched. In parallel, certain
initiatives and supporting actions were designed with
the ultimate goal the development of a complete
master plan for the introduction of the ICT in Greek
secondary education.

In this paper, the immediate actions that are
under implementation were described. The obvious
next steps include the assessment of the results of
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these interventions as well as the completion of the
master plan.

In order to fulfill the last goal, it is obvious that
we have to address in depth a number of issues the
main of which were identified to be [4]: (i) broader
environmental context, (ii) policy and regulatory
environment, (iii) management and financing, (iv)
ICT in schools — policy, vision and strategy, (v)
technology infrastructure and connectivity, (vi)
curriculum, pedagogy and content development, (vii)
professional development, and (viii) monitoring and
evaluation.
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Abstract

This paper focuses on the behaviors and
practices of leadership role of secondary school
heads. The author prepared two types of
questionnaires for heads of secondary schools and
teachers of secondary schools. The data analysis
revealed various results and findings.

1. Introduction

Leadership is defined in various ways upon the
viewpoint, belief and comprehension of the definer.
Different authors describe leadership differently as:
"The process of influencing others to achieve
mutually agreed upon purposes for the organization"
Patterson defines leadership as very personal process
between two people, in which the one attempts to
guide and motivate the other to make plans for
achieving aims of school system [10].

Poor leadership means an absence of hope,
which, if allowed to go on for too long, results in an
organization becoming completely nonfunctioning.
The organization must deal with the practical impact
of unpleasant change, but more importantly, must
labor under the weight of employees who have given
up, have no faith in the system or in the ability of
leaders to turn the organization around.

The leadership role of heads in sustaining and
creating a learning organization is to help in
developing the capacity to carry out their mission.
Leaders manage the organizational structures that
support continuous learning, collect and disseminate
information about the school's performance.
Continuous learning in the school must be supported
for the students and the faculty. Therefore, the
principal as leader has to break down the barriers to
collaboration and, by example, model collaborative
practices and make decisions democratically [6].
Hallinger and Murphy stated that principals viewed
the effects of change and restructuring in terms of a
loss of power and control [5]. Principals predicted
that their new role would eliminate decision-making
in isolation. Patterson suggested that leadership is
effective when it influences others to achieve
mutually agreed upon and socially valued goals that
help an organization to stretch to a higher level.

The research of Stringfield and Teddlie supported
the theory that principal leadership is critical to
creating and sustaining effective school programs
[13]. Administrative leadership should be assigned to

schools based on the principal's appropriateness of
the principal's leadership to the school context.

It is the opinion of many educators today that the
leadership of the school principal is the key
component in school success. Fleishman states the
principal is the key to a good school and even went
further by stating, Show me a good school and I will
show you a good principal [4]. The success of an
organization or any group within an organization
depends large on the quality of its leadership in all
fields.

The importance of leadership is not lost as school
system and institutions of all shape and sizes
cumulatively spend billion of Rupees every year to
recruit, select, evaluate and train individual for
leadership positions. Every educational institution
requires a leader known as the head of the institution.
In secondary schools headmaster / headmistress or
principal is the head of the educational institution,
who is the most responsible person in a school to run
all the activities. Their consequences (success or
failure) depend upon his/her actions. He/She has to
contact at a time, with staff, parents and public.
Infect him/she is the head of the school both
academically and administratively. The
headmaster/headmistress plays very important role in
the process of education. He/She is the leader of the
school. He/She has to lead persons who are both
intelligent and well qualified persons. Like other
leaders, he/she takes the praise as well as the blame
for the reputation of his/her school. Therefore he/she
should be a man woman of wholesome and balanced
personality. Therefore he/she should take interest
with his/her profession. As his/her position is very
significant in the school, therefore all the activities of
the school relating to teaching, organization or
administration depend upon the
headmaster/headmistress. Like his/her position,
his/her duties and responsibilities are also very
important.

The headmaster/headmistress is the team leader
and the spirit of cooperation should permeate the
entire dealing with the staff, people and community.
He/She with close collaboration of his/her staff
should work for accomplishing the objectives and
ideals of the institution set before them. The success
and achievement of the school largely depends on
his/her efficiency, ability, alertness imagination,
experience and resourcefulness.

The headmaster/headmistress should be a
man/woman of great head and heart. He/She must
have good qualification in general education as well
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as in professional training. He/She must be a person
with character and integrity. He/She should be a
learned person and should have faith in
himself/herself, in his/her profession, in his/her staff
and his/her pupils. He/She should inspire all staff,
students and public. He/She should therefore have
adequate proficiency in maintaining proper human
relationship -with all concerned. In the words of
Bray, the main duties and responsibilities of a
headmaster/headmistress are classified in to three
main categories:

e Duties of organization

e Duties of teaching

e Duties of supervision

To perform these duties and responsibilities
effectively he/she should have a good leadership.
Therefore the study was mostly concerned with the
leadership role of government secondary schools
head of N-W.F.P.

Government secondary schools head is the most
responsible person in a school and head has to run
the school effectively. As all the activities and their
consequences totally depend upon him/her.
Therefore in the light of above abscissions, the main
purpose of the study was to investigate leadership
role of secondary school heads in North West
Frontier Province. The objectives of the study were:
1. To investigate the leadership role of Government
secondary schools head in N-W.F.P.

2. To identify the strengths and weaknesses
regarding to the role of different types of heads in the
Government secondary schools in N-W.F.P.

3. To identify the problems faced by the heads of
Government high schools.

4. To compare the leadership role of the male and
female heads of Government secondary schools.

5. To give suggestions for the improvement of
leadership role of heads of Government secondary
schools.

2. Research Methodology
2.1. Population

The population of the study was constituted of all
the 760 heads of 1500 Government secondary
schools and all the 4517 Senior English Teachers of
Government secondary schools in N-W.F.P. [12].

2.2. Sample

Out of the above-mentioned population following
category-wise sample was taken:

1. Thirty government secondary schools for boys
and thirty government secondary schools for girls
selected at random were selected as the sample for
the study.

2. Half of the schools selected for the study were
from urban areas while the rest of the schools were
from the rural areas.

3. All the heads of the selected government
secondary schools were included in the study.

4. Two Senior English teachers from the same
selected government secondary schools were taken at
random for the sample. Due to limited time and
resources, the study was delimited to Government
secondary schools of Kohat, Karak and Hangu
districts of North west Frontier province (NWFP)of
pakistan. The institutions in private sector were not
being included in the sample.

3. Research Instruments

The researcher prepared two questionnaires using
five-point Likert scale after going through the related
literature, consisting of books, journals, articles,
reports, magazines with the help of honorable
supervisor and co-supervisor. Their suggestions were
incorporated in the questionnaires:

1. Questionnaires 1 for heads of Government
secondary schools.
2. Questionnaires II for teachers of Government
secondary schools.

3.1. Construction of the Questionnaires

For the convenience of the respondents,
questionnaires were prepared from related literature
and with the help of supervisor consisting of twenty
two items each. The items were included, eliminated,
upgraded and finally selected under the guidance of
the supervisor, keeping the view of the following
criteria:
¢ In-relevance to the objectives of the study.

e (Clear and unambiguous.
o Inconsistence with the scope of the study.

3.2. Questionnaire for Heads of Institutions

The questionnaire for heads of institutions of
male and female each (see Table 1, Table 2 and
Table 3) consisted of 65 items which were based
upon 5 point Likert scale. These questionnaires were
on three main roles of quality of leadership.

e Administrative role (22 items)
e Supervisory role (22 items)
e As an educator (21 items)

3.3. Questionnaire for Teachers

The questionnaire for teachers of male and
female each (see Table 1, Table 2 and Table 3)
consisted of 65 items which were based upon 5 point
likert scale. These questionnaires were on three main
roles of quality of leadership:
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Table 1. Questionnaire for School’s Head and Teachers (A: Administrative Role)

A- ADMINISTRATIVE ROLE
YOU AS ASCHOOL PRINCIPAL /HEADMASTER/HEADMISTRESS
S No. | ITEM STATETMENTS A|B|(C|D
1 Assign duties after consulting colleagues.
2. Act after consulting group members.
3. Impose vour suggestions.
4. Initiate activity.
5. Delegate responsibility and authoritv to subordinates.
6. Distribute work on just basis.
7. Assign right job to a right person.
8 Guide and appreciate the staff to develop sense of humor.
9. Hold meetings with teachers, students and parents.
10. Invite and encourage suggestions from colleagues.
11. Analyze situation carefully before taking anv decision.
12, Acknowledge subordinate’s work.
13. Establish plans and agenda for meetings with teachers,
students and parents.
14, Encourage free expression of ideas to build consensus.
15. Trv to improve school operation.
16. Motivate the members for achievement of tasks.
17. Have a strong desire for achievement of tasks.
18. Bring changes through research and enquiry.
19 Encourage co - curricular activities.
20. Accept victory and defeat gracefully.
21. Trv to be a role model for subordinates.
22 Work effectivelv under frustrated conditions.
Table 2. Questionnaire for School’s Head and Teachers (B: Supervisory Role)
B: SUPERVISORY ROLE
S No. | [TEM STATEMENTS A|B|(C|D
1. Are familiar with the names and background of the students?
2. Provide conducive environment for teaching and leaming.
3. Make sudden visit of teachers while teaching in classrooms.
4. Observe the teachers in curricular and co-curricular activities.
5. Talk with teachers for effective teaching and leaming.
6. Make necessary correction to the teachers after observation.
7. Motivate the teachers to participate in decisions related to
instuction.
8. Axware of teachers and students performance in curricular and co -
curricular activities.
9. Give instructional tips to the teachers.
10. Recognize high performance of the teachers.
11. Give rewards to teachers and students on their best performance.
12. Coordinate and puide the contimuous development of the teachers.
13. Hold conferences for teachers to improve thelr teaching
methodology.
14 Encourage taking first steps toward innovation.
15. Contact parents to resolve student’s problems.
16. Have a regular liaison with parents/guardians of the students.
17. Manage for assessment of instructional program.
18. Care teachers self esteem.
19 Contact high ups in resolving teacher’s academic problems.
20. Orient the new teachers to become successful ones.
21 Guide teachers in maintaining school discipline.
22 Organize parent’s teachers association for exchange of information
between school and commumity.
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Table 3. Questionnaire for School’s Head and Teachers (C: As an Educator)

C: AS AN EDUCATOR

1. Introduce new ideas about educational goals.

2 Focus on the overall personality development of the students.

3. Arrange teachers training programs.

4. Nominate teachers to attend educational workshops, seminars
and conferences.

3. Want to bring change in the curriculum.

6. Favour of the curriculum which meet the needs and demands
of the society.

7. Appreciate in-service teachers training.

8. Arrange educational seminars in the school.

9. Encourage inter school visits.

10. Favour inters school competition.

11. Cooperate with other agencies in arranging educational
programs.

12 Motivate teachers to attain the objectives of education.

13. Suggest teachers to modify their teaching methodology.

14 Focus on teachers to improve their professional qualification.

15. Guide and encourage teachers to apply technology to
maximize students leaming.

16. Invite educational experts to visit school.

17. Favour the use of emerging technology in teaching leaming
strategies.

18. Request higher authorities to make arrangement of refresher
courses of teachers.

19. Disseminate information among the teachers with respect to
training_

20. Take interest in the quiz competition among the students.

21 Take care for social and moral training of the students.

e Administrative role: (22 items)
e Supervisory role: (22 items)
e As an educator: (21 items)

4. Data Collection

The questionnaires were administered to the
respective respondents. The information from the
respondents were collected and recorded by the
researcher to avoid any kind of discrepancies. The
researchers visited each institution himself for that
purpose. Hundred percent data from sampled
colleges were collected properly.

5. Data Analysis

The data collected through the above mentioned
research instrument were tabulated (tables available
with authors), analyzed and interpreted in the light of
the objectives of the study. The responses obtained
through the above mentioned research instruments
were scored before statistical analysis and
interpretation. The items were given by rating the

responses on five point rating scale (i.e., Likert
scale). The following scoring procedure was
adopted:

Almost Does so
Frequently Does so
Occasionally Does so
Rarely Does so
Never Does so

— N W A w;

After scoring the items, the scores of the individual
items were added to get the sum of overall scores.
The most suitable statistical tools like mean, standard
deviation, standard error of mean, t, test and Pearson
product- Moment Coefficient of Correlation (r) were
applied and for his purpose following formulae were
used to obtain the result.
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5.1. Mean

Mean score was calculated o see the strength of

responses of each item.

% 2%
N

Mean of sample X, =

Where f = Frequency / no. of responses

N = Total number of responses
il = Mean
5.2. Standard Deviation

Standard deviation is the most stable in the

variability.

Standard deviation .S.D. =

OR

Standard deviation .S.D. =

2
Where SS = Xx —M
N

t - test for Independent Samples

For the sake of inferential analysis, independent t
—test for two independent sample groups was applied
for measuring differences between two samples
groups on the basis of comparison of different
variables in male and female principals and teachers
of government high schools in N.W.F.P in
educational setting.

The following formula was used for inferential
analysis.

Mean of sample il = Mean of sample iz =
Difference = Xl - iz
(X1 -X2 )

JSS 4SS, Y1 1
S —+

n +n,—2 \n n,

Where df = degree of freedom =n; + n, -2

Since n; and n, are the number of cases in the
sample. Probability level for acceptance and
rejection of the hypothesis level was 0.05 [2].

6. Discussion

The study result in the light of the views of male
and female heads revealed that the heads assign
duties to their subordinates according to their
potential, abilities and capabilities and initiated
activities in their schools. Female heads attitude were
more appreciated in this regard. Initiation of
activities of male heads was found more significant
than female heads. However teachers’ responses that
a good deal of principals believe in favouritism and
assign examination duties to their favourite teachers.
Naseer noted that principals' places staff members on
jobs in which their individual abilities are most likely
to be fully utilized [7].

It was found that the heads delegate authority and
responsibility but not up to the mark. Female heads
delegate authority and responsibility effectively more
than male heads up to some extent. As for as teachers
are concerned they feel some differ to this response.
This finding of table 13 accepts the idea of James
who proposes that responsibility is off course key to
success. Rise and fall in authority must not affect the
responsibility. Good  leaders  delegate's
responsibilities, which make his load, become much
lighter and definitely easier to administer. With this
delegation  comes the  responsibility and
accountability of the teacher.

An immense number of heads adopted that they
acknowledge subordinates' work and recognized the
importance to free expression of ideas to build
consensus. However these are responses of heads but
the researcher take this response against because of
the ground realities of our society. Teachers have
positive comments on these items. Acknowledge
subordinate's work of female heads were better than
male heads and encourage free expression of ideas to
build consensus of male heads were being viewed as
more favouarable for the enhancement of shared
leadership. This finding testifies Dean that there are
three elements, which are positive motivators for
teachers are recognition, interest praise and
encouragement, challenges to teachers’ professional
skills and carrier prospects.

A bulk of the heads tries to improve school
operation, guide teachers in maintaining school
discipline, make sudden visit of teachers while
teaching in classrooms, observe the teachers in
curricular and co-curricular activities, talk for
effective teaching and learning and favours of the
curriculum which meet the needs and demands of the
society and suggest teachers to modify their teaching
methodology. But this may differ from person to
person. As for as teachers are concerned they have
an opposite response to their heads. These aspects of
leadership were given more weight age by female
heads than male heads. These findings support idea
of Powell that principals visit classrooms frequently
[11]. Naseer analyzed that principals ensure
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evaluation of teachers’ performance regularly [7].
Niazi concluded that the curriculum being taught at
schools is according to growing needs of the society
[8]. Forsyth and Tallericao admited that student
learning is a priority for successful principals and
those principals needing know the curriculum and
understand good classroom instruction [3].

Data collected in this study found that most of the
heads motivate the teachers to participate in
decisions making related to instruction, coordinate
and guide for the continuous development of the
teachers. Teachers are not satisfied with their heads
with respect to these statements. These aspects of
supervisory role were organized bitterly by female
heads than male heads. This result supports effective
decision-making should incorporate participation
whenever practical. Naseer accepts that principals
give feedback to teachers on their academic
performance.

It was found that the heads organize parent's
teachers association for exchange of information
between school and community and contact parents
to resolve student's problems as essential for
schooling for last five years (Schools and literacy
department [12]). However, its effectiveness is still
debatable in our society. As for as teachers are
concerned they have a positive response about the
organization of parent's teachers association for
exchange of information between school and
community and its effectiveness. Female heads
performance was observed better than male heads.
This result encourages Aaman Khalid who stated that
performance management is viewed as a tool for
professional and organizational and can allow for the
generation of a co-operative and mutually
relationship between the organization, its staff,
parents and students [1].

Many heads were of the view that they manage
for assessment of instructional program and suggest
teachers to modify their teaching methodology.
Teachers have a positive response about these items.
These ingredients of supervision were managed well
by female heads. Papalewis and Fortune supported
these findings stressed the value of the curriculum
and instruction [9]. They recommended that
assessment is an integral part of the instructional
program. Forsyth and Tallericao analyzed that
student learning is a priority for successful principals
and those principals needing know the curriculum
and understand good classroom instruction [3].

Data collected in the study found that heads
introduce new ideas about educational goals and
motivate teachers to attain the objectives of
education. As for as teachers are concerned they are
not satisfied with their heads to perform these duty
efficiently. Female heads managed well these duties
as an educational expert. This idea favours Scheer
that the administrator is the one who formulates the

long range objectives of education and guidelines for
the accomplishment.

Most of the heads focus on the overall
personality development and takes care for social
and moral training of the students. Teachers are not
satisfied with their heads and think that they do not
care for this. Female heads care more than male
heads for a balance personality development of
students. This result is supported by Niazi that
attention is given to the character building, religious
and ethical development of the students in the
school.

A great number of heads disseminates
information among the teachers with respect to
training, appreciates in-service teachers training and
nominate teachers to attend educational workshops,
seminars and conferences. However teachers take
care for financial benefits and refreshment
opportunities. Heads may be biased in nomination of
teachers for training. As an educator these
responsibilities were well performed by female
heads. This result supports Niazi that principals
nominates teacher for recruitment is standardized
and recommended that in-service training should be
provided to teachers.

Most of the heads encourage inter school visits
but very rare in case of students, take interest in the
quiz competition among the students and favour
inters school competition with great enthusiasm.
However teachers have some observation about these
items. These responsibilities were well performed by
female heads as an educational expert.

Data collected in the study found that heads

cooperate with other agencies in arranging
educational programs, request higher authorities to
make arrangement of refresher courses for teachers
and focus on teachers to improve their professional
qualification. Teachers are not satisfied to their heads
regarding these matters. Female heads deal
effectively in this regard than male heads. Naseer
recommended that principals should provide ample
chances for professional growth of teachers [7].
A great number of head favours, guide and
encourage teachers to apply technology to maximize
students learning. But teachers’ complaint that these
appropriate teaching materials is not available in the
schools due to low budget. These responsibilities
were well performed by male heads as an
educational expert. This result testifies Harris et al,
that successful leaders of future need to be prepared
to lead others in understanding the implications of
information and communication technology for
modes of teaching and learning.

Data analysis shows that urban heads perform
their leadership role more effectively than rural
heads due to more conducive and facilitative
environment. Although the researcher made an effort
to conduct the study to obtain facts about actual
state, of different aspects of leadership role were
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highlighted in this study. This study appears to cover
most of the aspects of leadership role of secondary
school heads, yet the results may be erroneous.
Ground realities regarding the issue of genuineness
of research in Pakistan are still debatable because the
respondents did not give sufficient time for filling in
the questionnaire or concealed true answers about
real facts and figures due to a variety of personal
reasons. As we have not developed research culture
up to now and most of the respondents hesitate to
give proper information regarding their jobs. They
only tended to tick the columns or rows in a
questionnaire without giving much thought and
attention to the statement. It would have better to
interview higher authorities involved in the system of
Secondary school education, teachers and students.
Moreover, parents of the students could also be
interviewed about existing facilities and flaws of
Secondary school education. Teaching system,
methodology and technology being used in the
classrooms could be directly observed for assessment
and evaluation of daily classroom leaching activities.
The responses given by the teachers may be biased.
It might be possible that their relations with heads
were not good and they tick incorrect choice.
Therefore these results might be incorrect.

7. Conclusions

The researcher conclusions were based on his
findings. Some findings in this study confirm, some
disagree with, and some went beyond the research
findings presented in the literature review. The
researcher conclusions, based on the findings, only
partially confirm the theory set forth at the beginning
of the study. Possible revisions to theory concerning
the behaviors and practices of leadership role of
secondary school heads are presented at the end of
the discussion of the conclusions. Findings from this
study led to the following conclusions:

e Some socio demographic variables do not appear
to be associated with leadership role of the heads.
These were gender, name, designation, age, BPS,
academic qualification, year of total experience,
year of administrative experience, locality of the
school and owner ship of- building. Males and
females were equally selected and proficient in
this study. Older and younger heads and teachers
did not differ across all type of proficiency and
year of experience distinguished more proficient
in the leadership role of secondary schools heads.
Most of the heads and teachers have a master
degree and were of 50 years of age. Majority of
the heads were promoted on seniority basis.
However some senior English teachers were
appointed in charge heads.

e The study result in the light of the views of male
and female heads revealed that the heads assign

duties to their subordinates according to their
potential, abilities and capabilities and initiated
activities in their schools. Female heads attitude
were more appreciated in this regard. Initiation of
activities of male heads was found more
significant than female heads. However teachers’
responses that a good deal of principals believe in
favouritism and assign examination duties to
their favourite teachers.

It was found that the heads delegate authority and
responsibility but not up to the mark,
acknowledge subordinates' work and recognized
the importance of encourage free expression of
ideas to build consensus.. As for as teachers are
concerned they feel some differ to this response.
However these are responses of heads but the
researcher take this response differ because of the
ground realities of our society. Female heads
delegate authority and responsibility and
acknowledge subordinate's work effectively more
than male heads up to some extent and encourage
free expression of ideas to build consensus of
male heads were being viewed as more
favouarable for the enhancement of shared
leadership.

A bulk of the heads tries to improve school
operation, guide teachers in maintaining school
discipline, make sudden visit of teachers while
teaching in classrooms, observe the teachers in
curricular and co-curricular activities, talk for
effective teaching and learning and favours of the
curriculum which meet the needs and demands of
the society and suggest teachers to modify their
teaching methodology. But this may differ from
person to person. These aspects of leadership
were given more weight age by female heads
than male heads.

Data collected in this study found that most of the
heads motivate the teachers to participate in
decisions making related to instruction,
coordinate and guide for the continuous
development of the teachers. These aspects of
supervisory role were organized nicely by female
heads than male heads.

Many heads were of the view that they organize
parent's teachers association for exchange of
information between school and community and
contact parents to resolve student's problems,
manage for assessment of instructional program
and suggest teachers to modify their teaching
methodology. These ingredients of supervision
were managed well by female heads.

Data collected in the study found that heads
introduce new ideas about educational goals,
motivate teachers to attain the objectives of
education, focus on the overall personality
development and takes care for social and moral
training of the students, disseminates information
among the teachers with respect to training,
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appreciates in-service teachers training and
nominate teachers to attend educational
workshops, seminars and conferences. However
teachers take care for financial benefits and
refreshment opportunities. Heads may be biased
in nomination of teachers for training. As an
educator these responsibilities were well
performed by female heads.

e Most of the heads encourage inter school visits
but very rare in case of students, take interest in
the quiz competition among the students and
favour inters school competition with great
enthusiasm, cooperate with other agencies in
arranging educational programs, request higher
authorities to make arrangement of refresher
courses for teachers and focus on teachers to
improve their professional qualification, favours,
guide and encourage teachers to apply technology
to maximize students learning. But teachers’
complaint that these appropriate teaching
materials is not available in the schools due to
low budget. These responsibilities were well
performed by male heads as an educational
expert.

e Data analysis shows that female heads perform
their leadership role in a better way than male,
there is a significant difference between the male
and female leadership role of secondary school
heads, urban heads perform their leadership role
more effectively than rural heads due to more
conducive and facilitative environment, there is a
significant difference between the heads and
teachers view about leadership role of secondary
school heads in N-W.F.P. Majority of the
teachers assumed that there is no significant
difference between leadership styles and mode of
selection.
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Abstract

Research literature on school reform and
teacher change states that there has been a
persistent and growing sentiment that public schools
are failing to meet societal expectations. This has
resulted in numerous change strategies, including
the school-university partnership. This partnership is
perceived as a method to empower teachers, but also
make them more accountable. This study asks: “To
what extent do both teacher empowerment and
teacher accountability play a role in school-
university partnerships?” The findings showed that
teachers feel accountable to numerous people and
institutions;, however, empowerment was also
possible. Based on these findings, school-university
partnerships appear to be a possible path to
successful school reform but several areas need to be
addressed, such as basing partnerships on the day-
to-day needs of teachers; realizing change takes
time; picking the right people for the partnership;
having an equal, but critical partnership;, and
critically embrace third-party partners.

1. Introduction

School reform is not a new phenomenon, and it is
not limited to any single country. In the U.S.A.,
U.K. and Canada, there has been a persistent and
growing sentiment that public schools are failing to
meet societal expectations. There is an assumption
that all is not well with the educational system and
students are not receiving the best education
possible.  The cause is largely assumed to be
teachers and their inadequate teaching [29]. Yet,
while teachers are often perceived as the cause of a
failing educational system, not until recently has
professional growth has been offered to help improve
teaching and teacher quality [1; 11; 28]. Instead, a
top-down approach or what Chin and Benne [7] call
an empirical-rational approach to change has been
typically imposed.

The empirical-rational approach to change
imagines the ‘ideal’ and offers steps to achieve it.
Here, research and implementation are treated as a
linear process where research is conducted by
academics or professional researchers, their findings
are given to the change agent, the teacher, where it is
assumed that it will be used [25]. Finally, teachers
are held accountable by government officials to
successfully implement the recommendations that
the researchers offer.

Until quite recently this strategy of change has
been predominant. This has made change extremely
difficult and painful for teachers. Someone outside
the classroom holds power over the changes that are
expected, and this official authority holds teachers
accountable to  implement these  changes
successfully. This challenges  professional
experience, judgment and expertise, as the voice of
the teacher is not considered at any point during this
change process [20; 24; 30]. Instead of working with
and/or cultivating the role of the teacher, which is
most critical in implementing educational reform
movements [21], teachers have rarely been
acknowledged in the empirical-rational approach to
change. As a result, there has been a shift to an
alternative approach to change, often characterized
as the normative-reeducative approach to educational
change [7].

The normative-reeducative techniques to change
encourage teachers to reflect on their teaching and
classrooms and to experiment thoughtfully with new
practices [7; 25]. It also involves sharing and
dialoguing with other teachers and/or with a critical
friend [25]. Strategies premised on this view of
change are perceived more positively by teachers.
Here, teachers are perceived as capable professionals
who are now trusted in their ability to make
decisions about their students’ needs [10; 30]. This
often results in an increased confidence in teacher
decision-making abilities, an increased level of
ownership and responsibility for what is happening
in their classrooms, and a feeling of empowerment to
make deliberate and thoughtful change [11; 25; 30].
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2. School-university partnerships

Within both policy and practice, school-
university partnerships have been perceived as a key
educational-reform strategy for the past two decades
[6; 29]. They consist of any number of forms that
range from, but are not limited to, a single university
academic working with an individual school to
several university academics working with an entire
school district. School-university partnerships often
consist of introductory workshops, a combination of
formal and on-the-job training, and regular in-service
meetings for all facilitators and evaluators [6]. Peer
observation, discussion, and documentation are often
stressed and teachers are encouraged to collect data
in order to make a convincing, research-based case
that may influence educational policy [12]. These
partnerships can range from a few months to several
years in duration. It is believed that the longer the
commitment, the greater chance of success.

While all forms and types of involvement can
exist within a school-university partnership, they all
share the aim of maximizing student learning and
achievement through the development and
implementation of exemplary practice, through
sustained inquiry on practice and through
meaningful, professional growth [6].

Universities and schools can be seen as key
contributors in educational change and have much to
gain by working together. Universities provide
opportunities and instruction for teachers to partake
in research that informs school improvement. In
return, schools provide access to field work and
knowledge regarding the practicalities of teaching
that is imperative to move research forward [2].
School-university partnerships can be transformative,
yet it would be inaccurate to say that this is the norm.
While many school-university partnerships aim to
create a positive collaboration that will invoke
change, it has often been overshadowed by
institutional differences and the difficulties arising
from these differences [31]. Instead of being
partners, professors become leaders while teachers
are left feeling like passive followers [13]. Research
has also found that teachers have experienced added
stress and pressure, and causing division among their
colleagues [11; 15]. Micropolitics, otherwise known
as processes used to acquire and exercise power to
promote or protect interests [32], were also found to
exist. Lastly, a great deal of accountability and
control has been perceived as built into this
collaboration [26].

3. Teacher Accountability

Accountability in education is not a new idea. In
the U.S.A. and in Canada, the term accountability
has been prominent in the educational literature for
about thirty years and in Britain it has persisted for

over one hundred years [14]. It has meant different
things to different people, and has occurred in many
overt forms. It has included pupils’ progress to be
judged by parents and schools, assessment
arrangements in the core subjects and public
examinations which measures pupils’ progress, new
recording and reporting requirements, teacher
appraisal, publication of the results of national
curriculum tests and public examinations, and school
inspections designed to hold schools accountable for
their performance [8; 4; 5; 20; 23]. All sorts of new
constraints have taken place, including what should
be taught, how it should be taught and how much
time teachers should take to teach it [20]. Processes
and practices previously left in control of educational
professionals have changed dramatically with the
growing belief that teachers have failed to adequately
educate students. However, while teacher
accountability has heavily persisted in the school
reform movement, it has been increasingly
recognized that in order for school reform to be
successful, teachers themselves need to have a voice,
and for this voice to hold status and respect. In
essence, they need to be empowered.

4. Teacher Empowerment

The concept of teacher empowerment is
discussed in different school management strategies
for educational reform [10; 17; 22], including the
school-university partnership. Shared decision
making, local control, and collaborative leadership
are emphasized. = Teacher empowerment means
spreading decision-making throughout the entire
institution and letting those who are in a position to
carry out the decisions to be responsible for them
[17]. It is giving teachers a sense of ownership and
connectedness to their jobs, which leads to increased
job satisfaction, motivation and commitment,
improved communication and quality of teaching,
and more efficient decision-making. It also should
be viewed as a process rather than a product.

As a response to education reform and the
movement from centralized decision-making to site-
based management in education (which also could
simultaneously hold measures of accountability)
there are six dimensions to teacher empowerment.
The first is shared decision making, which
incorporates the teachers’ voice in school decisions
they normally have not been a part of. The second
dimension is continued professional growth where
teachers can develop their own self-images as
knowledgeable individuals rather than being told
what to know. The third dimension of teacher
empowerment is for teachers to feel that they are
respected both in and out of school. Fourth, when
teachers believe their behaviours and performance
can make a difference in the lives of students, they
gain empowerment through self-efficacy, otherwise
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known as a willingness to undertake challenging
tasks, expend greater effort, and show increased
persistence in the presence of obstacles. The fifth
dimension of teacher empowerment is teacher
autonomy. Without a significant degree of teacher
autonomy, organizational control may deny teachers
the very power and flexibility they need to do the job
effectively, undermine their motivation, and diminish
their commitment to their job, which ultimately
results in high degrees of teacher turnover [20; 19;
22; 24; 30]. Lastly, teacher impact, the final
dimension of teacher empowerment, refers to a
teacher’s belief that s/he can affect or influence the
life of school. Teacher empowerment is seen as a
possible path for school improvement and this is the
aim for many school-university partnerships.
Teachers are not simply learners and university
faculty does not simply provide solutions. They
work together in collaboration where both are
encouraged to take risks and to develop their voice.

Still, while the developing role of the teacher
and the teacher educator holds exciting possibilities,
it is important to not overlook the fact that the freer
we are to make decisions about ourselves and the
worlds around us, the greater our responsibility [27].
In other words, teachers and teacher educators
should be aware that empowerment is a double-
edged sword: it holds possibilities for greater
decision-making abilities and empowerment, but
ultimately accountability is embedded in each
decision that is made.

5. Research Question

This study asks: “To what extent do both teacher
empowerment and teacher accountability play a role
in school-university partnerships?” This study has
two related objectives. The first objective is to gain
an initial understanding of teachers’ perceptions and
attitudes about the role of teacher empowerment and
teacher  accountability in  school-university
partnerships. The second objective is to situate these
voices within the literature on school reform and

teacher change.

6. Methods and Procedures

Quantitative and qualitative research methods,
including analysis of public documents, constitute
this study. First, all thirty-six of the teacher
candidates who were involved in the 2007-2008
Western School Board (WSB)' school-university
partnership were invited to complete an online
survey and  twenty-one  participated.  The
questionnaire was administered to capture general

! Western School Board is a pseudonym.

trends, to suggest questions for the interview
protocol, and to provide a wider understanding of
teacher accountability and teacher empowerment in
school-university partnerships. Second, this study
analyzed documents provided by the WSB. These
documents were created at the conclusion of the
school-university partnership. These documents are
currently available to the public. Third, semi-
structured interviews were conducted with thirteen
teachers. The questions for the interviews were
derived from the literature, survey results, and the
school board documents.

7. The Case Study

This research project was a case study of a
school-university partnership that took place during
the 2007-2008 school years. Within this partnership
there were seven action research projects with two to
seven participants in each group. The partnership’s
aim was to provide an opportunity for teachers, a
researcher, and a school board program leader to
work collaboratively toward improving teacher
practice and student achievement through action
research. This aim was largely due to present
governmental policies and benchmarks. In order to
meet this aim, six half days were allotted for teacher
professional growth. Three half days were
prearranged for the teachers to jointly work with a
university academic and the school board program
leader, two half days were for in-school professional
growth where each group of teachers collected data
for their project, analyzed the data, wrote their
required final report, etc. The sixth and final half
day meeting was for all groups to come together,
share their findings, and to reflect on the process.

8. Findings

The results of the survey, the interviews, and the
school board documents reflected similar findings
and revealed several themes in regards to teacher
accountability and teacher empowerment.

8.1. Teacher Accountability

Accountability in this case study was no different
than the literature indicates. First, accountability to
the government was felt by the teachers. From
improving “EQAO testing scores” to “having that
85% graduation rate by the year 20107, it was clear
from the teacher interviews that government policies
and benchmarks were indeed central to the project
and the teachers strove to meet them.

Second, accountability to peers was felt by
teachers. In fact, 100% of participants stated that
they felt accountable to their peers both within the
partnership and those peers who were not

Canada International Conference on Education (CICE-2010) 92



participating in the school-university partnership.
This was mostly due to the fact that they had
committed to this project. Third, accountability to
students was felt by 90% of the participants. This
was predominantly because they felt it was in their
job description and to be a change agent now that
they had useable data driven information. Fourth,
and not referenced in the academic literature, are
teachers feeling accountable to the school board to
effectively use the additional professional
development time and to maintain focus during this
time. Fifth, accountability to the school community
and the community at large was felt. Sixth and
lastly, accountability to the grant funding body to
give feedback so they knew that their money was
well used was felt.

As one can understand, accountability felt by
teachers is extensive. However, with this
accountability, =~ empowerment also  occurred,
although perhaps not directly realized by teachers.

8.2. Teacher Empowerment

At first glance at the data, it appears that the
teachers in this school-university partnership are
attempting to empower everyone and everything,
including students, peers, the school board, and
government mandates. Nonetheless, when one looks
at the literature written on teacher empowerment,
one can see that shared decision making, teacher
autonomy, continued professional growth, self-
efficacy, and teacher impact have all been
documented as characteristics that lead to teacher
empowerment [17]. These also were present within
this study.

In this study, shared decision making and teacher
autonomy both were felt to occur. 100% of the
participants stated that the team collaboratively
chose the plan of action, 86% of the participants felt
that their individual opinion greatly mattered within
their team, 81% felt that their feedback was greatly
considered, and 90% felt that they had the ability to
make their own decisions.

Continued professional growth was also felt to
occur within this school-university partnership by the
majority of teacher participants. For example, 62%
of the participants stated that they greatly
experienced improvements in the quality of teaching,
81% stated that this school-university partnership
provided great opportunities to think/talk about their
practice, which increased confidence. Teachers were
able to step out of their comfort zone, to learn new
things, and try them out in front of others. It also
brought people together through collaboration and
dialoguing.  This in turn allowed teachers to
empower each other, and through support, empower
themselves.

A third dimension to teacher empowerment is a
strong sense of self-efficacy. Almost all of the

teachers felt that this school-university partnership,
moderately (47%) to greatly (33%) allowed them to
take risks as a teacher. It allowed them to
experiment with support of their peers. This in turn
allowed teachers to gain confidence and make
positive and relevant changes.

In this study, teacher impact was felt for a great
number of reasons, including: completing research,
student improvement, attitude changes and changes
in practice. Teachers felt a great deal of
empowerment because they were seeing positive
results occurring due to their projects.

9. Conclusions

School reform is not a new phenomenon and it is
not limited to any single country. School-university
partnerships have been perceived as key to
successful educational reform.  However, both
teacher empowerment and teacher accountability are
embedded within these partnerships. Looking at the
evidence and arguments discussed in this study, it
appears that school-university partnerships are a
double-edged sword: one that holds a great deal of
accountability for teachers and also one that
simultaneously has the ability to offer opportunity
and empower. For example, school-university
partnerships are created because the education
system and/or teachers were still perceived as
needing improvement. Yet, while accountability was
felt by the teachers, increased collaboration and
confidence, sharing decisions, growing
professionally, and seeing results from the changes
teachers were trying to make, illustrates that teacher
empowerment is also possible, whether or not
teachers outright recognized this new empowered
position.

Based on these findings, I believe that school-
university partnerships are a possible path to
successful school reform. Yes, these partnerships
can be riddled with accountability and micropolitics
and yes, change is not easy. Nevertheless, they can
give opportunities for teachers to become more
critical and thoughtful in their practice. They can
also keep agendas and change moving forward
because while it is possible, it is unlikely that
teachers would create successful, time-specific
school-university partnerships on their own, without
deadlines and professional growth time allotted in
their already time-saturated professional life.
However, while school-university partnerships are a
possible way for school reform, there are a number
of issues that need to be addressed.

First there is a need to base projects in the local
needs of the teachers and have a critical focus where
teachers are working toward change that meets their
specific needs[18].

Second, it is important to recognize that change is
slow. Continuous professional growth needs to take
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place and one time projects are not enough to make
significant change. Change has to be continual and
the change that is envisioned needs to be scaffolded
and clearly outlined so schools and teachers to see
the direction that change is headed, dialogue, and
mold the results to a clear plan of action that fits their
needs [15].

Third, there is a need to pick the right people.
Successful partnerships, according to many business
management and leadership texts, depend on picking
the right people [9; 3]. On the other hand, access to
professional development has been
disproportionately concentrated among those in
management positions and has excluded classroom
teachers [18]. Therefore, while change may begin
with the leaders, it must not stop there. Instead all
teachers should be encouraged to try new ideas and
strategies and be supported through this process.

Fourth, a critical friendship, where all partners
are perceived as skilled professionals, and who have
something unique and worthwhile to offer is needed.
Yes, the university needs to be a critical friend,
which is a role often perceived within the academy;
nevertheless, the school board also needs to be
critical of the procedure and the partnership itself,
and if it is suiting their particular needs.

Fifth, a less common concept: third party
partners. This must be critically appraised. It is
important that one must be critical when choosing
partners, whether it be a school board, university, or
otherwise. Everyone’s motives ideally should be to
improve student learning and student welfare, but
one needs to be critical to ensure that this is taking
place.

Lastly, it is important to remember that “we are
still at the beginning of an intellectual burgeoning...
[and] this revolution has barely touched schools”
[16] . Collaborations are a relatively new concept in
education and in educational reform; we have yet to
see their full potential. With greater understanding
of how such collaborations can be relevant and
necessary for all partners involved, change is indeed
possible.
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Abstract

The purpose of the study is to determine the most
significant challenges facing principals of middle
schools and high schools from Jiangsu China and to
identify leadership competencies that Chinese
principals need to equip, with the Ontario Principal
Leadership Framework as a reference. By doing this
research, a deeper understanding about the role of
principal in student achievement can be acquired
through the views of principals from China with their
understanding about Ontario Principal Leadership
Framework and their experiences in Canada during
their three weeks oversea training program in
Canada. Similarities and differences can be found
out to help understand diversified culture and its
influences to people. By the way, the result of study
will also help us better organize future training
programs for our trainees and more experiences can
be borrowed and inspired from Chinese principals to
improve education development internationally.

1. Introduction

In September of 2009, a delegation of 81
principals and vice principals from middle schools
and high schools of Jiangsu Province of China came
to Toronto to participate a leadership training
program collaborated by SuOn College and Faculty
of Education, York University. SuOn College is an
oversea training base of Jiangsu Province of China
located in Toronto since 2007. The purpose of the
program is to help Chinese school administrators to
widen their visions and to learn from their Canadian
colleagues through observing and understanding
Canadian school administration and leadership
system. In order to encourage the delegation to think
critically about a principal’s role and leadership
development, SuOn college designed a research
project called Comparison Study of the Role of
Principal and Leadership Development between
Jiangsu of China and Ontario of Canada. 40
members of the delegation voluntarily joined this
study and submitted 40 survey questionnaires, and
among them 5 people accepted face-to-face
interviews. The research data and information are all
from these surveys and interviews. The following

Table 1 is a summary of the background information
about these 40 research participants.

Table 1. Summary of 40 participants’

information
Persons High Middle | Sum
school school
K10-12 | K79
Gender | M 28 9 37
F 2 1 3
Birth era] 70s’ 4 0 4
60s’ 23 10 33
50s’ 3 0 3
Position| Principal| 20 7 27
Vice 10 3 13
principal
With  the Ontario Principal Leadership

Framework [1] as a reference, 40 research
participants integrated their experiences from the
training program and their past practices and
knowledge in China, and summarized their personal
perspectives about the role of a principal and his/her
leadership development. The researchers of the
study are the coordinators of this training program
with very strong background of teaching,
administration, training, and research in both
Chinese and Canadian educational systems. So they
also bring in special perspectives through their
professional analysis and judgment.

2. Research Method

This study is based on the perceptions, opinions,
and interpretations of principals and vice principals
of China regarding to the role of principal and
leadership development. Lincoln stated “individuals
and groups made meaning based on their own
experiential knowledge, rather than on an outsider's
precise statistics, and that, in virtually any kind of
social or programmatic context, individuals and
groups would act on their own, internal, sense
making and meaning-making knowledge processes
rather than on our assertions of statistical rigor. They
always chose their own socially-constructed,
context-bound realities over our artificial and
externally-imposed mathematical models of their
realities” [2]. Thus, naturalistic inquiry, which is to
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explore “multiple and constructed realities”, is
suitable for the purpose of this study—to explore the
“multiple and constructed realities” of insiders and
outsiders regarding the role of principal and
leadership development. The methodology is
primarily exploratory and descriptive, with the intent
to generate a clear, accurate portrayal of the
perceptions of one group in a particular context,
without looking for a generalizable conclusion.
Based on individuals’ experiential knowledge, the
purpose of the study is not to predict or control, but
to achieve “some level of understanding”. The study
is influenced by the values of the researcher, the
participants and the context, for “inquiry is value-
bound” [3].

3. Data Analysis

The researchers designed a questionnaire with
five semi-opened questions based on the topics
discussed in the training program by Canadian
trainers and Chinese trainees, such as a principal’s
role in student achievement and leadership
development. The participants of the study were
asked to answer these five questions with paper and
pens. And five participants among them voluntarily
accepted a face-to-face interview with the researcher
individually. Personal background of the participants
have been considered according to their school,
gender, age, and position, to see any influences to
their perceptions with these different factors.

3.1. Leading actions of a leader

The first question “how do you define leadership?
what kind of competencies consists of the leadership
of a Chinese principal? ” is a classical question in
leadership field. The purpose of the question is to
find out difference and similarity between
perceptions of Chinese principals and the Ontario
Principal Leadership Framework in terms of
leadership and competencies.

In Chinese language, the word “leadership”
expresses two meanings: first one means “leader”,
second one means “leading actions of a leader”. A
group of participants explained leadership with the
first meaning—as a leader, and considered a leader
as an organizer, a commander, a checker, and a
servant of a school. The other group stated
leadership with the second meaning—leading actions
of a leader, and defined leadership as actions of
leading, guiding and serving.

Concerning to  leadership  competencies,
participants put forward so many different
competencies from different levels and viewpoints,
such as abilities of predicting, arousing, decision-
making, organizing, implementing, collaborating,
communicating, studying, team-spirit, affinity,

perseverance, passion, devotion, and charm etc. But
participants didn’t logically and systematically
address leadership competencies in the manner of
sorting leadership competencies into three categories:
skills, knowledge and attitudes, which is used by the
Ontario Principal Leadership Framework.

However, almost all concepts and competencies,
which are mentioned in the Ontario Principal
Leadership Framework, also have been mentioned or
discussed in the participants’ questionnaires or
interviews. This means, from a theoretical level, the
perceptions and interpretations of Chinese principals
regarding to leadership and competencies are quite
similar with current western leadership theories, at
least with the Ontario Principal Leadership
Framework.

3.2. Leadership Competecy

As discussed above, theoretically, most of the
participants agreed with the Ontario Principal
Leadership Framework in terms of leadership
competencies. However, what are key leadership
competencies that are mostly valued in the
participants’ real situation? This personal question,
“what causes you a school principal? what kind of
leadership competencies do you possess or lack? ”
was designed to encourage participants to connect
themselves with leadership through a self-evaluation.

Generally, the participants have given higher-
level evaluation to themselves with regard to
leadership competencies, and considered that they
have possessed most leadership competencies. As
they sorted out causes that made them principals,
four factors stood out distinctively: excellent subject
teacher, devotion and diligence, good relationship
and coordinating ability.

However, as they discussed about lacked
leadership competencies, differences in their choices
showed out. Some participants emphasized lack of
educational theories; some thought their studying
and research abilities need to be improved; some
wanted to sharpen their communication skills; and
some wished to cultivate their innovating ability.

Among 40 participants, only 3 people are female
and are all vice principals. They showed similarities
in their perceptions that they lacked of courage and
confidence of controlling authority, creativity and
innovativeness. This kind of perceptions is quite
different from the male principals’ perceptions.
Concerning to gender, during the whole training
period, the researchers always heard inquiries from
the delegation members: why are there so many
female principals and vice principals in Canadian
schools? In this training program, among 81 trainees,
there are only 6 females, and only one of them is a
principal, the rest five are vice principals. Gender
balance looks like a very serious issue in Chinese
principals.

Canada International Conference on Education (CICE-2010) 97



3.3. Leadership Development

The purpose of this question “how to develop
leadership of a principal?” is to understand demands
of Chinese principals about leadership development,
so as to better design and organize future training
programs for them.

Most participants thought, leadership
development is a long-term and sustaining process,
which needs a principal to consciously and
consistently study, practice and reflect, to frequently
join various trainings and workshops, and to
effectively set up a principal evaluation system to
motivate them. Some participants suggested making
a principal development plan to promote principals’
self-improvement.  Some participants proposed to
draw ideas from Ontario’s Principal Qualification
Program to make principal position more
professionalized. Some participants also made
suggestions  to  strengthen  exchange  and
communication among principals in China, between
China and other countries, so as to learn from each
other.

3.4. The role of Chinese school principal in
student achievement

Based on the researchers’ judgment, to most
Chinese principals, the question “how do you think
the role of a Chinese school principal in a student
achievement?” is a very western-style question. In
Chinese culture, the role of a leader/principal is
usually connected with his/her organization/school,
just as a Chinese saying “a good principal is a good
school”. Normally the role of a principal is not
directly connected with a student achievement in
Chinese culture. Thus, the purpose of this question is
to challenge Chinese principals’ habit of thought by
borrowing the idea from the Ontario Principal
Leadership Framework—directly connecting the role
of a principal with student achievement. The
researchers hope, as the participants answer the
question, they should see clear individual faces of
his/her students, not just school buildings or blur
picture of a whole school student, or even exam
papers or test scores. 40 participants answered the
question from theoretical and actual point of views.

Most participants theoretically addressed their
opinions about the role of a Chinese principal in
student achievement from two levels. From
institutional level, many participants considered a
principal as an overall planner, a decision-maker, a
leader, a guide and a supervisor. Through various
schemes and plans of teacher development,
curriculum design, school administration, and school
culture development etc., a principal must lead
his/her school people toward the shared vision of all-

round and life-long development of each student in
school; a principal must design a implementation
plan for each student’s development and
achievement. From individual level, many
participants viewed a principal as the soul of a school,
a teacher of all teachers, a teacher and parents of
each student. He/she is a model to students and an
educator through a action or a word which will
change and influence student development
unobtrusively and imperceptibly.

From actual level, many participants discussed
whether Chinese principals actually play the
theoretical roles mentioned above and why. One
participant said: “In China, a principal is a general of
a school who has to take care of everything and who
spends most of energy and time not on students but
on external coordination.” Another participant said:
“Chinese principals play roles as a nanny and a
housekeeper. Under the administrative control of
government, a principal doesn’t have so much
autonomy of running a school. Under the pressure of
National Entrance College Examination (NECE), a
principal has to push teachers to take most time of
student to preparing for NECE. ” Many participants
pointed out, currently NECE is one of the most
important assessment indicators for school education
in China, which makes principals put too much
emphasis on examination-oriented education, and
pay less attention on student’s all-round development,
especially on those students who have difficulties in
learning. All participants agreed that principals
should care more about those students with academic
failures and difficulties, and let each student in
school taste success. They’ve already seen hopes
from the New Curriculum Reform, which is
currently carrying out in China to encourage teachers
and principals to pay more attention on individual
demand and individual development through various
changes in curriculum arrangement and teaching
methods.

3.5. Chinese and Canadian principals in
student achievement

The purpose of this question “what are
differences and similarities between Chinese
principals and Canadian principals in student
achievement?” is to help participants to clarify their
thoughts about the role of a principal in student
achievement through a comparative study with
Canadian principals as a reference. Participants
consumed most of their inks to answer this question.
With only three weeks’ observation and
communication, the perceptions of Chinese
principals to their Canadian colleagues cannot be one
hundred percent correct and overall. Furthermore,
with the limitations of time and language, many of
their perceptions and observations still stopped at the
theoretical level that the Ontario Principal
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Leadership Framework offered through the training
seminars. However, based on their rich experiences
and their acute insights, the perceptions, opinions,
and interpretations of the participants are meaningful
and worth to ponder over.

At the beginning, the participants took lots of
time and energy to address the differences of two
countries’ principals; they also discussed the related
causes. There are 8§ aspects of differences clarified by
the participants.

Firstly, unlike Canadian principal, Chinese
principal wears a strong executive color of
government officer, because a school in China is a
government-sponsored  institution,  which s
considered as an extension of government and is
strongly  controlled by local and national
governments. Comparing with their Canadian
colleagues, Chinese principals have less autonomy
over their school.

Secondly, unlike a strict and normative process of
appointing a Canadian principal with a professional
standard such as Ontario Principal Qualification
Program, Chinese principals are appointed directly
by executive orders of local government mostly
because of their excellent performances in teaching.
To a maximum extent, a Chinese principal is only
responsible for higher-ups. By the way, unlike
Canadian principals, Chinese principals get less
support from society and government and cannot
enjoy a supporting environment to run a school
together with communities.

Thirdly, unlike their Canadian colleagues who
can focus on education and school administration,
Chinese principals have to deal with too many
external interferes from governments and society. A
Canadian principal acts as a cultural man, an
academic person and an educator. But a Chinese
principal acts as a general manager, a government
officer and a diplomatist.

Fourthly, unlike a Canadian principal who can
practice his/her own education philosophy without
any pressures from student entrance rate to college, a
Chinese principal almost has no space to try his/her
own educational idea under such a heavy pressure of
National Entrance College Examination. Canadian
principals care about graduation rate much more,
differently Chinese principals emphasize too much
on student entrance rate to college.

Fifthly, Chinese principals joked themselves
under three mountains’ oppress: funding, security
and teaching quality. Raising-funds is a headache
and one of the most important things for a Chinese
principal to run a school. It not only relates with a
school’s fate, but also connects with staff salary and
welfare. So they teased themselves as CEO
principals. Relatively relaxed, Canadian principals
don’t need to care too much about funding. With
totally financial support from government and
legitimate autonomy, they focus on education quality

and security under supervision of school board and
community.

Sixthly, a principal or a vice principal in Canada
is a professional administrator who will focus on
administration without any teaching workload. A
principal or vice principal in China is an executive
position, an honor and a preferential treatment.
Besides carrying out all duties from this position, a
principal or a vice principal has to take teaching
workload, and also play other roles such as politician
and social activist with unlimited duties.

Seventhly, due to smaller size of school and
classes, Canadian principals take less work pressure
and enjoy more happiness and success from their
positions. But their Chinese colleagues have to deal
with much more seriously challenges from too
excessively enlarged school size, crowded classroom,
complicated relationships and multiple roles. They
have to endure and devote much more.

Eighthly, Comparing with their Canadian
colleagues, Chinese principals have to work longer
without regular weekends or holidays. And their
salary and welfare are much lower than their
Canadian colleagues.

On account of above differences, some
participants complained that it is difficult to be a
principal in China, it is even more difficult in China
to be a prominent principal. Finally some
participants pointed out, comparing Chinese
principals to Canadian principals, quantity of
external affairs taken by a principal causes a
significant difference in their job performances;
extent of social development and cultural
background cause differences in their education
philosophy and practice.

At last, the participants highly praised that both
principals of China and Canada have played
important roles in education development of their
countries with so many similarities: they take charge
of school administration; they try their best to
improve education quality; they have a full
responsibility to educate students; they are excellent
teachers with passion, persistence, devotion and
confidence towards education and students; they are
the soul of a school and shoulder with very heavy
pressures; they enjoy high respects and reputation
from society; they undertake the same missions on
behalf of the government and the nation to educate
the future citizens of the community, and on behalf
of the worldwide to cultivate the future human
beings equipped with international vision and
worldwide humanity. In a word, under the different
systems, principals of both China and Canada serve
the same purpose and strive for their missions in
their own appropriate ways.
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4. Conclusions

Through above five questions, Chinese principals
have presented out their perceptions, opinions, and
interpretations regarding to the role of principal and
leadership development orderly from theory to
practice, and a relatively real picture about a
principal’s role in a Chinese school can be clearly
sketched out. From this picture, a deeper
understanding about the role of a principal in China
can be acquired, and some suggestions and
comments from the researchers are presented here.

Regarding to the leadership and competency
theory, Chinese principals have exhibited their
administration and leadership knowledge. However,
their perceptions didn’t show a logical and
systematic understanding about leadership. A
leadership theory seminar is needed to help them
better understand leadership theoretically.

The participants had a high self-evaluation about
their own leadership, which have shown their
confidence for their position and their abilities.
However, from the lacked leadership competencies
clarified by themselves, such as education theory,
studying and research ability, communication skill,
and creativity, the researchers suggests that a
leadership competency training workshop focusing
on skill, knowledge, and attitudes, are very useful to
help them improve their leadership in practice.

From the delegation group structure, gender
imbalance is apparent. Female principals also show
no confidence in their leadership. Based on many
research results and the researchers’ judgment, in an
educational organization, gender balance is very
important. A female principal not only benefits
educational organization itself, also encourages
female staff, especially female students by playing a
good example. The researchers suggest that China
should learn from Canada and build up supporting
systems to encourage and train more female
principals with strong confidence.

Theoretically Chinese principals appreciate the
ideas of Ontario Principal Leadership Framework
that principal leadership is essential in improving
student achievement. However, in reality, Chinese
principals complain that National Entrance College
Examination has distorted the nature of education
and restricted principals’ capacity, excessive outside
interferences have influenced normal educational
sequences, and overmuch external coordination has
taken and wasted a principal’s time and energy,
which all result in less attention on student
achievement and all-round development. Thus, how
to play an effective role in student achievement, is
not just a principal’s duty. It is a systematic issue that
must get supports from the whole society, including
governments, schools, parents and community.
Without renovation and reform in concept, system,

and culture, there is no way to let a principal play an
effective role in student achievement.

The professionalization of principal position in
Canada impressed many participants. Setting up a
professionalized standard such as Ontario Principal
Qualification Program and strengthening related
trainings, might be a good way to improve leadership
of a principal in China.

While doing a comparative research about
leadership with different language and culture, the
researcher always feel not only doing research about
leadership but also about culture, tradition and
history. Leadership in different circumstances always
contains and reflects cultural and traditional factors
behind it, which cannot be explained and understood
easily.
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Abstract

Early Years Professional Status (EYPS) is a new
graduate-level, multidisciplinary status for work with
the birth to five age range in the UK. The aim is for
every day-care setting to be graduate-led by 2015. The
University of Northampton delivers five ‘pathways’ to
achieving the status depending on qualifications and
experience. The purpose of this paper is to explore the
challenges of professionalization of the workforce in a
sector that is characterised by low qualifications, low
pay and gendered perceptions of work roles and small
scale private, voluntary and independent settings. The
nationally designed ‘validation’ (assessment) process
is explained and a ‘capacity building’ approach to
implementation is presented. Finally alternative
models of professionalism are discussed and related to
the emergent identities of EYPs based on focus group
evidence and concerns raised about professional
isolation and long term sustainability.

1. Introduction

Until the late 1990s the UK was characterised by
low investment in Early Years’ services, low
qualifications amongst nursery staff and poor pay and
conditions outside of the relatively small proportion of
nursery classes attached to maintained schools [16].
The incoming Labour government of 1997 put
expanding childcare at the heart of its agenda, largely
as part of an anti-poverty strategy that saw female
employment as a way of reducing child poverty for
low-wage families and single parents. At the same
time Sure Start was established to set up a network of
local programmes providing a range of services for
children under five and their families in the most
disadvantaged areas of England. This had some
similarities to the American Head Start compensatory
education programme but there were also important
differences. For example, Sure Start local programmes
had a particular focus on under threes and their
families and did not automatically provide daycare
facilities. They were encouraged to seek the views of
the local community and respond to local need, and, in
order to avoid stigmatisation, the services that they

offered were to be universally accessible within the
neighbourhood rather than targeted at those most in
need [14].

In 2004 a national childcare strategy was launched
which included a commitment to free nursery
education places for all three and four year olds
(though not necessarily in schools) and a range of
incentives for increasing childcare availability through
the Private, Voluntary and Independent (PVI) sector
was introduced [10]. The target was for one million
additional daycare places to be created but the
government was under increasing criticism for a
strategy that seemed to be ‘never mind the quality —
feel the width’. In 2001 Ofsted (Office for Standards
in Education) had taken over the regulation and
inspection of early years services in England from 150
different local authorities and for the first time imposed
qualification requirements for those in charge of
settings alongside national minimum standards for
daycare [17]. However, the requirement was set at a
level 3 National Vocational Qualification (broadly
secondary school exit level).

In 2003 the first important findings from a major
longitudinal study of the Effectiveness of Pre-School
Provision (EPPE) were published [19]. These showed
clearly for the first time in a UK context that the
quality of outcomes for children was closely related to
the quality of early educational experiences provided.
Moreover, that the effects were more extreme on
children from disadvantaged backgrounds such that,
without high quality input, children starting off with
broadly the same educational potential quickly
diverged according to social class. Not surprisingly
perhaps, EPPE also found that the quality of early
years’ provision in turn was highly dependent on the
qualifications of staff, in particular whether or not the
leader of the setting held a graduate level qualification
— normally meaning qualified teacher status.

The Children Act of 2004 established the
Children’s Workforce Development Council (CWDC)
and charged them with developing a workforce
strategy to upskill the whole of the children’s
workforce. The initial consultations around the
development of a workforce strategy were heavily
influenced by the EPPE findings and first mooted the
idea of universal graduate leadership for early years’
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services [3]. Unlike New Zealand where a ‘new
teacher” model has been implemented, the UK
government (and more specifically England) looked to
the European tradition of social pedagogues for
inspiration [18]. By 2006 the Children’s Workforce
Strategy [4] confirmed that government had opted for a
new form of multi-disciplinary graduate professional
for the PVI sector, trained in all aspects of health, care
and educational development and capable of working
across the birth to five age range. This contrasts
sharply with Early Years Teachers whose training in
the UK is across the 3 to 8 age range and whose
primary focus is mainly on educational achievement
[2]. Early Years Professionals were to have a status
broadly equivalent to teachers, but, without the
nationally recognised pay, terms and conditions and
career structures of the teaching profession [12].

2. The design of Early Years Professional
Status (EYPS)

Early Years Professional Status was to be awarded
by the CWDC after validation using a centrally devised
and tightly prescribed process in relation to 39 national
standards. At the same time the curriculum frameworks
for young children were undergoing major reform. The
Childcare Act 2006 effectively abolished the
distinction between care and education for young
children and paved the way for the introduction of a
new Early Years Foundation Stage curriculum (DfES
2007) for the birth to five age range by September
2008 which applied to all care and education settings
including nursery and reception classes in schools. The
government also set a target of an EYP in every PVI
daycare centre by 2015 whose main purpose was to be
a ‘change agent’ driving practice improvement and
able to:

‘... lead practice in the Early Years Foundation
Stage (EYFS), support and mentor other practitioners
and model the skills and behaviours that safeguard and
promote good outcomes for children’ [1]

The University of Northampton was one of 11
education and training providers selected to pilot the
validation process for the new award in Autumn 2006
[6] and became an ‘Approved Provider’ delivering four
different pathways to achieving EYP status from
January 2007 (a fifth undergraduate pathway has since
been added). The University of Northampton had
already decided to work with and through local
authorities, seven of whom from across the East
Midlands of England are represented on its Steering
Group. The model adopted was one of ‘capacity
building’ so some local authority advisory staff, who
visit and advise PVIs in the course of their work, were
trained to be assessors in the first wave. Later, those
who had achieved EYP status themselves were

encouraged to become assessors and mentors for the
subsequent cohorts. At the time of writing, nearly 30%
of our EYPS assessors and mentors for the University
of Northampton are graduates of our own EYP
programme who continue to work in settings
throughout the East Midlands.

The EYPS pathways are designed to meet the needs
of different practitioners depending on previous
qualifications and experience.

1. The Validation pathway (4 months) is
designed for graduates with a relevant degree and
recent experience, including at a supervisory or
leadership level, across the whole of the birth to five
age range. In such cases, no additional education or
training is deemed necessary and the early years’
practitioner just undertakes four days of preparation for
the different elements of assessment. These include an
initial  half day ‘Gateway’  assessment of
communication, leadership and decision-making skills
modelled on a management assessment centre
experience. This is followed by submission of seven
prescribed tasks based on day-to-day practice and
demonstrating knowledge and competence in relation
to each of babies, toddlers and pre-school children. The
final component of assessment is a full-day setting visit
during which evidence is observed and witnesses are
interviewed.  The education and training of all
candidates culminates in this same validation process
and the candidate files and assessor judgements are
subject to a national system of external moderation.

2. The Short pathway (6 months) is designed
for graduates with a relevant degree but some gaps in
their training or experience. Typically nursery and
primary qualified teachers whose training does not
encompass care and education of children under three.

3.  The Long pathway (15 months) is primarily
designed for those with a vocationally related
Foundation Degree in Early Years (240 credits or HE
Diploma level) who need to ‘top-up’ with a minimum
of a further 60 credits for an Ordinary Degree or 120
credits for an Honours degree before being eligible to
undergo EYPS validation.

4.  The Full time training pathway (12 months
full time) is similar in structure to a post-graduate
teacher training course comprising 18 weeks of
intensive education/ training and 18 weeks of
placements and is designed for new graduates with
relatively little relevant knowledge or experience and
for career changers.

5. The fifth pathway (18 months-2 years) was
introduced, following a brief pilot phase, in October
2009 and provides a professional practice route
through the third year of the BA Hons Early Childhood
Studies leading, after graduation, onto a final extended
professional development stage based on placements or
work experience.
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3. The challenges of implementing EYPS

When EYPS was first introduced the vast majority
of the early years workforce were qualified to level 2
(lower secondary) or 3 (upper secondary levels) with
very few other than teachers in schools holding degree
level qualifications. The target of achieving graduate
leadership of all 15,000 daycare and children’s centres
by 2015 was hence extremely ambitious. The
challenge was not just individual professional
development on a massive scale, but one of
professionalization of the workforce as a whole.

As Oberhaumer [15] has argued:

‘Professionalism is a situated concept, embedded —
like our understanding of children and childhood —
within specific historical, socio-cultural,
organisational, economic and political contexts’

EYPS was a new status and the role of EYP did not
exist previously so there was no existing professional
group to identify with. A fully fledged graduate
profession has taken teachers more than 50 years to
achieve in the UK - progressing from largely
unqualified teachers pre-war, through Certificate of
Education and Diploma requirements and finally to a
graduate only training programme in the 1970-80s. The
early years’ sector was being asked to make this
transformation in less than 10 years. More
significantly, the institutions involved were not state
maintained schools with relatively standard classrooms
and facilities and common terms and conditions of
service, but small scale, dispersed and highly varied
PVI settings (from community-run play groups in
church halls to private day nurseries with new purpose
built buildings or formal nursery units attached to
independent schools) over which the government had
little control. In order to ‘incentivise’ the PVI sector
towards professionalization the government initially
invested £250 million over three years in a
Transformation Fund (later known as the Graduate
Leader Fund) to be administered by Local Authorities.
This ‘carrot’ would provide up to £5,000 per annum
for settings to recruit a graduate, to grow their own
staff into graduates, to retain graduates through pay
enhancement and to support the training and
development of other non-graduate staff in the setting.
Nevertheless, it can still be argued that the government
was trying to professionalize the workforce on the
cheap because, unlike New Zealand, it shied away
from making EYPs truly equivalent to teachers by
establishing them on professional terms and conditions
of employment. In addition, in order to meet its agenda
for the affordability of childcare, the government
capped the fees of all settings in receipt of funding for
free nursery education places for three and four year
olds making it difficult for the majority of settings to

recoup graduate-level wages from fee increases even in
the more prosperous areas, whereas in poor areas
demand-side subsidy in the form of the childcare
element of Working Tax Credit is poorly understood
and has low take-up. These factors, together with the
current financial climate of cuts in all bar the most
essential  services, threatens the  long-term
sustainability of employing graduates in PVI daycare
settings. Of course, up the other sleeve the government
has a stick in the form of regulatory requirements that
can be enforced through Ofsted. Post 2015 it is widely
expected that the qualification requirements for
registration of daycare settings will be changed to
include at least one graduate EYP on the staff and that
the bar will be raised for all other staff such that a level
3 qualification will become the norm [11].

Another important factor for which, in the absence
of the outcomes of large scale evaluative studies that
are now ongoing, evidence to date is largely anecdotal,
is the level of resentment of EYPS from long serving
staff. These are managers and leaders of settings who
lacked educational opportunity in their youth or were
failed by the education system and now feel their years
of experience to be devalued by the advent of graduate
level qualifications to which they have never aspired
and for whom opportunity has come too late. This
resentment sometimes spills over into their treatment
of aspiring graduates and EYP students on placement.
This is well illustrated by a quote from a focus group
of students which is the subject of discussion later in
this paper.

“In most of the private day nurseries it’s so difficult
to bring about...change because most of them I swear
don’t want it... it’s like you were coming in to disrupt
the other team.” Fulll.229

It has been suggested elsewhere [7] that the CWDC
could have helped avoid this situation by recognition
of a ‘grandmother principle’ through which the most
experienced existing practitioners might have gained
EYPS status (in the absence of an academic degree)
through a system of Accreditation of Prior Experiential
Learning based on a portfolio of evidence of their life’s
work. It is not unusual during the creation of new
professions for such systems to be put in place for a
short period and then phased out as full education and
training requirements become widely established (for
example, Higher Education Academy membership in
the UK).

4. EYP roles and identity

Just over three years into the implementation of
EYPS some 4,000 candidates have achieved the status
in the UK (250 through the University of
Northampton) and a further 3,000 are currently
undergoing training. The pace of achievement of the
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status is speeding up now that large numbers of
practitioners are starting to graduate from the work-
based Foundation Degrees in Early Years and the
project on course for achieving the target of 20,000
EYPs by 2015. However, there are still a number of
questions and concerns surrounding the status. First
and foremost of which is what difference does the
status make? This question can be considered on a
number of levels. At one level, a large scale impact
evaluation, funded by the CWDC, is being carried out
nationally by Wolverhampton University and is due to
report at the end of 2010. On another level, it is
possible to ask on a small scale whether or not having
EYP status has made any difference to the lives of
experienced practitioners and whether a distinctive
EYP role and identity can be identified or is emerging.

This latter was the subject of a small scale
qualitative study based on five hour-long focus groups
involving (a) experienced practitioners who had
become EYPs in the first wave, (b) students at the end
of the Full-time training pathway who were about to
become EYPs and (c) workforce development officers
from Local Authorities whose job it is to ensure an
EYP in every daycare setting in line with government
strategy [9]. A standard set of questions were posed to
structure the discussion:

e What do you see as the core role of an EYP?
e How does the EYP role differ from that of other

EY practitioners?

e How does the EYP role differ from that of other
professionals?

e What does being an EYP mean to you personally?

e Any other issues that you want to discuss?

The focus group discussions were carried out in
June — July 2009. Recordings were transcribed and a
simple thematic approach taken to analysis.

The first main finding was that, although students,
practitioners and work-force development officers
could all articulate the role expectations set down by
the CWDC, a distinct role of EYP did not as yet exist.

“I don’t think in the work place there is an EYP
role ..well it’s not advertised...it’s always nursery
nurse, head of room like” (fulll.70)

“I don’t think it’s that distinct yet, is it? ... because
even within our network, we’ve all got such different
roles ...if we're managing a setting, there’s other
people who are managing settings who are not EYPs
and, if it’s your own business - there’s lots of business
people who are not even Early Years people running
this.” (1eic3.267)

“I mean in lots of ways the role’s still emerging,
isn’t it? You know, it’s evolving.” (leic3.1879)

Students particularly found this lack of a distinct
role and identity frustrating.

“With teachers when they are training they are not
classed as students, they are classed as trainee

teachers, yeah... just the terminology is completely
different...we are not trainee professionals, we are
students.” (full1.896)

“..isn’t that because everyone knows what a
teacher is trying to do... whereas people go ‘what is an
EYP?’” (full1.909)

“Like you say, there’s not many people at the
moment that even know what an EYP is.” (fulll.224)

The second main finding was that students and
experienced EYPs appeared to be operating according
to different models of professionalism. Students
appeared to adhere to what might be described as a
managerial/technical model that prescribes standards
and outcomes and sees EYPs, or indeed teachers to
whom Moss would argue this also applies within
current government policy, as °‘...technicians trained
in right answers, not professionals trained to reflect
and question.” [13]. This can be illustrated by the
following quotes from the Full-time training group:

“Somebody who leads and supports all of them and
tries to change, I mean practice, by being a good role
model, and observing to see if there are areas you can
change really” (full2.58)

“After reading guidance, because I believe in, you
know, in doing things by the book, my role includes, 1
mean, leading and supporting, changing situations,
you know, so that’s what I'm going to be doing”
(Full2.206)

Experienced practitioners, on the other hand,
tended towards what Oberhuemer describes as a
democratic professionalism model ‘...based on
participatory relationships and alliances between
professionals and other stakeholders’ [15]. Their
discussions emphasized personal responsibility for
quality and continuous evaluation and improvement
but also the importance of inspirational leadership and
empowerment of others:

“I think an EYP is someone who is really
passionate about their work. Who’s got completely,
utterly interested in early years and improving the
quality of it all the time” (82)

“I suppose what we re really saying is that an EYP
is someone who is always self-evaluating and looking
to move forward, aren’t they? And being open to new
ideas” (138)

“To me it’s more of an equipping role — to help
people emerge as being really excellent in this field...
you've got to get them fto value themselves
first”(leics3.1979)

“So it’s an inspirational role” (460)

“Yes...To try and allow people to value themselves
enough to say ‘actually I want to go on that training
because I want to better myself’, not because I've been
told to do so” (leics3.1992)

“..and it’s empowering other practitioners to
move forward” (503)
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The experienced EYPs also demonstrated
professional autonomy and a mature democratic
professionalism through their confidence to question
and challenge practice and directives. This is well
illustrated by what they said.

“You need to know what the benefits of change
might be ...I think it is important to have the
confidence to say ‘well, I'm not going to have this just
because I've been told to have this’ ...’ will decide to
have this on the basis of...”” (Leics3.2351)

“I've done exactly the same. I've had things thrown
at me from the improvement advisers... and I said ‘I'm
not going to because I believe this is about our ethos,
this is what I believe about the children that we have
here and we do this for a reason” (leics3.2366)

In contrast the student/ trainees, perhaps not
surprisingly, lacked this self confidence and felt that
authority to challenge and change came from
appointed positions in the hierarchy.

“It’s like if the manager says something you have
to do it because she’s the manager whether you fully
agree with it or not. Whereas if you haven'’t got that
status kind of thing then it’s hard ... they can still turn
round and say no” (fulll.429)

5. Conclusion

The introduction of EYPS is still less than four
years old and this small scale study shows that as yet
there is no clear role, identity or recognition associated
with the new status. The differences in the models of
professionalism adopted by students and experienced
EYPs could just be put down to confidence that comes
with experience and with fully internalising the
knowledge and values of professional training.
Certainly the experienced EYPs in this small sample
admitted that they had been surprised themselves with
the impact that the professional updating and
validation process had achieved.

“Before I  was  reluctant..to  progress
professionally, I think really because I was in my
comfort zone and very happy..It was actually
probably the research part of it and the actual writing
the assignments...it brought this knowledge and sort
of, like you say, consolidated why I'm doing this.”
(leic3.308)

What is also evident from the increasing number
who are now active in local networks and who
continue to engage with the University as mentors and
assessors or through open lectures and conference
attendance, is how much EYPs value the chance to
meet and to discuss their work with like-minded
individuals. Unlike teachers, the vast majority of
EYPs work in small scale, isolated, PVI settings in
which they are the only person qualified to graduate
level. Membership of a community of practice can

only be achieved by looking outside the setting and
networking with others. Without moral support and
intellectual stimulation from outside, newly qualified
EYPs will inevitably become isolated and may find it
hard to sustain enthusiasm for continuous
improvement. The long term success of the
implementation of EYPS in raising standards in the
PVI sector may, therefore, be as dependent on
consolidating professional identity and building
support networks as it is on solving the financial
problem of sustainability of graduate level salaries.
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Abstract

Student’s perceptions surveys of university
course experiences and learning environments has
been part of quality evaluation in higher education
in Australia and UK for the purpose of
accountability, learning improvements or both. In
Nigeria, it has not been so and so this article
describes a research about the student’s evaluation
of the quality of their course experiences and
learning environment in the universities. The article
examines the factor structure of a modified student’s
course experience questionnaire (SCEQ) in Nigeria
and investigates the similarities and differences in
student’s perceptions across different variables. It is
based on a survey of 3,400 undergraduate students
of all levels from five degree courses in faculty of
sciences of 17 universities in Nigeria. Findings from
exploratory factor analysis supports the scale
structure of the nine subscales of a modified version
of SCEQ (good teaching, clear goals, course level
materials and resources, emphasis on independence,
appropriate workload, appropriate assessment,
surface learning strategy, deep learning strategy and
generic skills). This study could provide a basis for
gender, degree courses, level of study, cross
university, and international benchmarking. While
there was variation of student’s perception across
many variables, students who perceived their courses
and learning environment most favorably adopted a
deep learning strategy, acquired better generic skills
and were most satisfied with their courses as shown
by correlation analysis. This information could be
useful in informing the design of degree course-
specific programs.

1. Introduction

Within the Nigerian higher education system, a
considerable amount of time, resources and energy is
being spent on universities academic programme
accreditation periodically. Evaluators of university
programmes sent by the National University
Commission (NUC) go round all the Nigerian
universities in order to evaluate the quality of
programmes run within the universities as part of
quality evaluation of higher education in Nigeria [1].
Programmes are evaluated and scored based on the
following criteria: staffing (32 points), academic
content (23 points), physical facilities (25 points),

library (12 points), funding, (5 points), employer’s
rating (3 points). From the criteria mentioned above,
none focuses on the student’s legitimate voices and
no attention is being given to the student’s
perception of the quality of their course experiences
and learning environment in these universities.
Moreover, the results of these accreditation exercises
were merely used for university rankings purposes
only, which most often does not translate to quality
programme, quality course experience, quality
assessment procedures and quality learning
improvement across these universities [2].

In contrast, universities around the world are
exploring the wuse of teaching and learning
performance indicators that solicits for student’s
perceptions about the quality of aspects of their
course  experiences, teaching and learning
environment for performance — based funding,
learning improvements and for benchmarking
purposes [3], [4], [5] and [8]. For example in
countries like Australia, the Graduate Career Council
of Australia has since 1993 included the Course
Experience Questionnaire (CEQ) as part of its annual
Graduate Destination Survey for the improvement of
the quality of teaching in the Australian higher
education sector and even UK has also developed a
similar national survey [6], [7]. Apart from these, the
results of the CEQ are used widely by a range of
stake  holders, including the  Australian
Commonwealth Government, researchers in higher
education, prospective students and tertiary
institutions via the Good Universities.

Perusing through bulk of research done in the
area of quality evaluation in higher education in
Nigeria, very few solicited for the perception of
students on issues of quality in higher education and
even among the few; only a very negligible number
did an extensive quantitative work in the area of
quality evaluation of teaching and learning
environment in higher education in Nigeria [14]. In
view of the above, this study tries to address this
problem by entirely soliciting for the student’s
perception of the quality of aspects of their course
experiences and learning environment, using the
Student Course Experience Questionnaire (SCEQ)
which we developed according to the style of
questions found by researchers with the view of
examining the factor structure of a modified version
of the SCEQ and exploring variations and
similarities of student’s perceptions across type of
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university, university generation, level of study,
degree course of study and gender [6], [7], [10]. The
study will also demonstrate the link between the
student’s perception of the quality of aspects of their
course experiences and learning environments with
their learning strategy, skills acquired and their
general satisfaction with their courses.

2. Student’s perception of quality of
course  experiences and  learning
environment

Student perception studies are intended to be
used as an indicative source of information about the
student’s experience from their own perspective and
judgment. Being active beneficiaries of the teaching
and learning that goes on in the university system,
their opinion about the quality of their experiences
and learning environment on which they are validly
able to comment on provides insights as to how and
where to improve the quality of courses and learning
environment in higher education system. Most recent
researchers in the area of student evaluation of
quality in higher education have focused on student’s
perceptions of course experiences and learning
environment across their entire degree and how these
perceptions are related to approaches to study and
subsequent learning outcomes. For example, the
CEQ is derived from the student learning framework,
which holds that student’s approaches to study are
contingent upon both their prior experiences of
teaching and learning and their perception of current
learning context, in turn affecting learning outcomes
[8], [9]. The CEQ assess a range of graduate’s
perceptions related to teaching and learning as well
as overall satisfaction as validity in a variety of
settings. [10], [11].

Similarly, the Student Course Experience
Questionnaire (SCEQ) [8] and [12] focuses on
current students not graduates and sought to establish
inter-rater agreement within faculties for each of the
SCEQ scales, justifying aggregation of lower level
scores to represent scores at the higher level; thereby
making the SCEQ scales to be used as performance
indicators of undergraduate teaching quality at the
faculty level. Ginns et al. also noted that the SCEQ
replicated the factor structure of the CEQ showing
that the SCEQ has a clear, interpretable factor
structure for undergraduate students [8].

On a general note, most studies using the Student
Course Experience Questionnaire (SCEQ) focus on
the student’s perception of the quality of teaching,
clarity of goals and standards, appropriate workload,
appropriate assessment, independence, and generic
skills; and how these perceptions relate subsequently
to the student’s approaches to learning. Students
have been shown to adopt either a surface approach
to study (focusing on short term reproduction) or a

deep approach to study (focusing on longer term
understanding) [9].

There is a substantial body of literature confirming
the factor structure of both the CEQ and SCEQ
within teaching and learning context in the west [6],
[7], [10] and [15] and the scales used by [16]
collectively defined a single higher-order factor that
could be interpreted as a measure of perceived
academic quality. The CEQ and SCEQ has been used
has been used within the context of perceived
academic quality for benchmarking, as a
performance indicator, for summative funding and
formative purposes [8]. It has also been used by
individual universities to formatively evaluate and
improve their undergraduate programs [5] and
because there is evidence showing that students are
best placed to evaluate many aspects of teaching and
learning, and their own ratings are valid,
multidimensional and reliable [17], student course
experience can be considered to be quite strongly
related to qualities of the actual study context.

3. Methodology

3.1. Sample

The Nigerian university system is categorized in
to three types (private, state and federal universities)
and in to five generations (1%, 2™, 3", 4™ and 5™
generations). 3,400 questionnaires were randomly
administered to undergraduate students of the faculty
of sciences in five degree courses at all levels (1%, 2™
3™ and 4™ level) [1], [2]. The survey covered 17 out
of 92 (18.5%) Nigerian universities representing the
six geo-political zones of Nigeria in the period April-
July, 2008; which marks the end of the 2007/2008
session in the Nigerian higher education system. A
total of 2,221 usable responses (response rate of
65.3%) were obtained, and a minimum institutional
response rate of 30% was also achieved. The whole
survey comprised of 41.7% and 32.6% male and
female response rate respectively. The university
type response rate stood approximately at 7.4% for
private universities, 22.4% for state universities and
35.6% for federal universities. 9.5% of the responses
came from first year level students, 13.4% from the
second year level students, 20.9% from the third year
level students and 21.6% from the final year
students. Course response rate were, 22.4% for
chemical sciences, 15.5% for biological sciences,
9.8% for computer sciences, 16.7% for mathematical
sciences and 0.9% for “others”. Finally, 9.6%
responses were for 1 generation universities, 18.4%
for 2™, 18.1% for 3, 11.9% for 4" and 7.3% for 5"
generation universities.
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3.2. Data collection and instruments

The modified SCEQ was available in paper
version and was made up of 61 items corresponding
to good teaching, clear goals, course level materials
and resources, independence, appropriate workload,
appropriate assessment, surface learning strategy,
deep learning strategy, generic skills and the last
item measures the general satisfaction of student
with their degree courses. The students responded to
each of the 61 items by indicating their agreement or
disagreement with a particular statement along a 5-
point scale. (1 = strongly agree to 5 = strongly
disagree). Prior to the data collection for this study,
the modified SCEQ was piloted among
undergraduate students who came from different
degree courses in the faculty of sciences of two
universities in Nigeria. The items were slightly
modified to fit in to the Nigerian context and the
choice of the faculty of sciences was as a result of its
common structure in all the selected universities in
the sample as this will enable comparisons.
Responses to negative items in the modified SCEQ
were reversed before analysis. Additional data that
provided some background information on the
participants were also gathered.

4. Analysis of findings

Exploratory Factor Analysis (EFA) using SPSS
13.0 was used to test the structure of the first 60
SCEQ items. This included reliability analysis of
each of the SCEQ scales using Cronbach’s alpha
coefficient in order to determine the internal
consistency of the scales. The EFA was conducted
using principal components factor analysis (PCFA)
with varimax rotation. The choice of principal
component factor analysis provided a basis for direct
comparison with the pilot study and with those from
1992 to 1994 student samples [6], [7]. The varimax
method of rotation is recommended where items are
assumed to be correlated with each other. Given the
evidence of positive and moderate inter-correlations
demonstrated between the CEQ scales, a varimax
rotation was deemed fit for the analysis of this study
and a combination of the scree test and the
eigenvalue >1 rule were used for determining the
appropriate number of factors to be extracted. Factor
loadings of 0.3 and above were selected for
interpretations. Results from the reliability analysis
of the scale of this study were compared with those
from [6] and [7]. Results of the PCFA with varimax
rotation method of the first 60-item produced a very
stable and virtually 9 factor solution which
accounted for 57.6% of the variance. Two items of
good teaching cross loaded on generic skills and one
on course level materials and resources, while one
item of the course level materials and resource cross

loaded on emphasis on independence. One item of
surface learning strategy cross loaded on appropriate
assessment and one item of clear goals and standards
cross loaded on good teaching. One item of
appropriate workload cross loaded on emphasis on
independence and one item of deep learning
strategies cross loaded on generic skills. One item
each of emphasis on independence cross loaded on
good teaching and generic skills respectively.
Finally, one item of appropriate assessment loaded
on surface learning strategies. (Table of PCFA
results and a copy of the modified SCEQ is not
included because of lack of space, but can be sent on
request). Results of reliability analysis shows more
convincing evidence of stability of the modified
SCEQ used in this study when compared with those
from Ramsden [6] and with those from 1992 to 1994
student samples of Wilson et al. [7] (see Table 1).
Descriptive statistics and analysis of variance
(ANOVA) were conducted at different levels of
aggregation in order to examine the extent to which
it revealed differences or degree of variation in
student’s perception of the quality of aspects of their
degree courses and learning environment across
different comparative groups. Significant variations
in student’s perceptions that revealed important
patterns in student’s perceptions were seen across the
university types, university generations and degree
courses, level of study and gender in almost all the
sub-scale of the modified SCEQ. (Table of results
not included here because they are many, but can be
sent on request).

Correlation analysis was conducted between
student’s perception (measured by the sub-scales of
the SCEQ) and reported learning strategies
(measured by the surface and deep learning strategy
sub-scales of the SCEQ) with results revealing two
dimensions; one dimension significantly relating
some of the SCEQ sub-scales positively to deep
learning  strategy and the other dimension
significantly relating some of the SCEQ sub-scales
negatively to surface learning strategy. The obtained
results obtained were compared with the 1993
sample (see Table 2). The result of correlation
between student’s perception and generic skills
revealed strong significant positive correlation in
almost all the SCEQ sub-scales and is being
compared with other results (see Table 3). Similarly,
correlation between student’s perception and
student’s satisfaction with their degree courses
(measured by the last item of the SCEQ) showed
significant positive correlation as is being compared
(See Table 4).
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Table 1. Cronbach’s Alpha Coefficient for the present study compared with those from Ramsden

CEQ scale
Clear goals
Course resources and
facilities
Good teaching
Emphasis on
independence
Appropriate workload
Appropriate
assessment
Surface learning
Deep learning
Generic skills

Wilson et al., (1997)

Ramsden 1993 1994 1992
(1991) student student student
sample sample sample

0.80 0.82 0.82 0.76

0.87 0.86 0.88 0.88

0.72 0.68 0.67 -

0.77 0.75 0.74 0.69

0.71 0.74 0.73 0.70

- - - 0.69

- - - 0.67

- 0.80 0.79 0.77

Present study

0.72
0.73

0.85
0.61

0.79
0.65

0.75
0.73
0.88

Table 2. Correlations between learning strategies and student’s perception of quality

Surface learning strategy

Deep learning strategy

Sub-scales of Course Experience Trigwell Wilson Present Trigwell Wilson et.al., Present
Instrument &Prosser, et.al., (1993 Study &Prosser , (1993 Study
(1991) student (1991) student
sample) sample)
Clear Goals -0.24 -0.29 -0.26%* 0.10 0.12 0.41%*
Course Level Resources - - -0.07%* - - 0.07**
Good Teaching -0.10 -0.34 -0.29%** 0.15 0.24 0.43%*
Emphasis on Independence -0.27 -0.29 -0.19%** 0.02 0.19 0.05%*
Appropriate Workload -0.45 -0.48 -0.35%* 0.04 0.07 0.04*
Appropriate Assessment -0.43 -0.47 -0.51%* 0.17 0.21 0.01
Generic Skills - -0.20 -0.10** - 0.37 0.62%*

n =2,221; ** correlation is significant at 0.01 level; * correlation is significant at 0.05 (2-tailed).
Correlations > 0.20 are used for interpretations of results.

Table 3. Correlations between generic skills and student’s perception of quality of course experiences
and learning environments compared with results from Wilson et al.

Generic skills
Sub-scales of Course Experience Wilson et.al., (1993 Wilson et.al., (1994 Wilson et.al., (1992

Instrument student sample) student sample) graduate sample) Present study

Clear Goals 0.33 0.30 0.29 0.51**

Course Level Resources - - - 0.14**

Good Teaching 0.46 0.48 0.40 0.55%*

Emphasis on Independence 0.41 0.40 - 0.12%*

Appropriate Workload 0.16 0.15 0.02 0.10%*

Appropriate Assessment 0.35 0.37 0.20 -0.08**

n =2,221; ** correlation is significant at 0.01 level, Correlations > 0.20 are used for interpretations of results

Table 4. Correlations between General Satisfaction with Course and the Sub-scales of the Course Experience
Instrument compared with results from Wilson et al.

General Satisfaction with course
Sub-scales of Course Experience Wilson et.al., (1993 student Wilson et.al., (1994 student Wilson et.al., (1992 graduate

Instrument sample) sample) sample) Present study

Clear Goals 0.55 0.55 0.50 0.42%*

Course Level Resources - - - 0.24**

Good Teaching 0.64 0.64 0.63 0.47%*

Emphasis on Independence 0.54 0.51 - 0.11%*

Appropriate Workload 0.33 0.36 0.17 0.14**

Appropriate Assessment 0.47 041 0.33 -0.12%*

Generic Skills 0.50 0.51 0.47 0.66**
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5. Discussion

Indicators of the quality of teaching and learning
in higher education are constantly sought for by
government, employers and the public for
accountability and the demand for quality outcomes
[4], [5], [8], [15] and [16]. One of such quality
outcomes demanded is that students are adopting
deeper learning strategies for a better overall learning
experience. Knowing the contribution that student’s
perception of the quality of their course experience
and learning environment can make on learning
strategies, which in-turn improves their learning
outcomes; it became important that such studies as
this should also be conducted in a non-western
context such as Nigeria. Findings provided support
for the scale structure with Nigerian undergraduate
students regardless of university type, university
generation, degree courses, level of study and
gender. Reliability coefficients of the scales of the
modified SCEQ were consistent when compared
with those from Wilson et al. and Ramsden [6], [7].
Although the PCFA showed that the 61 SCEQ items
cross loaded on scales other than their hypothetical
scales, such cross loadings were more from the good
teaching scale, a pattern seen in previous studies.
Hence, the modified SCEQ is applicable for use with
Nigerian undergraduate students.

An investigation of the variation of student’s
perception of quality of their course experiences and
learning environment across comparative groups
revealed some interesting results, among which a
significant variation is revealed in all the SCEQ
scales across university type and university
generation. It has been revealed that students from
the private type and 5" generation universities
perceived the quality of their course experiences and
learning environments in more scales than any of
other type or generation of university. This result,
though in the Nigerian context, is in resonance with
the results found by Ramsden [6] and Richardson
[10] where they proved and concluded that
departments teaching degree in the same subject in
different institutions of higher education would vary
in the quality of their experiences and learning
environments. With reference to the variation across
level of study, though this is a situation that is
peculiar to this study only, yet we can deduce some
important results that could be further elaborated in
future studies. In studies like this we must expect
variation in student’s evaluation of the quality of
their courses and learning environments across levels
of their studies. Student’s of higher levels are
expected to perceive their course experiences and
learning environment better than students of lower
levels, since they have been longer in the system
than those in levels below them. Results from this
study therefore supported this expectation and those
students from the final year level of studies evaluated

better five sub-scales (clear goals, good teaching,
appropriate workload, deep learning strategy and
generic skills) out of the nine sub-scales of the
instrument of this study while students from the first
year level of studies perceived better four out of the
same nine sub-scales (course level resource and
facilities, emphasis on independence, appropriate
assessment and surface learning strategy. Some
interesting results to note here is, because the first
year level students are new to the university system,
they perceived the adoption of a surface learning
strategy better than students from other levels of
studies. On the other hand, because the final year
students have been in the university system for some
considerable number of years, they perceived clarity
of goal and the adoption of a deep learning strategy
better than those from the other levels of studies. The
two intermediate levels of studies did not evaluate
any sub-scale better than the other levels. The
evaluation of the sub-scales is distributed between
the two extremes. These two extreme distributions
suggests that at the port of entry in to the university
system, the student’s perception of the quality of
their courses is bound to be shallow due to a little
understanding of the system at such stage, but as
they advance in level of studies their perception
about same aspects begins to change to a deeper one
because they must have gained a better
understanding of the system than when they began.
This observation can as well be a basis for future
research in to the ability of the Student Course
Evaluation Questionnaire (SCEQ) to provide
information about change or stability in student’s
perception of the quality of their courses and
learning environment over time when a cohort of
students is being considered from the first level of
studies to the final level of studies in an institution.
There existed no significant variations across gender
in all the sub-scales except for the appropriate
assessment and the surface learning strategy. This
could be ascribed to the fact that variation in the
appropriate assessment and learning strategy across
gender depends on the approach of an individual to
them. The way a female student adopts a learning
strategy and approaches examinations is certainly
quite different from the way a male student will.
Moreover, there have been records of gender
disparity in many aspects of higher education in
Nigeria. For example, in the aspect of accessibility
and equity in higher education; there has been a
standing gap between the male and the female
students. Therefore in most of the higher institutions
like the wuniversities, there 1is more male
representation than the females and this can surely
affect and cause variation in any evaluation that is
gender oriented in the Nigeria’s university system.
An interesting finding of the correlation between
student’s perception and learning strategies in this
study related all the scales to surface learning
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strategies negatively and to deep learning strategies
positively; meaning that those students who
perceived the quality of their course experience
positively adopted a deep learning strategy and those
students who perceived it negatively adopted a
surface learning strategy. This finding is also
consistent with those found in previous studies [6].
The positive strong correlation between the student’s
perception and the generic skills and that between
the student’s perception and overall satisfaction
reveals that the more students perceived the quality
of their course experience and leaning environment
better, the more they are likely to acquire generic
skills and the more they are also likely to be satisfied
with their degree course of study.

6. Conclusion

With the evidence of a stable structure of the
modified SCEQ with the Nigerian undergraduate
students, the SCEQ could be a reliable instrument for
the evaluation of quality in higher education in
Nigeria in terms of teaching quality, clear goals and
standard, course level materials and resources,
emphasis on independence, appropriate workload,
appropriate assessment, learning strategies and
generic  skills. While perceptions of course
experience and learning strategies varied among sub-
groups of variables, differences could inform the
specific needs of degree courses in the design of a
new or re-design of current curriculum in Nigeria.
Adopting the SCEQ in Nigerian universities will
provide basis for international benchmarking
purposes in the future. Future research on the
construct validity using confirmatory factor analysis
will further validate the factor structure of the SCEQ
for use in Nigeria and benchmarking across Africa at
large.
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Abstract

With the arrival of the European Space for
Higher Education (ESHE) universities have had
to adapt their systems of qualifications in such a
way so that they can be comparable with the
others and so that a previous check can be
obtained to demonstrate that they possess the
adequate requirements of quality. During this
whole process the accreditation systems not only
work as a model of quality assurance, but also
they allow information to be generated about the
institutions and programs that they accredit. In
this paper we will review the quality guarantee
present in the ESHE, the role of accreditation in
this process and the most common standards. Our
contribution to knowledge is a proposal for
evaluating the quality of institutions of higher
education, respecting their diversity and
autonomy. We will conclude by setting out the
future challenges to be faced by the ESHE as far
as quality is concerned.

1. Introduction

In the last few years universities have
undergone a process of structural change, with the
objective of harmonizing the European higher
education system. With the Bologna Declaration
in 1999 the member states of the European Union
were urged to adopt a system of qualifications
that is understandable and comparable with the
others and that a greater international
competitiveness of the FEuropean educational
system should be promoted. They have to
establish a credit system such as the European
Credit Transfer System (CETS) to promote
greater student mobility. They have to promote
mobility and remove obstacles to the realization
of the right to free movement of students,
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teachers and administrative staff of universities. It
is necessary to enhance the promotion of
European cooperation to ensure a quality level for
the development of comparable criteria and
methodologies. This process has culminated with
the entry in the European Space for Higher
Education to encourage mobility and employment
opportunities and in which national identities and
common interests can interact and be
strengthened by  promoting the overall
development of Europe. These changes are
leading universities to take on new roles, and to
an increasing focus on quality, with implications
in their structure and functioning.

2. Literature Review

The word university comes from the Latin
"universitas", and refers to the collective aspect of
a community or corporation. The “Universitas
magistrorum et scholarium" referring to our
current universities understanding them as
organizations dedicated to education.

Many ancient civilizations such as classical
Greece and the civilizations of Mesopotamia and
Egypt, have had higher education centers. In all
cases, we can find quality vestiges of
understanding it, as control criteria of content and
their validation, but the University as an
institution emerged in the Middle Ages in Europe
and later extends throughout the world [8].

The University in the pre-Renaissance has had
an instrumental role, serving the needs of
powerful urban elites (political, religious and
commercial). It is this practical limitation that
required the regulation of the content of their
institutions and standards of teaching practice in
order to be recognized publicly. From the
fourteenth century there is a decline in
universities, despite the progressive
internationalization and the increase in the
common criteria that produced the strong Jesuit
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participation in these institutions. The reasons for
this decline is due, mainly, to increased conflicts
between church and state under the feudal
monarchies.

In the seventeenth and eighteenth century the
university is characterized by low institutional
profile with low quality standards and widespread
corruption. This situation continued well into the
nineteenth century.

In this new period the university was
characterized by its degree of political cohesion.
Higher education, which for years was reserved
for social and economic elites, is made accessible
to a greater percentage of the population.
Universities are considered, as state institutions,
which to get degrees titles must meet the
founding statutes, regulations and minimum
standards. University programs are designed to
satisfy the manpower needs perceived by the
bureaucracy. This approach was known as The
French University Model and had international
influence [1].

In the early nineteenth century, the main rival
of this model arises in Germany, where Wilhelm
von Humboldt was commissioned to create an
innovative university that would revitalize the
intellectual dimension of the nation. This
institution should fulfill the role of collaborating
with the state and the practical activity of citizens.
The vision of Wilhelm von Humboldt, where the
university as an institution was linked to
education and research for the benefit of society,
was welcomed in many OECD countries [6].

For its part, the British University Model was
characterized by its independence from the
church, its strong local support and its slight
presence in the state. In the late nineteenth
century the state's role intensified with the policy
of granting scholarships and grants and funding
provided to new institutions of science and
technology. With the creation of the University
Grants Committee in 1919, the state's role in the
university is enhanced, thereby initiating a
growing state influence in consolidating the
institutions of quality assurance in the early
twenty-first century.

In its beginnings, the American University
Model is based on the British Model, and just as
happened with Europe, the political, cultural and
geographical situations shape these institutions
helping to create an open and innovative
university culture which, in turn, maintained the
traditions of the British Model fulfilling their
quality standards [3].
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At present the concept of quality has evolved
to focus on the concept of "total quality" where
quality is no longer restricted to scientific
production, but includes the programs, teachers,
students, organization of institutions, planning,
orientation of the university towards the
customers, etc,[2].

Having seen the evolution of the concept of
quality we can now conclude that total quality is
based on the following ideas:

* Customer satisfaction is the most important
whether they be the students, the organization or
society as a whole.

+ The total quality process starts by
identifying problems and shortcomings and
proposing specific solutions.

* Quality management is based on the
continuous development of comprehensive plans,
not the simple execution of individual or specific
actions.

* Decision making should be carried out as a
result of data and evidence, not based on
assumptions and opinions. Therefore, it is
necessary to evaluate.

+ Total quality involves the entire
organization, depends primarily on people and it
is therefore important to consider the
responsibility for work, training people,
teamwork, etc.

Participants at the World Conference on
Higher Education in 1998, indicated which
necessary elements should be integrated into the
concept of quality as a whole. They refer to it as a
multidimensional concept that includes teaching,
research, personnel, students, institutions, etc,
focusing on the importance of internal self-
evaluation and external review. In said
conference it was recommended that higher
education institutions redefine their missions, so
as to involve all sectors of the university and so
that they are approved by society. Regular
evaluations are recommended to be conducted
comparing what the institutions are really
achieving with the objectives that were trying to
be met.

With the Bologna Declaration in 1999 the
member states of the European Union were urged
to adopt a system of qualifications that is
understandable and comparable with the others
and that a greater international competitiveness
should be promoted of the European educational
system. In this declaration the European Space for
Higher Education is to be accomplished in the
period fixed up to 2010.
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3. Analysis of Findings

We can distinguish two types of quality,
internal and external quality. An organization
possesses an internal quality assurance when it
has mechanisms to identify whether it fulfills its
objectives and standards, and has an external
quality assurance when the aforementioned
quality is being supervised by an organism
external to the institution.

Accreditation as a form of evaluation of
quality present in universities has existed for over
20 years and is the most used method for
measuring the quality guarantee in the most
developed countries. It has arisen as a mechanism
for confronting institutional evaluation and as a
consequence of the search by the institution for a
good performance and the need for information
by its users.

The goals of accreditation can be summarized
by the following aspects:

e Guarantee the user of the university system
that the quality of the institutions of higher
education fulfills the minimum quality
requirements regarding inputs, processes and
results.

e It provides transparency about the quality
levels of the different institutions and
programs.

e The identification of weaknesses in the course
of the accreditation process will allow the
adoption of corrective measures and improve
the quality of the same institution, in this way
the interest in the present quality will be
stimulated.

e The competitive spirit resulting from
accreditation allows for the stimulation of the
quality of the institution.

e The recognition of credentials stimulates
institutional, national and international
mobility among students.

Several types of accreditation exist: the model
of institutional accreditation in which the
complete institution is evaluated (educational and
administrative practices, evaluation of the
students, facilities, etc) and specialized
accreditation that centers on the evaluation of the
programs. Any one of them uses general quality
standards, (some general, basic or excellence),
that are used as benchmarks and others more
specific, which represent the minimum level of
quality of the institutions and programs evaluated.

For every standard the public and private
organisms develop a list of indicators that work as
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a point of reference and that serve to evaluate the
university as an institution or their programs [7].
A good system of indicators has to integrate a set
of indicators that give an idea of the whole
system or educational process. The fact that
certain indicators are not fulfilled is not sufficient
motive to refuse the accreditation, whereas not
reaching the basic standards of quality can result
in the withdrawal of the accredited status [4].

The system creation of valid and trustworthy
quality indicators with capacity to generalize is an
alternative solution to the need for structuring the

concept of university based on different
conceptual dimensions (educational methodology,
education results, resources, services,
management, investigation results ...). In

addition, these systems of indicators can help us

to design, together with other aspects, a good

system of university quality evaluation [9] [10]

[11].

The construction of a Higher European
Education means that essential elements will
come together to allow a coordinated functioning,
but always respecting the diversity of different
states and the autonomy of the same university.
When there is no international directive that
informs of which accreditation model should be
used, every country adopts its own list of
indicators based on the established standards.

In spite of this fact, there is a general
consensus on which characteristics must be
observed by a system of indicators:

e In choosing the system of indicators we have
to take into consideration the strategical areas
for the improvement of quality, the goals to be
reached and its measures.

e To evaluate the productivity of the different
institutions of higher education, certain
indicators of efficiency have to be used, that
allow us to consider the available options of
investment.

e The measures of input and output allow us to
evaluate the workload of the institution, the
demand for services and the effort in their
intermediation.

e To evaluate the efficiency of the university
with a view to its key customers in relation to
the achievement of its goals, we use the
indicators of outcomes.

e The number of standards and indicators has to
be sufficient to collect the most important
information, but it shouldn’t be very extensive
in order to facilitate the establishing and
improving the quality of these institutions.
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e It must be used the available systems of
information at present and stimulate new
mechanisms of information that improve
the measures of higher education
performance.

The process assessor consists of two phases,
an internal evaluation carried out by the own
institution and another external evaluation
realized by some accredited external agency to
the same.

In the Berlin communiqué of 19 September
2003 the Ministers of the Bologna Process
signatory states invited the European Network for
Quality Assurance in Higher Education (ENQA)
to develop ‘an agreed set of standards, procedures
and guidelines on quality assurance’, and ‘to
explore ways of ensuring an adequate peer review
system for quality assurance and/or accreditation
agencies or bodies’. The main results and
recommendations of the report are:

e There will be European standards for internal
and external quality assurance, and for
external quality assurance agencies.

e FEuropean quality assurance agencies will be
expected to submit themselves to a cyclical
review within five years.

e There will be an emphasis on subsidiarity,
with reviews being undertaken nationally
where possible.

e A European register of quality assurance
agencies will be produced.

e A European Register Committee will act as a
gatekeeper for the inclusion of agencies in the
register.

e A European Consultative Forum for Quality
Assurance in Higher Education will be
established.

The European Association for Quality
Assurance in Higher Education (ENQA) has
established several standards for institutions
providing a framework for internal evaluation
process. These standards are universal, valid for
all European institutions, regardless of structure,
mission, size or national system which they have.
European standards for internal quality assurance
include the following seven aspects [5]:

Policy and procedures for quality assurance:
Institutions should have a policy and associated
procedures for the assurance of the quality and
standards of their programmes and awards. They
should also commit themselves explicitly to the
development of a culture which recognizes the
importance of quality, and quality assurance, in
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their work. To achieve this, institutions should
develop and implement a strategy for the
continuous enhancement of quality. The strategy,
policy and procedures should have a formal status
and be publicly available. They should also
include a role for students and other stakeholders.

Approval, monitoring and periodic reviews of
programs and awards: Institutions should have
formal mechanisms for the approval, periodic
review and monitoring of their programmes and
awards.

Assessment of students: Students should be
assessed using published criteria, regulations and
procedures which are applied consistently.

Quality assurance of teaching staff:
Institutions should have ways of satisfying
themselves that staff involved with the teaching
of students are qualified and competent to do so.
They should be available to those undertaking
external reviews, and commented upon in reports.

Learning resources and student support:
Institutions should ensure that the resources
available for the support of student learning are
adequate and appropriate for each programme
offered.

Information systems: Institutions should
ensure that they collect, analyse and use relevant
information for the effective management of their
programmes of study and other activities.

Public information: Institutions should
regularly publish up to date, impartial and
objective information, both quantitative and
qualitative, about the programmes and awards
they are offering.

European standards for the external quality
assurance of higher education are as follows [5]:

Use of internal quality assurance procedures:
External quality assurance procedures should take
into account the effectiveness of the internal
quality assurance. Development of external
quality assurance processes: The aims and
objectives of quality assurance processes should
be determined before the processes themselves
are developed, by all those responsible (including
higher education institutions) and should be
published with a description of the procedures to
be used.

Criteria for decisions: Any formal decisions
made as a result of an external quality assurance
activity should be based on explicit published
criteria that are applied consistently.

Processes fit for purpose: All external quality
assurance processes should be designed
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specifically to ensure their fitness to achieve the
aims and objectives set for them.

Reporting: Reports should be published and
should be written in a style, which is clear and
readily accessible to its intended readership. Any
decisions, commendations or recommendations
contained in reports should be easy for a reader to
find.

Follow-up procedures: Quality assurance
processes which contain recommendations for
action or which require a subsequent action plan,
should have a predetermined follow-up procedure
which is implemented consistently.

Periodic reviews: External quality assurance
of institutions and/or programmes should be
undertaken on a cyclical basis. The length of the
cycle and the review procedures to be used should
be clearly defined and published in advance.

System-wide analyses: Quality assurance
agencies should produce from time to time
summary reports describing and analysing the
general findings of their reviews, evaluations.

4. Contribution to Knowledge

Until rather recently, the European systems of
higher education have been characterized by
opacity, little transparency, was generally as a
result of its bureaucratic and official character,
with the exception of the British university
system. It is this bureaucracy that has prompted
that the search for efficiency of higher education
systems was not a priority objective for these
institutions.

The existence of incompatibility between the
educational systems and the absence of a good
information system about the benefits of each of
the institutions meant that mobility between
countries was practically void, this was helped by
the lack of an external accreditation process
which conditioned the international recognition of
European degrees.

We agree that diversity of European higher
education systems is an important value that
should be preserved. However, this diversity must
be compatible with certain levels of comparability
between the higher education systems to facilitate
the convergence that we are experiencing in
almost all other aspects of our social and
economic systems.

It is important for agencies to establish basic
standards and key performance indicators for
accreditation that will function as benchmarks for
measuring the performance of evaluated
programs and institutions that allow their
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comparison with each other, but unfortunately
due to the cultural and geographical diversity
existing in the European Union, the indicators of
quality vary from country to country.

Our proposal is that the procedure for
evaluating the quality of higher education
institutions must consist of the following key
features:

1. Autonomy and independence in procedures
and methods of quality assessment, as much for
the government as the higher education
institutions.

2. Carry out a self-evaluation by the
institutions that will be addressed by taking into
account the national council accreditation
handbooks. There will be a report of this self-
evaluation where information about the
organization and policies from the same, and
information about each department and its
curriculum should be included.

3. An external evaluation must be conducted
(peer-review group) along with visits to the
institution being evaluated. The findings of this
visit are to be incorporated into a report for the
relevant expert committee of the national
accreditation organization where will review the
data and the fulfillment of the criteria for
accreditation.

4. The final evaluative result will be based on
the results of the previous two reports (the self-
evaluation and external evaluation by specialists)
and will decide the granting or withdrawal of the
accredited status of the institution or program.
This report must be accessible to the public.

5. Conclusion

Accreditation has obtained an important
weight in quality assurance of the European
Higher Education Area. At present, most of the
countries have their own accreditation model. But
the way towards a system of quality guarantee in
Europe has not finished, coordination and
interaction of the accreditation agencies are
needed to continue advancing. These organization
have to advance in the definition of common
indicators for the evaluation and accreditation.

To reach our goal of achieving a top quality
higher education we need a European higher
education area with strong, autonomous and
effective higher education institutions, a keen
sense of the importance of quality and standards,
effectives peer reviews, credible quality assurance
agencies, an effective register and increased co-
operation with other stakeholders, such as
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employers and the participation of the students in
evaluating the quality of their own universities
are our proposals that will achieve our goal of
achieving a high quality higher education.

On the other hand, the public organisms and
the accreditation agencies will have to establish
common standards and systems of indicators that
will favour international recognition all over the
world of the quality criteria.
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Abstract

The past two and half decades witnessed a
significant growth in the Chinese PhD human capital
acquisition. What factors and mechanisms stimulated
such a growth? Very little literature documents this
topic. This paper tries to rectify this deficiency by
exploring market and non-market factors and
mechanisms of the Chinese PhD human capital
accquisition in the contexts of centrally planned,
transitional and market economies. It concludes that
the Chinese PhD human capital acquisition is a
interaction process of market factors with policy
release and institutional transition. In this process,
domination of the government plan mechanism is
gradually being transferred to market mechanisms
through policy regulation. The supply-, demand- and
institutional constraints co-exist in the Chinese PhD
human capital production which has its own
characteristics in its rationale and its output depends
not only on its demands and inputs but on its transfer
technology. The author suggests, to reduce the

tension between market and non-market mechanisms,

more market-oriented reforms should be made, more
inputs should be invested, and more measures should
be taken to update the transfer technology of PhD
human capital, especially learning-doing technology
and peer-collaboration effects.

1. Introduction

China has witnessed an accelerated growth in its
PhD human capital acquisition since 1982. The first
doctoral degrees after reforming and opening-up
were awarded to only 13 people in 1982; however,
the number of doctorates awarded in 2007
dramatically increased to a total of 39,592, more than
3045 times growth within 25 years [1]. Why does the
Chinese PhD human capital grow so fast? Or what
are the factors and mechanisms that have stimulated
such a robust growth? How do the market factors and
mechanisms interact with non-market factors and
mechanisms to influence the Chinese PhD human
capital acquisition and thus form the tension between
them? This paper tries to provide a tentative answer
by analysing economic performances of individuals,
universities as well as governments in the PhD
human capital accquisition in China.

2. Features of the Chinese Higher
Education market

The market for higher education has some
distinctive features that differentiate this sector from
others [2], [3].

First of all, most universities allocate places to
students by administrative rationing, using selective
exams to determine university admission. Then, the
performance or quality of universities depends
positively on the ability or human capital of their
students, which makes higher education provision a
case of customer-input technology, as described by
Rothschild and White [4]. Furthermore, many higher
education institutions are non-profit maximizers and
their objectives are sometimes difficult to determine.
As James [5] suggests, if colleges and universities
have a single-valued objective function, it is akin to
“prestige maximization”. Lastly, higher education in
and of itself is a kind of quasi-public goods or price-
excludable public goods, which partially shares
properties and features of both public goods and
private goods [6]. Therefore the production of higher
education products is determined by market factors
in addition to being adjusted and partially financed
by governments. It is exactly on this feature of
higher education that my analysis of factors affecting
doctoral human capital production develops in two
facets: market factors and non-market factors.

Besides sharing the common features above, the
Chinese higher education market has the following
extra characteristics distinguished from that of
Western countries:

Firstly, China’s private universities did not have
PhD programs even though private higher education
in China developed quickly. Therefore PhD human
capital production only goes in public universities.
Secondly, competition for resources of PhD human
capital production only takes place among public
universities. Thirdly, with regard to education
budget, although multiple fund channels have been
opened up, governmental finance allocation is still
the major source, especially for education of
graduates including masters and PhDs. Colleges or
universities directly controlled by the central
government are mainly funded by the central
financial pool. Colleges or universities controlled
by local governments are supported by local
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finance. Moreover, the Chinese higher education
market is a typical supply-side constrained market,
that is, currently China cannot supply adequate high-
quality higher education to meet the needs of PhD
applicants because of its insufficient education
resources or inputs [7]. Lastly, Chinese PhD
education has three typical characteristics: a) The
length of study for a doctoral degree varies from 3 to
5 years. Generally it is 3 years while for those in-the-
service it is usually about 4 years unless a PhD
student suspends his schooling temporarily or
abandons his study. b) Currently there are two kinds
of enrollments for PhD candidates: state-planned
PhD students and non-state-planned PhD students.
The tuition fee of the former comes from central
government and the university in which they are
studying, while that of the latter is sponsored by the
institutions for which doctoral students are serving or
will serve after graduation. It could also be paid by
the doctoral students themselves. ¢) There is no loan
market for PhD students.

3. Chinese @ PhD  Human
Acquisition: Market Factors

Capital

Market factors are composed of those of supply
and those of demand to influence or be involved in
the the Chinese PhD human capital production.

I divided the demand for PhD human capital into
two categories: individual demand and market
demand. There are two kinds of individual demands:
a master-degree holder's demand for PhD human
capital and an employer's demand for PhD human
capital. A master-degree holder's demand for PhD
human capital(Dil) is influenced or determined by
the following factors: employment rate(Re), the price
of master human capital or wage rate of master-
degree holders(Pm), the price of PhD human
capital(Pd), acceptance rate(Ra), a master-degree
holder's preferences(P) and family background(F), as
well as other unknown factors(g). The total market
demand (D) for PhD human capital depends on the
quantity of all master-degree holders' demand for
PhD human capital (Dm1)and all employers' demand
for PhD human capital (Dm2). Supposing there are
m master-degree holders for their doctoral degrees
each year, then in t years,

Dml=Y,"m, (1)

Supposing there are j employers and thelst,
2nd..., and jth individual employers who want to
employ K1), Kyqy ...Kj 1) doctor-degree holders
respectively in the first year, Kiqu), Koo ...Kj o
respectively in the second year, ..., and K,
Ko ... Kjrespectively in the tth year, thus the total
market demand in t years will be as follows

Dm2=Y "> K, (2)

So the aggregate market demand for doctoral
degrees (PhD human capital) (D) will be the sum of
total Dm1 and total Dm2 minus their sharing part D’

D = (Dml + Dm2)—D’ 3)

Supply or inputs in the PhD human capital can
also be divided into two categories: individual
supplies and market supplies. There are four kinds of
individual supplies. The first one is the inputs by
PHD students (P1)which are composed of PHD
students' labour (Ld), and capital(Cd) (physical
capital(Pc) and initial human capital stock(Hdi)).
The second supply is the inputs by a university(P2),
which are composed of labour input (Lu), and capital
inputs(Cu) (the university's human capital(Hu) and
physical capital(Pu)). The third supply is the social
inputs or social capital in a PhD's human capital
production(P3). The fourth supply, which I hold, is
Human Capital Transfer Technology (T), which
entails the integration of teaching-administrative
technology (T1), learning-doing technology (T2) and
peer-collaboration effects (T3) (T=T1xT2xT3).

Market supply of PhD human capital depends on
all those factors which in turn influence the supply of
individual universities. Besides the inputs used to
produce PhD human capital and the available
technology, the supply of PhD human capital in a
market also depends on the number of sellers,
namely, the number of PhD holders (Qd) and
universities (Qu).

Sm=f(P1,P2,P3;Qd,Qu;T) “)

Supposing the quality of PhD human capital is
given, the quantity of PhD human capital a university
produces annually will depend on the number of its
doctoral degrees conferred in that year. Supposing
there are n employers and thelst, 2nd..., and nth
universities which confer qiq1y, Qo) ...qn 1y doctor
degrees respectively in the first year, qi), Q) ---Gn 2
respectively in the second year, ..., and qq,
Qe ---dn o Tespectively in the tth year, thus the
aggregate PhD human capital supply in China Sm in
t years will be as follows

Sm=Y " Y"o1q i (%)

4. Chinese PhD Human Capital
Acquisition: Non-Market Factors,
Operation Frameworks and Mechanisms

As a product of higher education market, Chinese
PhD human capital is produced in the background of
the Chinese institutional transition, located within the
process of the reform of a higher education system.
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4.1. Chinese PhD Human Capital Acquisition:

Institutional Context

Since the late 1970s, China has started to
implement new state policies of economic reform by
opening up to the outside world, aiming at
accelerating its economic development. This has
initiated the process of transition from a centrally
planned economy to a market economy. This process
has a strong impact on the Chinese universities. With
the labour market gradually established in China, the
development and allocation of human capital mainly
goes by market mechanisms other than the
governmental plan. In such a background, higher
education institutions need to gear their programs to
meet the needs of the labour market. And also, the
economic reforms coincide with the information
revolution which led the world into a new era of a
knowledge-based economy. The ability to generate,
accumulate, deploy, and utilize knowledge
information has become crucial for development.
Furthermore, information economy has formed an
irresistible and irreversible trend of
internationalization of higher education. Thus, the
necessity of reforming Chinese higher education
system, which used to be a part of the centrally
planned economy, should be put on the agenda.

4.2. Operation Framework and Mechanisms
of Chinese PhD Human Capital Acquisition
in the Context of the Centrally Planned
Economy

The Chinese higher education in the 1980s and
1990s maintained almost the same framework and
operation mechanisms as those in the context of the
centrally planned economy. In such an operation
framework, the state policies dominated almost all
aspects of PhD human capital production and
distribution while the market mechanism lost almost
all its effects in adjusting PhD human capital
production and allocation. The only place in which
there was somewhat the shadow of market
mechanism was the competition among examinees in
the PhD entrance examination. Although the
competition existed, however, it was limited and
very weak, especially in the initial stage of PhD
education. In the three successive years of 1981 to
1983, PhD enrollment did not even reach the
numbers planned because the resources of entrants
were insufficient. So the state plan was the only
mechanism in such an operation framework.

4.3. Operation Framework and Mechanisms
of Chinese PhD Human Capital Acquisition
in the Context of the Market Economy

In the market economy, the interaction of labour
market demand and supply is fundamental to PhD

human capital model. It influences the wage rate of
PhD graduates and expected benefits from PhD
education as well as the demand for PhD human
capital. This results in the outputs of PhD human
capital from universities to labour market. The
performance and competiveness of PhD human
capital in the labour market serves as a feedback to a
university's PhD human capital production. However,
the market is not an omnipotent and a panacea.
Market failure often happens in both the higher
education market and the labour market. It is clear
then that the government should still play a very
important role in this market context. The Chinese
government exerts its impacts on PhD human capital
production mainly through policy tool, including a)
macro-economic policies of influencing the total
demand and labour market demand for PhD human
capital; b) educational and funding policies, such as
the policy of expanding PhD enrollment, and the
policy of financing the programs of national
priorities; c¢) a quality control system for PhD
education such as evaluating PhD disciplines and
ranking PhD programs every three years.

In such a framework, the allocation mechanisms
are comprised of two aspects: market mechanisms
and the mechanism of government policies, which is
illustrated as follows:

Prices. The mechanism of price works as follows:
to pre-PhD students, the price of master's human
capital or wage rate of master-degree holders in the
labour market (Pm) and the price of
PhD human capital (Pd) are two determinants in
whether an individual master-degree holder will be
enrolled in a PhD program or not. To an in-school
PhD student, if the price of his inputs (P1) is too
high for him, he will probably choose to drop out
from school. To a PhD graduate, if the price of PhD
human capital or wage rate of PhD graduates in the
labour market is much low beyond his expectation,
he will probably give up on entering the job market.
As such he may choose, for example, to go abroad.
To a university, if its budget for PhD human capital
production is given, the price of its inputs in PhD
human capital production will influence the number
of PhD students it can enroll. That is to say, given
the constraint of school budget, if the price of
university inputs increases or decreases, taking the
quality and other factors as given, the enrollment rate
will decrease or increase. Taking number of
enrollment and other factors as given, the quality of
PhD human capital will decline or increase.

Exams. Akin to Romero and Del Rey [3], I also
hold the belief that exams are a mechanism for
Chinese universities to select the best students
among those who are willing to attend a PhD
program in a university. Universities set up a
minimum score to accept those whose scores are
equal to or higher than the minimum score.
Supposing that exam technology is able to perfectly
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reveal a student's ability, which means there is an
one-to-one relationship between the standard of
admission and the ability of the least number of
students accepted into the university PhD programs.
Thus, students who obtain a score higher than the
minimum established by the university will add more
human capital to the whole initial PhD human capital
stock of a university. Assuming the admission
standard (the minimum admission score) is uniform
across universities, a university with more entrants
whose scores are much higher than minimum score
will have more initial doctoral human capital.

Competition. Competition also plays a role in
allocating resources for PhD human capital
production. Competitions take place in the following
areas: firstly there is a competition among examinees
in the PhD entrance examination, through which
universities will select students for their doctoral
programs according to their admission standards.
Secondly, this competition also carries through
universities with the same or similar doctoral
programs. They not only compete for resources of
talented or qualified pre-PhD students and excellent
faculties, especially prominent professors, but also
for the government funding as well as the rank of
their doctoral programs. Moreover, competition
mechanism also works among PhD students, their
supervisors and other teachers who are involved in
PhD human capital production.

Policies. Policy mechanism can complement the
deficiencies and failure of market mechanism by
adjusting the university performances, the
behaviours of families, pre-PhD students, PhD
students or employers so as to influence the supply
of or demand for PhD human capital.

Other Mechanisms. The Chinese PhD human
capital acquisition is a systematical activity, which
not only involves universities, students, families and
governments but also is related to the whole society
in a broad sense. This not only includes competition
but also has collaborations and peer effects. The

mechanisms listed above are evidently the main ones.

4.4. Current Operation Framework and
Mechanisms of Chinese PhD Human Capital
Acquisition in the Context of Transitional
Economy

The current operation framework and
mechanisms of the Chinese PhD human capital
acquisition, in comparison with those in the context
of market economy, besides sharing their common
mechanisms, have the following different features:

Plans still exist as a mechanism of resources
allocation. Although China had declared in 2003 that
the market economy system has already been shaped
fundamentally, in terms of the higher education
dimension, however, the shadow of planned
economy still exists in the following three aspects:

(1) Plan for PhD enrollment quotas. As a part of
educational plan, the PhD enrollment quotas are
yearly distributed to universities by the Education
Ministry of China, which means that universities
themselves have no priority to decide the number of
PhD enrollments according to their resources.

(2) Plan for PhD programs and disciplines. Each
newly planed PhD program and discipline from
universities must be evaluated and approved by the
Education Ministry of China.

(3) Double tracks in tuition fees. This is another
distinguished feature in the current framework of
PhD human capital acquisition different from that of
regular market economy context.

The above features will result in the following
problems to the Chinese PhD human capital
acquisition: The government plan for the PhD
enrollment quotas would restrain the effective
market demand for PhD human capital from pre-PhD
students if it could not reflect such a demand. That is
to say, besides supply-constraint and demand
constraint, the government plan is also a constraint
added to the Chinese PHD human capital acquisition.

The government plan for PhD programs and
disciplines will bring universities into fierce
competition for new PhD programs and disciplines.
On the one hand, the universities will tend to forget
the fact that the demand and criteria of PhD human
capital which are determined by the labour market
other than being set by governments. On the other
hand, such a competition is more likely to result in
rent seeking and corruption.

5. Conclusion and Policy Implication

The purpose of this study was to explore the
tension between market and non-market mechanisms
by analysis of the market and non-market factors
which stimulate the significant growth of the Chinese
PhD human capital acquisition. From the analysis
above, I have drawn the following conclusions:

(1) The Chinese PhD human capital acquisition is
an interaction process of market factors with
institutional transition and policy release. This
process is composed of four periods: the pre-period,
the period in the context of centrally planned
economy, the period in the context of transitional
economy and the period in the context of market
economy. This process can be clearly seen from
the following equations of production function of
PhD human capital:

Y=£(X)=f(Xm, Xnon-m)=f(Dm, Sm; LLP, ) (6)

Where X denoting the aggregate factors
determining or stimulating the Chinese PhD human
capital acquisition, which consists of the market
factors Xm, and the non-market factors Xnon-m, is
the variable of the aggregate output of the Chinese
PhD human capital Y. Xm is the sum of all market
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factors that influence total market demand Dm and
total market supply Sm. Xnon-m is the sum of all
non-market factors including institutional transition I,
government policy P, and other non-market factors 8.
This equation expresses that the aggregate output of
PhD human capital is the function of variables of
market demand, market supply, institutional
transition, government policy and other non-market
variables.

(2) Following the institutional transition and
policy release, domination of the government plan
mechanism in the PhD training is gradually being
transferred to the domination of regular and mature
market mechanisms regulated by the government
policies. In the context of centrally planned economy,
plan is the dominant mechanism in the Chinese PhD
human capital acquisition. In the context of
transitional economy, more and more market
mechanisms were generated and market became the
major force while plan fell to be a minor mechanism
in the PhD human capital production. In the context
of market economy, market mechanisms and the
mechanism of government policies jointly work
together in the Chinese PhD human capital
production.

(3) The supply-constraint, demand-constraint and
institutional constraint co-exist in the Chinese PhD
human capital acquisition. The supply constraint
mainly results from the insufficient inputs by
governments and universities, and also from the lack
of rich private and social inputs. Demand constraint
mainly comes from pre-PhD students’ (master-
degree holders’) and in-school PhD students’
financial difficulty when they attempt to acquire or
do acquire their PhD human capital. Even though
there is no tuition fee for nationally planned PhD
students, such a case still exists and thus constrains
the Chinese PhD human capital acquisition. There is
also a constraint from the current Chinese education
system, which means that the existing shadow of
centrally planned economy in PhD education
provision is a constraint for mechanisms of market
supply and demand to play an effective and efficient
role in the Chinese PhD human capital production.

(4) PhD human capital has its own characteristics
in its production rationale and production factors,
which are different from those of other goods and
services, and also from those of purely private goods
and purely public products. These characteristics are:
a) The relationship between PhD students and their
university in doctoral human capital production is
costumers-producer  (producers-customer),  co-
producers, and double sellers. b) The teaching-
administrative technology, learning-doing
technology and peer-collaboration effects constitute
the human capital transfer technology in PhD human
capital production. c) Two heterogeneous demands
for PhD human capital, one of which is from pre-
PhD students before doctoral human capital

production begins and the other is from employers
after PhD human capital production concludes, are
different from one homogeneous demand for other
goods and services. d) The most obvious
characteristic in PhD human capital production is its
customers' (PhD students) inputs. e) As a quasi-
product, PhD human capital shares some common
aspects with the public products and private goods.

(5) The output of PhD human capital including its
quantity and quality depends not only upon its
demands and inputs but also on the transfer
technology of human capital.

The above conclusions have the following policy
implications:

(1) In order to lessen the institutional-constraint in
the Chinese PhD human capital production, the
Chinese government should make more market-
oriented reforms in the Chinese higher education
sector, especially in its PhD training, to build a fair
and competitive  higher  education  market
symmetrical to the Chinese labour market.

(2) In order to reduce the supply-constraint and
demand-constraint, more inputs should be invested
into the Chinese PhD human capital production.
These inputs can be funded with more expenditures
from governments and universities, more co-
investments by universities and businesses, or more
donations from other social sources.

(3) Universities with PhD programs should not
only improve  their  teaching-administrative
technology, but also update and increase their PhD
candidates' learning-doing technology and peer-
collaboration effects so as to improve the quality of
PhD human capital to better meet the employers'
demands in labour market.
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Abstract

This comparative study investigates the writing
performance of undergraduates and the problems
that hinder students’ perception of good writing
skills.  There are many factors  affecting
undergraduates writing performance in ESL, like
content, vocabulary, organization, language use and
mechanics in  writing. The most significant
component in writing that hinders their writing
proficiency is language use as they have to learn the
grammar, syntactic structure, vocabulary, rhetorical
structure and idioms of a new language (ESL).
Writing is a difficult task for them and the acquisition
of grammar and other language structures makes it
more difficult and complicated. We believe that
students who do not read and write well in their first
language need to work harder on the new creative
activity of forming ideas and thoughts in English for
the readers to understand. We recommend that
writing  lecturers provide ample time and
opportunities for them to write and form ideas
clearly. Finally, lecturers should focus on helping
students to become aware of how and why they write,
and encourage them to write fireely, fluently and well.

1. Introduction

Writing is one of the most difficult skills for
students to acquire.  Writing is unlike spoken
language, as it requires the readers or the audience to
understand and interpret what has been written.
Langan and Gunning agreed that writing is difficult
when they stated that writing is both more complex
and more abstract than talk [8], [4]. Moreover,
Parker supported this view when he stated that
writing could be a torment to students [10]. In
addition, Pearsall and Cunningham and Emmons
advocated that writing is definitely “hard work” [2],
[11]. Therefore, it is evidently true that writing poses
a number of problems to the students, as it is a skill
that is difficult to master. It is believed that writing
demands a great deal of skills and conventions such

as writing readiness and grammatical rules for the
students to become proficient and effective writers.
Besides that, teachers too face great challenge to
teach these skills and conventions as students may at
times find them confusing and difficult to understand
and write affective writing in English. Writing
therefore is not just putting pen to paper or writing
down ideas but it is how these ideas are presented or
expressed effectively. ~ This highly demanding
process of writing requires a number of skills and
conventions like organization in the development of
ideas and information; a high degree of accuracy in
choosing the right words so that there is no ambiguity
of meaning and also the right use of complex
grammatical devices to focus and emphasize ideas.
Besides, writing demands the writer to have careful
choice of vocabulary and understand grammatical
patterns and to be able to write sentence structures
that is appropriate to the subject matter. Therefore,
besides having knowledge in skills and conventions
of writing, ESL students have to practise a lot of
writing. However, there are other factors that may
affect their writing performances. Currently in
Malaysia, few researches have been carried out
pertaining to writing performance of students. It is
evidently true when Freedman, Pringle and Yalden
[3] agreed that, “...writing, and until recent years has
been the neglected child in the family of the ‘four
skills’: listening, speaking, reading and writing...”
Therefore, with this in view, this study is conducted
to examine some of the factors affecting students
writing performance as writing in ESL poses great
difficulties to them. Therefore, the objectives of this
study are to determine the writing performance of
degree students with matriculation and diploma
qualification and examine the problematic areas in
writing i.e. content, organization vocabulary,
language use and mechanics that can help lecturers
focus more during writing lessons and to examine the
factors, which influence the writing performance of
the two groups of students in Universiti Teknologi
MARA, Terengganu (UiTM Terengganu).
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2. Literature Review

Writing is one of the ways in which we explore
our understanding of the world and discover the
meaning of our experience. The Ministry of
Education of New Zealand stated that writing is the
act of using the language to discover meaning in
experience and communicate it [9]. Similarly, Hall
advocated that a good writer uses words to discover
and to bring that discovery to other people [5].
Basically these similar views on writing relate to
experience and discovery of meaning. However,
teachers and learners should know some of the
criteria to write good essays and become more
proficient writers.  Therefore, the citations and
findings below provide some of the criteria for good
writing performance. Firstly, Hall states that a good
essay should be in the first place interesting to read
[5]. Furthermore, the reading can be informative,
descriptive and reflective which can make the reader
understand clearly. If, for instance an explanation of
an idea is provided, the writing should proceed
logically as it moves from one point to the next. The
writing or essay should form a cohesive whole.
Whenever a terminology is used, definitions or
explanations should be given. Appropriate examples
or illustrations enhance the reading of a good essay.
Furthermore, Hall states that a good essay is
exhibited through its content: an understanding of
events theories, actions, findings and views. For
example strong persuasive writing is achieved by the
writer’s ability to organize and articulate ideas or
events very vividly. Besides, that he explains that the
other very important criterion of a good essay is
structure. This means that a good essay is clearly
structured, with a beginning, middle and an end, or
normally termed as introduction, body and
conclusion. Other than that, he states that the next
criterion, for a good essay is presentation, which
means that the essay is clearly laid out, articulately
and grammatically written with original ideas. Most
importantly, a good essay also brings ‘discovery’ to
the reader. A good writer writes to provide pleasure
that carries knowledge with it. The pleasure-carrying
knowledge comes from self-understanding, and
creates understanding in the minds of reader(s). This
definitely makes it a good essay. Then, some may
agree that a good essay is also a piece of prose or
writing that can make contact with the reader
(audience). This means that a good essay avoids
clichés. Clichés are little cinder blocks of crushed
and reprocessed experienced which when writers use
them in writing, they violate the agreement to
construct sentences in order to reach someone [5].
Therefore clichés prevent true contact by making
false contact in its place. In other words a good essay

is able to make contact with the reader or audience
without using clichés. According to Langan, a good
piece of writing must also has a strong central idea
(thesis) that is related to the topic discussed. In other
words, the essay has a clear, logical organization with
well-developed major points that are supported with
concrete and specific evidence. Besides that, there
are effective transitions between ideas. Moreover,
the use of appropriate words in the essay exhibits an
admirable style with sentences that are sophisticated.
Meanwhile, Jacobs et al. suggested a few criteria for
excellent writing, which are represented on the ESL
Composition profile at the “Excellent to Very Good”
mastery level [7]. The first criterion is “content”
which has the descriptors as knowledgeable,
substantive, thorough development of thesis and
relevant to the assigned topic. The descriptor
“knowledgeable” includes understanding of the
subject and the facts or information used by the
writer. While “substantive” means that several points
are discussed and there are sufficient details. There
is also originality with the concrete details to
illustrate, define, compare and contrast factual
information supporting the thesis. “Thorough
development of thesis” is described as the thesis is
expanded sufficiently to convey a sense of
completeness and there is a specific method of
development like comparison and contrast,
illustration, definition, description, example and fact.
The writer is also aware of different points of view.
The last descriptor “relevant to assigned topic” is
described, as all information is clearly pertinent to the
topic  discussed. Furthermore, Jacobs et al.
emphasized that, the general procedures for
determining good criteria in writing performance are
firstly, take two or three minutes to evaluate and read
the essay twice. Then, form an overall impression of
whether the writer has delivered a clear and complete
message. This means that the writer’s ideas are
readily apparent, appropriately sequenced to fulfill
our expectations and adequately developed to convey
a complete message. Later, we are able to identify
the descriptors in the “content and organization”
components or criteria, which most accurately
describe the writer’s overall effect and assign a score.
Then, the next step is to reread the essay to verify the
first impression and see whether the communicative
effort of the writer is effective or not and the mastery
of vocabulary, grammar and mechanics help or
impede our comprehension of the message in the
essay. Meanwhile, Hedge stated that effective
writing requires a number of things: a high degree of
organization in the development of ideas and
information; a high degree of accuracy so that there is
no ambiguity of meaning; the use of complex
grammatical devices for focus and emphasis and a
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careful choice of vocabulary [6]. She further
advocated that grammatical patterns and sentence
structures to create a style, which is appropriate to the
topic, are also important for effective writing.
Therefore, Jacobs et al. and Hedge agreed with
almost the same criteria for good effective writing
that includes organization and development of ideas
and information or content to convey a complete
message. In conclusion, we believe that good
performance in writing requires several skills such as
getting the grammar right, having a wide range of
vocabulary, demonstrating a mastery of conventions
in mechanics of writing, and being able to construct
effective and complex sentences. Last but not least,
good and effective writing performance requires the
writer to be knowledgeable about the topic assigned
to him or her to write.

3. Analysis of Findings

The first part discusses the demographic factors
that consist of two sub-topics, which are gender and
qualifications. Both respondents were 40 students
from Bachelor in Business Administration (Finance)
and Bachelor in Office Management. The
respondents were given BEL 411 final examination
question paper in Section B to write descriptive
essays. Then, two raters marked the essays based on
ESL Composition Profile developed by Jacobs et al.
The Profile contains five criteria (components),
which are Content (30 marks) Organization (20
marks), Vocabulary (20marks), Language Use (25
marks) and Mechanics (Smarks).Generally both the
female and male respondents scored highest in
Mechanics based on the ESL Composition Profile
developed by Jacobs et al. The female respondents
scored 70% while the male respondents scored 67.1%
in Mechanics. The next highest score is Organization
whereby the female respondents scored 65.7% and
the male respondents scored 62.9%. This is then
followed by Content, where the female respondents
scored 63.4% and the male respondents scored
61.4%. The female respondents scored 62.8% in
Vocabulary and the male respondents scored 59.6%.
There was a drastic drop in Language Use where the
female respondents scored 54.8% and the male
respondents scored at 50.0%. Overall, it shows that
the female respondents scored higher than male
respondents for all the five criteria. The highest score
for both the female and male respondents is in
Mechanics while the lowest score for both of them is
in Language Use. Overall, the female respondents
scored higher than the male respondents for four
criteria like Mechanics, Organization, Content and
Vocabulary. However, both the female and male
students had almost the same score for Content.

Generally, the female respondents scored higher than
the male respondents for all the criteria. On the other
hand, the respondents who had 1A - 2A
(distinction/excellent marks) in SPM English grade
scored highest (62.5%) in Organization but lowest in
Language Use (46.0%). Meanwhile respondents who
had 3B - 4B (good) in SPM English grade scored
highest (70%) in Mechanics and lowest in Language
use (54.9%). However, respondents who had a grade
range of 5C - 6C (credits) in SPM English scored
highest in Organization (64.2%) and lowest in
Language Use (52.3%). Next, those who passed with
7 - 8 (pass) in SPM English grade scored highest in
Mechanics (70%) and lowest in Language use
(scored 48%). Meanwhile, all the respondents with
the qualification of 1A - 2A, 3B - 4B, 5C- 6C and 7 -
8 in the SPM English Language Paper scored almost
the same score for Organization. As a result, all
respondents who had either good marks or average
marks for their SPM English Language paper, scored
lowest in Language Use. Generally, the female
respondents scored higher in all the criteria of the
ESL Composition Profile (Content, Organization,
Vocabulary, Language Use and Mechanics). The
highest component scored by the female respondents
was in Mechanics whereby they scored 70%.
However, the lowest component that the female
respondents scored was for Language Use. Similarly,
the male respondents scored highest for Mechanics
(67.1%) while the lowest was for Language Use.
Nevertheless, both the male and female respondents
scored almost the same score for Content that was
63.4% and 61.4% respectively. Therefore, we believe
that female respondents performed better in writing
descriptive essays on the ESL Composition Profile
developed by Jacobs et al. The female respondents’
handwriting is not only neater than the male
respondents but also they follow the conventions and
rules of writing. Therefore, their essays are easier to
read as they are tidier and do not impede
communication. Next, the female respondents scored
higher in all the five criteria of the ESL Composition
Profile but there were very little differences between
their scores. For instance, in Content, the difference
of score between the female respondents and male
respondents was only 2%. For both their highest
scores in Mechanics, the difference of score was only
2.9%. Both male and female respondents scored
highest in Mechanics and not in other criteria
because, Mechanics is easier to master and acquire.
In Malaysia, students start learning to write simple
letters and words during pre-school until they reach
upper secondary school level. Firstly, during pre-
school education, children learn simple writing
conventions like capitalization of alphabets and
copying simple words. Then, when they are in the
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primary school, they learn to write simple sentences
following the rules and conventions in writing. Later,
when they are in the secondary school, they have
already acquired and mastered the Mechanics or
conventions in writing. Therefore, we can conclude
that, Mechanics is one of the easiest criteria that
students can acquire in the writing skill and this
provides the answer for the highest score. The next
criterion was the qualification of both the female and
male respondents in their SPM English Language
paper. When the Diploma and Matriculation students
first enrolled for their programmes, they had obtained
different grades for their SPM English Language
paper. Their grades or qualification in SPM English
Language paper ranged from 1A - 2B (distinctions)
to lowest grade 7 - 8 (a pass). In between, they had
grades likes 3B - 4B and 5C - 6C (credits) which
indicated that they were good in English Language.
Nevertheless, respondents who scored 1A - 2B
(distinctions) grades scored highest in Organization
and lowest in Language Use. Respondents with 3B -
4B grades (good) scored highest in Mechanics and
lowest in Language Use. Respondents who scored 5C
- 6C (credits) in SPM English got highest in
Organization (64.2%) and lowest in Language Use
(52.3%). However, respondents with a pass or lowest
grade (7 - 8) scored highest in Mechanics and lowest
in Language Use. Therefore, we believe that the
respondents who had good grades and lowest grade
were not very good in their Language Use. This
indicates that Language Use that includes mastery of
sentence construction, agreement, tenses, word order,
articles, pronouns, nouns and prepositions are very
difficult for students to acquire and master. Even
though, their qualification in English Language paper
is good, they are incapable of using Language
appropriately and effectively in their writing
performance. We can assume that mastering a
language is not an easy task especially English
Language that is a second language (L2) to the
students. Moreover, the skills in writing, particularly
writing in L2 is difficult because Raimes suggests
that non-native students needed more than just
creativity to form ideas in English [12]. These
students needed teachers’ great concerns of grammar
and syntax. This means that students have to acquire
the basic rules of grammar and know the correct
syntactic structures to compose and write their essays
proficiently. Therefore, we can conclude that, good
grades or qualification in their SPM English
Language Paper did not contribute and help both the
Diploma and Matriculation respondents perform well
in their writing. The next findings revealed that
respondents from the Diploma (Entry qualification)
scored higher than respondents from Matriculation
(Entry qualification) in all the five criteria in the ESL

Composition Profile like Content, Organization,
Language Use, Vocabulary and Mechanics. The
highest score for both respondents from the Diploma
and Matriculation was for Mechanics and the lowest
score was for Language Use. However, the Diploma
respondents (Entry qualification) scored higher than
Matriculation respondents (Entry qualification) in
their writing performance because they use English
Language more frequently. The Diploma respondents
used English Language in all their programmes or
codes as a medium of instruction. Exposure to
English Language enables the Diploma respondents
to perform better in the writing performance than the
Matriculation respondents. Furthermore, we believe
that the Diploma respondents were given more time
and opportunity to practise writing compared to the
Matriculation respondents. Moreover, Rizal from the
Matriculation Division, Ministry of Education of
Malaysia reveals that not all the subjects or codes in
Matriculation programme are taught in English
Language [14]. Some subjects use Bahasa Malaysia
as the medium of instruction. Therefore, this
assumption is made because the Diploma respondents
have better exposure in English Language and their
proficiency level is better than the Matriculation
respondents. Moreover, Hedge agrees that extensive
reading and more exposure to the language can help
improve students’ writing performance. Furthermore,
we agree with The Ministry of Education of New
Zealand that a writer needs three things; experience,
observation, and imagination. This evidently shows
that students write best when they have the
experience or knowledge about the topics they are
familiar with. Moreover, the observation and
exposure they have in the language enable them to
compose and write proficiently and effectively.

3.1. Inter-Rater Correlation Realibility

The results of the correlation analysis revealed that
there was a positive correlation between Rater 1 and
Rater 2 for the ESL Composition Profile for Content
(r = 0.586), Organization (» = 0.335), Vocabulary (r
= 0.440), Language Use (r = 0.636), Mechanics (r =
0.409) and Writing Performance (» - 0.707). All
correlations were significant at 0.01 levels except
Organization for both Raters at 0.05 levels. In
conclusion, the ratings for both raters (1 and 2) were
reliable.

3.2. Correlations between Writing Performance
and Content, Organization, Vocabulary,
Language Use and Mechanics

The results showed that the Writing Performance
is highly correlated with Content (» = 0.924),
Organization (r = 0.859), Vocabulary (r = 0.884), and
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Language Use ( = 0.880). There is no correlation
between Writing Performance and Mechanics (rr =
0.305). The correlations are significant at 0.01
levels. As a conclusion, Writing Performance
depended on Content, Organization, Vocabulary, and
Language Use only.

3.3. Mean Difference Score for Each Criterion
Between Diploma And Matriculation Entry

The results revealed that there were significant
differences in Score for Content, Vocabulary and
Language Use for the Diploma and Matriculation
Entry. The mean differences score for the Diploma
Entry, for Content with Mean = 19.0217, Vocabulary
with Mean = 12.5652 and Language Use with Mean
= 13.6957 and for the Diploma Entry the mean
differences score for Content with Mean = 17.5882,
Vocabulary with Mean = 11.6471 and Language Use
with Mean = 12.2353.

There were no differences between both Diploma
and Matriculation respondents for the two criteria,
which included Organization and Mechanics. As a
conclusion, the Diploma respondents scored
significantly higher than Matriculation respondents
for the three criteria, Content, Vocabulary, and
Language Use.

In conclusion, both the Diploma and atriculation
students scored highest in Mechanics and lowest in
Language Use in the ESL Composition Profile for
Average Rater 1 and Rater 2. The finding in this
study showed that Writing Performance depended on
Content, Organization, Vocabulary and Language
Use. There was no correlation between Writing
Performance and Mechanics. Therefore, we believe
that, good writing performance definitely has very
important criteria like Content, which means the
writer has an understanding of events, actions,
findings, and views that are vividly presented.
Besides Content, Vocabulary and Language Use play
important roles too for students to write proficiently
and effectively. Students who are good language
users are capable of commanding attention from the
readers. They can enlighten and captivate more
readers with their good command of language.
Organization or structure is also an important
criterion for students to have in their writing. A good
essay is clearly structured with a beginning, middle
and an end. Therefore, we can assume that all the
four criteria like Content, Organization, Vocabulary
and Language Use are important in the writing
performance. However, Mechanics do not make a
great difference on writing performance because it
only includes capitalization and writing conventions
so that the writing will look the way formal writing is
expected to look. In conclusion, we believe that

writing is definitely a skill that needs to be taught and
learnt, and students should be taught by lecturers to
acquire and master the skills in writing so that they
emerge as proficient and effective writers.

4. Contribution to Knowledge

Language may be our most powerful tool. We
use it to understand people through listening, reading,
speaking and writing. However, the ability to write
well is not a naturally acquired skills, it can be learnt
or transmitted as a set of practices. This is similar to
what Reid and Langan advocate that writing is a craft
and also a skill [8], [13]. It means that it can be
taught and learnt. Therefore, writing skills must be
practised and learned through experience. When a
craft or skill is learnt, students can use it especially
for many purposes. However, it takes time to
become skilful and proficient writers.  Writing
teachers and lecturers should play vital roles in
preparing students and providing them ample time
and more opportunities to practise writing. Firstly,
writing is a thinking process. It is a skill that is
difficult to master. It undergoes a long and tedious
process of drafting, revising and editing. Students
and lecturers should seriously collaborate and
cooperate to achieve some kind of satisfactory level
of writing proficiency.  This is vital for our
prospective graduates to be able to write proficiently
and effectively in English Language. Therefore, in
this particular aspect Raimes suggests that writing
lecturers should be concerned with process of writing
rather than product. Furthermore, she states that
when lecturers gave assignments to students, they
should carefully choose these assignments to provide
the chance for them to pay attention to the writing
and revision process. This means giving them time
to work on a paper, time to work with peers and also
alone, time to deal with content, organization, and
later the proof-reading stage. This is the thinking
process that brings discovery to other people. In
other words, we believe that students can master the
writing skills if lecturers encourage them to write
consistently. Moreover, Spandel tates that successful
teachers write and share in their writing processes
and products with their students [15].  They
personally experience what they require their
students to do and as a result, they become more
sensitive about the problems students face in their
writing.  Therefore, lecturers should themselves
begin writing because writing is sharing and
discovering new ideas and these are helpful and
important for both parties. She further emphasizes
“there are no set of standards that can ‘transform
education’ if we (teachers) fail to cherish and
challenge the human heart that is the source of good
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teaching”. In other words, we believe that she wants
teachers to listen thoroughly and motivate our
students and also share our views and ideas with
them and later becoming more sensitive and tolerant
with them. Furthermore, Chaffee, McMahon and
Stout advocate that students should be taught to think
critically and creatively when they write [1]. They
state that a thoughtful writer thinks critically while
moving through the process of writing. They
continue by saying that, “no collection of writing tips
and strategies will ever enable you to write
thoughtfully if you’re not thinking critically”.
Therefore, we believe that lecturers should encourage
and provide students opportunities to be adventurous
with the language, to go beyond what they have
learnt and to take risks with the effects of writing.
This in turn enables our students to be involved with
new language; the effort to express new ideas and the
constant use of their hands and brain is a unique
“process” to reinforce learning. The close
relationship between writing and thinking makes
writing an invaluable part of any language course.
Therefore, we believe that lecturers should learn not
to take themselves too seriously in writing because
occasionally you can tell your students “it’s not a sin
to throw the whole page of writing away if it just
isn’t working (not right)”. Therefore, we believe that
both lecturers and students will have deep satisfaction
and understanding in sharing new ideas. Next, there
is a widely held belief that to be a good writer, a
student needs to read a lot. This is generally true,
because students are able to acquire proficiency
through reading. The Ministry Education of New
Zealand states that reading and writing, like talking
and listening are inseparable processes. This
evidently points out reading and writing are closely
linked because readers use their knowledge and
experience to construct meaning from the books they
read and writers however, construct meaning in the
texts they write. Therefore, we believe, students and
lecturers need to read extensively in order to create,
construct ideas and organize thoughts to write
proficiently and effectively. Furthermore, students
who read a lot are able to use many kinds of language
knowledge in constructing their ideas and thoughts
and put them on paper. It is our greatest hope that
lecturers should encourage students to read widely.
Though it is not an easy task, nurturing and
sustaining students’ interest in reading, lecturers
should foremost play their roles as motivators
efficiently. Using the newspapers, magazines and
other reading materials as teaching aids for our
lessons for instance can generate the reading habit
among our students. As a result, students will
become more proficient and effective writers if they
read extensively.

5. Conclusion

This study concludes that extensive exposure to
the English Language has enhanced the writing
performance of the undergraduates from the Diploma
programme. These students had more years of
exposure in literacy skills compared to those from the
Matriculation programme. Evidence shows that these
undergraduates have mastered the writing skills and
become proficient writers. This is in concord with
Hedge’s argument that exposure and reading
extensively are beneficial to acquiring effective
writing  skills.  Writing maybe difficult and
demanding but frequent exposure in reading and
writing will help improve writing performance.

6. Future Work

Lecturers and teachers should focus on helping
students become aware of how and why they write,
and also encourage them to write freely, fluently and
well. Next, students should be made aware that
writing is an important tool for learning and
communicating. Writing is a vital tool in learning for
students because when they write they go through or
experience the ‘thinking process’ or ‘writing process’
that involves three stages, such as pre-writing
(brainstorming), writing and rewriting (revising) and
finally editing (proof reading).  Therefore, the
importance of writing lies in the abilities of the
students to develop language skills in terms of
fluency, accuracy and appropriateness of meanings
and messages. In conclusion, writing is an important
tool for students not only in learning but also in
communication. Consequently, writing is a major
means of assessing learning throughout our education
system. Most examinations and tests are assessed on
the basis of written performance. Therefore, writing
skill is very important for students to acquire and
master because they are being assessed by the way
they write. Nevertheless, the most important reason
for students to acquire good writing skills is to use
writing in their creative ways to interact effectively
with people and the world around us. Therefore,
lecturers and students should seriously collaborate
and cooperate to achieve some kind of satisfactory
level of writing proficiency that is expected of our
students. We believe that lecturers should be aware
of our students’ different needs and wants. As a
result, lecturers need to review and reflect on our
approach in teaching writing. We may also decide to
register or enroll ourselves in a ’refresher course ‘or a
professional development course to keep abreast and
meet with the special needs and demands of our
students nowadays. Last but not least this paper can
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lead into future research and investigations on how to
motivate  university undergraduates to  write
proficiently and effectively in their academic fields
and project work.
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Abstract

Contemporary education theory underwrites
learner-centredness. Learner-centred ideas are
grounded in the premise that cognitive abilities
develop spontaneously in accordance with a natural
developmental trajectory and optimal education is
education that is in harmony therewith. Whole
language and constructivism as  educational
approaches issued forth from this premise. Learner-
centredness is at present official policy in South
Africa, but at the same time reasons are being sought
for the poor academic performance of South African
school learners, which is especially predominant
among the historically disadvantaged learners. To
address the problem of disappointing academic
performance in South African education, and in other
countries, this paper analyses learner-centredness,
specifically as it manifests in whole language and the
constructivist approach to teaching.

1. Introduction

After the fall of apartheid, the new South African
government’s aim was that schools should offer the
kind of education that leads to high academic
achievement. To meet this aim, outcomes based
education (OBE) was statutorily prescribed and
introduced in 1998 and, concomitantly, learner-
centredness. Learner-centred ideas are grounded in
the premise that cognitive abilities develop
spontaneously in accordance with a natural
developmental trajectory and optimal education is
education that is in harmony therewith.

The change to OBE and learner-centredness has
not had the envisaged result. In fact, South Africa is
experiencing  increasingly = poorer  academic
achievement. This has not gone unnoticed by South
Africa’s education authorities. In fact, the prescribed
curriculum was revised in 2001. Learner-centredness

remained, but more guidance as to the subject
content of each learning area was given. However,
academic achievement, especially in historically
disadvantaged schools, still did not improve. In fact,
the business world and university lecturers are
increasingly complaining that in general the
academic skills of South African learners are not up
to par. In 2009, the official reaction to the
persistently poor academic performance was that the
Minister of Basic Education, Ms Angie Motshekga,
appointed a task team to review and rethink the
prescribed curriculum. Thus, in South Africa,
reasons are being sought for the persistently
disappointing academic achievement, especially of
historically disadvantaged learners, but increasingly
also of other learners. Poor academic achievement of
historically disadvantaged learners is of special
concern since it is these learners that are in dire need
of the social and economic upliftment that high
academic achievement makes possible. Against this
background, this paper addresses the question
whether learner-centred approaches, specifically
whole language and constructivism, form pieces of
the puzzle about poor academic achievement.
However, before addressing this question one will
first consider the difference between learner-
centredness and traditional education.

2. The difference between learner-
centred and traditional education

Learner-centred education is a romantic style of
education. Romanticism is the philosophical stance
that presupposes the goodness of nature and natural
processes. Not only does it presuppose natural
goodness, it also assumes that human development,
in all its facets, is a natural, automatic process, and
this (assumed) natural process should direct
education rather than the knowledge one wants the
child to learn [1].
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That the child’s cognitive state, that is, what
he/she knows and/or can do, is a condition necessary
for the consideration of what knowledge should
constitute the subject content proponents of
traditional education also hold, and have always
held. The two education theories — progressive,
learner-centred and traditional, content-centred —
differ in that they hold different views of how
cognitive, intellectual powers develop.
Progressivism, or developmentalism, holds that a//
cognitive, intellectual powers develop automatically
in accordance with a natural developmental
trajectory, and education that follows the child’s own
natural pace of development is the optimal
possibility [2].

In contrast, traditional education theory holds
that whilst primary cognitive abilities — speech, a
basic number-sense and psychomotor skills — are
biological processes that in normal children in
normal circumstances follow a definite and universal
sequence, secondary cognitive abilities — the three
R’s and all further intellectual learning — “do not
develop unless they are taught [3].” The three R’s
are not biological processes but artificial constructs,
and they must be explicitly taught, for how else can
one explain illiterate cultures as well as illiteracy in a
literate culture [4]? In the apartheid era, traditional
education theory underlay teaching in white schools
with excellent over-all academic achievement. At
this stage, it is appropriate to consider how education
proceeds via whole language and constructivism.

3. Whole language and constructivism

Whole language advocates natural learning to
read in a literature-rich environment. Whole
language is an example of a so-called
developmentally appropriate practice, and part of the
so-called literacy emergent approach that excludes
systematic instruction in reading, writing and
spelling.

Constructivism is a postmodern, typically
idealist, doctrine that the mind is constitutive of the
reality that it experiences. Within this philosophy,
the meaning of subject matter cannot be handed
down and explained to students. Instead, students
must engage in hands-on activities and independent
research in order to construct their own meaning of
subject matter. As Hein claims: “Constructing
meaning is learning; there is no other kind [5].” That
the constructed meaning may be wrong is excluded

by the postmodern premise that truth cannot be
known. (Radical constructivists deny the very
existence of truth.) Meaning construction can be
done individually (as expounded by Piaget - a
leading exponent is the radical constructivist von
Glasersfeld [6]) or collectively as a group (as
expounded by Vygotsky - a leading exponent is
Gergen [7].)

3.1 Whole language and reading disability

Wilson maintains that the increase in learning
disabilities is actually a “teaching disability”, that is,
the problem lies not within children but in learner-
centred teaching methods that attempt to stimulate
natural learning of secondary cognitive abilities [8].
Speech is a primary cognitive ability. Oral language,
specifically the mother-tongue, is a natural
outgrowth of speech, and children learn it naturally,
that is, via everyday social interactions. However,
reading and writing are not natural outgrowths of
speech, but artificial constructs built on oral
language [9]. The critical component in learning to
read is learning the relationship between print and
speech, which in an alphabetic language is the
phonetic code. Whole language is rooted in the
belief that the phonetic code is best learnt by young
children in the same natural way that they learnt to
speak their mother-tongue. All that is purportedly
necessary is access to plenty of good books with
lovely pictures, and children can, and will, learn to
read as easily as they learnt to talk. Geary maintains
that this idea “is almost certainly wrong [10].” In
practice, children are expected “to memorise whole
words or to guess words (or whole sentences!) using
context, syntax or picture clues with no phoneme-
grapheme instruction and are expected to ‘discover’
the alphabet code for themselves ‘along the way’
[11].” In other words, children learn each word as a
logograph, as in non-alphabetic languages such as
Chinese and Japanese Kanji [12]. Some children do
manage to figure out the alphabetic code, but many
remain poor readers, condemned to being labelled
with a “learning disability” [13].

The change to whole language caused reading
scores to plummet even further than they had when
phonics was replaced with the look-say, flash-card
method [14]. Empirical studies conducted by Adams
in 1990, Brown and Felton in 1990, Chall in 1967
and 1983, Engelmann in 1992, Foorman in 1994,
Groff in 1994, Paulu in 1988, and Shears and Keogh
in 1993 have all found phonics to be clearly superior
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to look-say and whole language, especially with at-
risk students [15]. Prof Diane McGuinness, a leading
cognitive psychologist, points out that the empirical
evidence from cross-cultural comparisons (by
Wimmer in 1993, Goswami and Wimmer in 1994,
Landerl, Wimmer and Frith in 1997, and Geva and
Siegel [sa]) shows that dyslexia does not occur at
the same rate in all populations, but is predominantly
found among English learners, which suggests that
the description of dyslexia as an inborn neurological
disorder is wrong; the source of difficulty in reading
and spelling is the spelling system and the way
reading and spelling is currently taught in English-
speaking countries [16]. (In South Africa, well-nigh
all black children do their schooling in English.) As
Carnine says: “Data strongly support the explicit
teaching of phonemic awareness, the alphabetic
principle, and phonics, which is often combined with
extensive practice with phonic readers. These are the
cornerstones of successful beginning reading for
young children, particularly at-risk youngsters [17]”
The superiority of phonetic instruction accompanied
with much practice and drilling is ascribable to the
fact that it promotes rapid, automatic, unconscious,
effortless decoding of individual words, which
means that the reader’s conscious attention can be
fully directed to the meaning of the passage. In a
study conducted by Honig involving more than ten
thousand teachers, all the teachers stated that
reading-disabled children in the upper primary
grades exhibit poor phonic decoding skills as well as
other problems such as poor spelling, vocabulary,
understanding, motivation and confidence, all of
which stemmed from their reading failure [18].

The increase in reading problems has led to a so-
called balanced approach which is whole language
with an admixture of some phonics. The balanced
approach to teaching reading is an implicit
concession to the practical failure of whole language.
In the balanced approach phonics is taught
indirectly, the teacher points out letter-sound
correspondences in the context of reading a passage.
But empirical research of classroom practices has
shown that indirect methods of phonics are not as
effective as explicitly teaching Iletter-sound
correspondences in sequence from linguistically easy
to linguistically difficult. A 1997 study of Foorman
and others “showed that about twice as many
students learnt to read under systemic [phonic]
instruction compared with the indirect strategy
[19].”

3.2 Constructivism and academic disability

The current theoretical guide for teaching is
constructivism. Constructivists assume that given an
appropriate subject environment students will be
motivated and able to construct for themselves
subject knowledge, and such self-discovery
promotes optimal understanding [20]. The focus in
constructivism is on conceptual understanding.
Direct teaching and extensive practice and drilling
(labelled “drill and kill”) of algorithms and standard
procedures, for example mathematical procedures, is
deemed unnecessary and potentially detrimental to
children’s development [21].

The constructivist teaching approach has two
empirical problems. The first is that it does not
recognise that the 3R’s are secondary cognitive
domains. Like speech, basic numerical activities are
primary abilities, the acquirement of which is
facilitated through everyday, natural activities, but
more complex mathematical skills are biologically
secondary, and “there is no natural way to learn non-
natural, secondary processes [22].” For optimal
learning, they must be (artificially) taught and they
must be drilled and practised to secure the learning.
Natural learning of mathematical skills would
require that all children be able to, first, construct
correct conceptual meaning for themselves and,
second, develop and use mathematical procedures.
Geary maintains that it is not likely that all children
will construct the correct meaning for themselves,
and even if the correct meaning is constructed, “most
children are not likely to be able to develop
mathematical [and other subject-related] procedures
solely on the basis of their conceptual knowledge
[23].”

The second problem with the constructivist
teaching approach is the denigration of the
importance of drilling basic subject specific facts
and procedures. The “argument that drill and
practice and the development of basic cognitive
skills, such as fact retrieval, are unnecessary and
unwanted in mathematics education [and other
subjects] fails to appreciate the importance of basic
skills for mathematics [and other academic]
development [24].” Of course, children need to
understand mathematical concepts, and concepts
related to other subjects, but they also need
automaticity in basic knowledge and skills.
Automaticity in basic knowledge and skills means
that no or very little conscious effort is needed to use
them, and automaticity and thus “real competency
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only comes from extensive practice [25].” In
constructivism, direct teaching and extensive
practice and drilling is said to be detrimental and the
latter is branded as rote/parrot learning.

Automaticity in basic knowledge and skills is
always necessary - in sport, playing a musical
instrument, phonetic decoding and mathematics; in
fact, it is necessary in all learning areas and in every
profession. The reason is that one can then
concentrate on understanding the task and/or
problem at hand. Furthermore, in mathematics, and
all other learning areas, a lot of drill and practice is
needed even for persons with much innate ability.

In contemporary education memorisation is
degraded. The charge runs that it stifles all
originality. Instead of memorising facts, it is said,
true, meaningful learning depends on understanding
— which is, of course, true. True, meaningful learning
does depend on understanding. Understanding is,
however, only the beginning of learning.
Understanding something does not mean that one
has learnt it, that is, that one knows it and has
confidence in applying it. When one understands
something one has taken the first step in learning;
the next step is to commit it to memory, that is, to
memorise it. Then, and only then, when something
has been committed to memory has one learnt it.

Ready knowledge, that is, memorised
knowledge, is important — in later schooling and in
many professions. Most, if not all, professions
require their practitioners to have a mass of detailed
information stored in their memory. Medical doctors,
engineers and many others cannot constantly consult
books or the internet on the job. People who have
had an education opposed to memorisation have
great trouble in committing to memory the
knowledge which is basic to and essential for their
chosen professions [26].

Furthermore, higher order thinking skills, such as
independent, critical thinking and problem-solving,
are always conjoined to relevant, domain-specific
information, and therefore such skills cannot be
gained and subsequently exercised without having
committed the associated information to memory.
The denigration of memorisation is in fact a
denigration of knowledge, and ultimately a defeat of
the educational ideal of stimulating problem-solving
and independent, critical thinking. As Hirsch points
out: “Independent-mindedness is always predicated
on relevant knowledge: one cannot think critically
unless one has a lot of knowledge of the issue at
hand. Critical thinking is not merely giving one’s

opinion [27].” In fact, common sense tells one that
the person who can think critically and who can
solve problems is, without exception, one who has
sufficient knowledge of the relevant issue or
problem.

The validity of the hypothesis of the superiority
of learner-centred teaching was put to scientific test
in the largest educational experiment ever
undertaken, namely, America’s Project Follow-
Through that began in 1967 and received its last
state grant in 1995. It affected more than 70 000
children a year in more than 180 schools. Its goal
was to identify the best teaching methods,
specifically to teach economically disadvantaged
students and thus uplift such communities. Nine
teaching methods were tested, and each of these fell
into one of three types — wholly learner-centred;
highly structured, teacher-directed; and
combinations. Students’ achievement in three areas,
namely, academic performance, cognitive skills and
self-esteem, at each Follow-Through school was
compared with the other Follow-Through schools
and also with non-Follow-Through schools. Two
agencies independent from American education
authorities and institutions analysed the data. The
findings were unequivocal: in all three areas,
students taught by highly structured, teacher-
directed methods came out on top and the wholly
learner-centred at the bottom [28].

4. Conclusion

The popularity of learner-centredness can be
ascribed to the appeal that it makes to educators’
love for children. Educators love all children, but in
South Africa the concern is especially for the
historically disadvantaged learners whose academic
achievement has not improved with learner-centred
approaches. From rigorous empirical research such
as that of Project Follow-Through, it may be that for
the academic, and ultimately the social and
economic, upliftment of these learners the best
teaching approach is not learner-centred methods but
well-structured, direct and purposive teaching. Such
teaching could be the reason why the historically
white schools still have high academic achievement.
In these schools the majority of teachers are
experienced teachers who are still actively teaching.
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Abstract

At this time, the students are interested
Mathematics and they have motivation in learning
mathematics less than in the past. The purpose of this
research was to study factors effecting on achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics. The research
findings were summarized as follows: Factors effecting
achievement motivation of Bangkok University’s
students in studying Fundamental Mathematics with
the level of statistical significance at 0.05, arranged in
respective sequences of the high-level to low-level
affecting factor, were study habits in Fundamental
Mathematics, students’ attitude towards Fundamental
Mathematics study, adaptation of students and grade
of mathematics course. All those factors could explain
the achievement motivation of Bangkok University’s
students in studying Fundamental Mathematics at the
66.91 percent of variance. The prediction equation in
term of raw score was constructed.

1. Introduction

At present, we use mathematics to solve problems
both direct and indirect ways. Mathematics is a
fundamental science to increase knowledge by
reasoning. Thus successful completion of at least one
mathematics course is typically a requirement in many
undergraduate programs. There are many obstacle
factors for students to achieve the goal of mathematics
course. Soonthorndhai’s research [1] was to study
“enhance your knowledge toward expected grade”
of Bangkok University’s students in studying
Fundamental Mathematics course. He has suggested
that if students have motivation in studying, they will
be enthusiastic to learn in mathematics since
achievement motivation leads students toward success
in studying and drives change. Students needed to
succeed knowledge and skill, so they would like to
improve themselves to get higher knowledge than

others. They would be more successful. Kitisubkanjana’s
research [2] has suggested that students having higher
achievement motivation will concentrate in lessons and
will be successful. Students having lower achievement
motivation will not be interested in lessons and will be
failed.

Many instructors in Fundamental Mathematics
course and researcher alike believe that one of
problems in studying Fundamental Mathematics course
was that the students were lacking of motivation and
enthusiasm. In Fundamental Mathematics course, they
applied from going to class lately, absent, not
concentrate in the lessons, not review in lessons, not
doing homework and copy homework too. From these
reasons in the last five years, number of students
withdrawing Fundamental Mathematics course were
about 30% of the students registered for this course per
year.

The concepts of the achievement motivation in
learning took from Thai researches, i.e. Pourgsuntear
[3], Meenakorn [4], Sanyakul [5], Promnaruritte [6],
Krutbout [7], Mitchun [8] and Inchan [9]. The
achievement motivation was separated into five
categories as follows: 1) The ambition to study
Fundamental Mathematics, 2) The enthusiasm in
studying Fundamental Mathematics, 3) The risk taking
in studying Fundamental Mathematics, 4) The study
planning for Fundamental Mathematics and 5) The
identity in studying Fundamental Mathematics. These
researches believe that the achievement motivation in
learning separated into these five categories can use to
find the level of the achievement motivation. Some of
these researches found that students’ ages, students’
monthly income, family’s monthly income, grade point
average, grade of mathematics course, background
knowledge of mathematics, time spent in traveling to
the university, extra time spent for studying Fundamental
Mathematics, study habits in Fundamental Mathematics,
adaptation of students, students’ attitude towards
Fundamental Mathematics study, and students’ attitude
towards mathematics teacher had effected to the
achievement motivation. Thus, the researcher is
interested to study in the factors effecting on the
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achievement motivation in learning Fundamental
Mathematics. These factors will be used to plan for
instruction and to improve teaching method, to help
and to suggest students in creating their motivation.
Finally, they will be successful in studying
mathematics.

2. Objectives

The objectives of the research were:

e To investigate the level of the achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics.

e To study the relationship between achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics and other
factors which are students’ ages, student’s monthly
income, family’s monthly income, grade point
average, grade of mathematics course, background
knowledge of mathematics, time spent in traveling
to the university, extra time spent for studying
Fundamental ~Mathematics, study habits in
Fundamental Mathematics, adaptation of students,
students’ attitude towards Fundamental
Mathematics study and students’ attitude towards
mathematics teacher.

e To study factors effecting on achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics and bring those
factors to create prediction equation of the
achievement motivation in studying Fundamental
Mathematics.

3. Framework

1. The researcher studied factors effecting on
achievement motivation of Bangkok University’s
students in studying Fundamental Mathematics.

2. The population of the research consisted of
1,067 undergraduate freshmen, from the regular
programs of the school of Business Administration and
school of Accounting, Bangkok University. These
students registered for the Fundamental Mathematics
course in the first semester, academic year 2008 at
Rangsit Campus.

3. Variables in this research were as follows:

3.1 Independent variables were students’ ages,
student’s monthly income, family’s monthly income,
grade point average, grade of mathematics course,
background knowledge of mathematics, time spent in
traveling to the university, extra time spent for
studying Fundamental Mathematics, study habits in
Fundamental Mathematics, adaptation of students,
students’ attitude towards Fundamental Mathematics
study and students’ attitude towards mathematics
teacher.

3.2 Dependent variables were achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics. Achievement
motivation separated in five categories as follows:

3.2.1 The ambition to study Fundamental
Mathematics

3.2.2 The enthusiasm in studying
Fundamental Mathematics
323 The risk taking in  studying

Fundamental Mathematics

3.2.4 The study planning for Fundamental
Mathematics

3.2.5 The identity in studying Fundamental
Mathematics

4. Definitions

1. Achievement Motivation (MOTI): achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics course. It’s separated
into five categories as follows:

1.1 The ambition to study Fundamental
Mathematics means desire to have better scores than
others.

1.2 The enthusiasm in studying Fundamental
Mathematics means doing homework immediately,
asking teacher when they suspect, trying to develop
oneself in studying and having fun in studying.

1.3 The risk taking in studying Fundamental
Mathematics means knowing oneself in studying,
trying to do hard homework and enjoying to class
participation.

1.4 The study planning for Fundamental
Mathematics means having aim and target to study in
Fundamental Mathematics, regularly review lessons
exam preparation and taking exam carefully.

1.5 The identity in studying Fundamental
Mathematics means being higher self — confident,
doing homework by oneself and self — resolution.

2. Students’ monthly income (ISTU): students’
income per month.

3. Family’s monthly income (IGUA): family’s
income per month.

4. Students’ grade point average (GPA): students’
grade point average before study at Bangkok University.

5. Students’ grade of mathematics course
(GMATH): students’ grade of mathematics course
before study at Bangkok University.

6. Students’ background knowledge of mathematics
(BMATH): scores from the Mathematics Placement Test.

7. Students’ time spent in traveling to the
university (TRAVT): students’ traveling time to attend
the class.

8. Students’ extra time spent for studying
Fundamental Mathematics (TMATH): students’ extra
time spent for studying Fundamental Mathematics out
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of the class, e.g. searching the other exercises from the

library, etc.
9. Students” study habits in Fundamental
Mathematics (HMATH): students’ behavior in

Fundamental Mathematics course e.g. never or
sometimes absent, interested in lesson, doing
homework by oneself, etc.

10. Adaptation of students (ADAP): adaptation of
students about friends, study, life in university, etc.

11. Students’ attitude towards Fundamental
Mathematics study (ATMATH): students’ opinion,
feeling, satisfactory towards Fundamental Mathematics
study.

12. Students’ attitude towards mathematics
teacher (ATTEA): students’ opinion, feeling,
satisfactory towards mathematics teacher about
knowledge, instruction or behavior.

5. Anticipated benefits

1. To make use of the research results for further
planning and development Fundamental Mathematics
instruction to increase achievement motivation in
learning Fundamental Mathematics.

2. To utilize factors effecting on achievement
motivation in learning Fundamental Mathematics in
order to increase achievement motivation in learning
Fundamental Mathematics.

6. Methodology

6.1. Research Sample

The survey technique was used in this research.
The population of the research consisted of 1,067
undergraduate freshmen, from the regular programs of
the school of Business Administration and school of
Accounting, Bangkok University. These students
registered for the Fundamental Mathematics course in
the first semester, academic year 2008 at Rangsit
Campus. The samples were selected by using the
Stratified Random Sampling technique and Simple
Random Sampling as follows:

Stage 1: The researcher used the Stratified
Random Sampling technique to classify the population
into 3 groups, which were of the school of Business
Administration(curriculum 4 years), the school of

Business Administration(curriculum 2 years), and the
school of Accounting, Bangkok University.

Stage 2: The researcher used the Quota Sampling
technique by proportion.

The sample size was calculated based on [10]

n = NZ*s?
(N-1)e*+2%52
(e=0.085 and Z=1.96)

In this research, the population was 1,067 students.
Therefore, the sample size was 427 students as shown
in Table 1.

Table 1. The sample size of each group

School and curriculum

Sample size

The school of Business Administration(curriculum 4 years) 316
The school of Accounting 73
The school of Business Administration(curriculum 2 years) 38

Total 427

7. Research Instruments

This research design was a kind of qualitative
approach. In order to achieve the purpose of this study,
the researcher utilized a survey questionnaire as a
research tool. Prior to sending to the respondents, the
questionnaire was pre-tested with a sample group of 31
students who were not selected to participate in the
study in order to verify the meaning of the concept and
content validity. Concerning the reliability of the
questionnaire, Cronbach’s alpha coefficient value was
between 0.769 — 0.923 as follows:

1. The Mathematics Placement Test: The
reliability of the test was 0.867.

2. The Questionnaire was divided into 6 parts as
follows:

Part 1 Student’s personal data. This part consists
of blank filling and multiple — choice questions.

Part2 Test of Study habits in Fundamental
Mathematics class: The reliability of the test was
0.923.

Part 3 Test of Adaptation of students: The
reliability of the test was 0.898.

Part4 Test of Students’ attitude towards
Fundamental Mathematics study: The reliability of the
test was 0.889.

Part 5 Test of Students’ attitude towards
mathematics teacher: The reliability of the test was 0.905.
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Part 6 Test of Achievement Motivation in
learning Fundamental Mathematics separated in five
categories as follows:

6.1 The ambition to study Fundamental Mathematics:
The reliability of the test was 0.868.
6.2 The enthusiasm in studying Fundamental
Mathematics: The reliability of the test was 0.859.
6.3 The risk taking in studying Fundamental
Mathematics: The reliability of the test was 0.769.
6.4 The study planning for Fundamental Mathematics:
The reliability of the test was 0.839.
6.5 The identity in studying Fundamental
Mathematics: The reliability of the test was 0.828.

The questionnaire has been measured using a 5-
point response format ranging from 1 = never or
strongly disagree to 5 = always or strongly agree.

8. Data Collection

The researcher collected the data in the first
semester, academic year 2008 (June - September 2008).
The students did the Mathematics Placement Test at
the first period of the Fundamental Mathematics course
(about the first week in June). It consisted of 25-
multiple choice questions, worth 25 points and it took
60 minutes to complete. At the first week in August,
the researcher collected the questionnaires from the
students in his or her classroom.

9 Data Analysis

The researcher used the SPSS for windows to
examine the descriptive statistics and inference
statistics as follows:

Step 1  Descriptive statistics: frequencies,
percentage, mean and standard deviation (SD).

Step 2 The Pearson Product Moment
Correlation Coefficient: compute all concerned
variables in this study.

Step 3  Multiple  Regression  Analysis:

determine the contribution of dependent variable to
predict achievement motivation of Bangkok University’s

students in studying Fundamental Mathematics.

10. Conclusion

The research findings were as follows:

1. The overall achievement motivation of
Bangkok  University’s  students in  studying
Fundamental Mathematics separated in five categories
was at moderate level. When considered separately,
the category of the ambition to study Fundamental
Mathematics was at high level. Other categories were
at moderate level, arranged in respective sequences of
mean score from high level to low level, which were
risk taking in studying Fundamental Mathematics,
enthusiasm in studying Fundamental Mathematics,
study planning for Fundamental Mathematics and
identity in studying Fundamental Mathematics.
The level of the achievement motivation of Bangkok
University’s students in studying Fundamental
Mathematics as shown in Table 2.

Table 2. The level of the achievement motivation of Bangkok University’s students
in studying Fundamental Mathematics

The achievement motivation of Bangkok University’s =

students in studying Fundamental Mathematics X SD.
The ambition to study Fundamental Mathematics 3.78 0.63
The risk taking in studying Fundamental Mathematics 3.30 0.59
The enthusiasm in studying Fundamental Mathematics 3.18 0.62
The study planning for Fundamental Mathematics 3.18 0.65
The identity in studying Fundamental Mathematics 3.08 0.65
Average 3.31 0.53

2. There were 8 factors related to achievement
motivation of Bangkok University’s students in
studying Fundamental Mathematics with the level of
statistical significance at 0.01. Factors related to
achievement motivation of Bangkok University’s
students in studying Fundamental Mathematics at high
level were study habits in Fundamental Mathematics
and students’ attitude towards Fundamental
Mathematics study. Factor related to achievement
motivation of Bangkok University’s students in

studying Fundamental Mathematics at relatively low
level were grade of mathematics course, adaptation of
students, background knowledge of mathematics, and
students’ attitude towards mathematics teacher. Factors
related to achievement motivation of Bangkok
University’s students in studying Fundamental
Mathematics at low level were grade point average and
extra time spent for studying Fundamental Mathematics.
Correlation coefficients among variables as shown in
Table 3.
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Table 3. Correlation coefficients among variables

Variables AGE ISTU IGUA GPA GMATH BMATH TRAVT TMATH HMATH ADAP ATMATH ATTEA MOTI
AGE 1.000 0.396%* -0.007 0.101* 0.021 -0.168** -0.016 -0.020 0.005 -0.085 -0.105* 0.013 -0.018
ISTU 1.000 0.174%* 0.065 0.007 -0.054 -0.149%* -0.061 -0.013 0.103* -0.116* 0.101* -0.029
IGUA 1.000 -0.013 0.036 0.086 0.016 0.006 0.031 0.034 -0.030 0.000 0.003

GPA 1.000 0.448%* 0.120%* 0.082 -0.061 0.251%* 0.092 0.048 -0.031 0.134%*
GMATH 1.000 0.353%* -0.013 -0.031 0.351%* 0.122% 0.313%* -0.016 0.368**
BMATH 1.000 0.014 -0.090 0.278** 0.097 0.458%* 0.008 0.331%*

TRAVT 1.000 0.032 -0.072 -0.060 -0.103* -0.190%* -0.072
TMATH 1.000 0.197** 0.079 0.136** 0.081 0.128%*
HMATH 1.000 0.323%* 0.572%%* 0.275%* 0.755%*
ADAP 1.000 0.272%* 0.335%* 0.351%*
ATMATH 1.000 0.392%* 0.665%*
ATTEA 1.000 0.312%*
MOTI 1.000

*p<.05 **p< .0l

3. Multiple regression analysis by enter method
was determine the contribution of dependent variable
to predict achievement motivation of Bangkok
University’s  students in studying Fundamental
Mathematics as shown in Table 4 and Table 5.

Factors effecting on achievement motivation in
learning Fundamental Mathematics of Bangkok
University’s students with the level of statistical
significance at 0.05, arranged in respective sequences

of the high-level to low-level affecting factor, were
study habits in Fundamental Mathematics, students’
attitude towards Fundamental Mathematics study,
adaptation of students and grade of mathematics
course. All those factors could explain the achievement
motivation in learning Fundamental Mathematics of
Bangkok University’s students at the 66.91 percent of
variance.

Table 4. Multiple regression analysis by enter method

Variables b SE, i} t Sig.
HMATH 0.554 0.039 0.535 14.303** 0.000
ATMATH 0.251 0.033 0.314 7.620%* 0.000
GMATH 0.061 0.022 0.093 2.733%x 0.007
ADAP 0.091 0.035 0.081 2.576%* 0.010
AGE 0.009 0.014 0.20 0.622 0.534
ATTEA 0.017 0.035 0.016 0.483 0.629
TRAVT 0.000 0.000 0.012 0.421 0.674
BMATH 0.001 0.003 0.007 0.197 0.844
ISTU 0.000 0.000 -0.001 -0.029 0.977
IGUA 0.000 0.000 -0.011 -0.378 0.706
TMATH -0.004 0.004 -0.028 -0.951 0.342
GPA -0.079 0.040 -0.063 -1.959 0.051
R = 0.821 R? = 0.6740
**p < .01
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Table 5. Multiple regression analysis by enter method
only variables which have level of statistical significance at 0.01

Variables b SE, B t Sig.
HMATH 0.536 0.037 0.518 14.416+ 0.000
ATMATH 0.265 0.028 0.331 9.488+x 0.000
ADAP 0.089 0.033 0.079 2.669** 0.008
GMATH 0.046 0.020 0.070 2.318* 0.021
R=0.818 R* =0.6691 a=0.287 F = 213.486**

*p<.05 *p<.0l

The prediction equations of achievement
motivation in learning Fundamental Mathematics of
Bangkok University’s students in raw scores and
standard scores were as follows:

The prediction equation in term of raw score was:

Y — 0287 + 0.536HMATH + 0.26SATMATH +
0.089ADAP + 0.046GMATH
The prediction equation in term of standard score was:

Z - 0518 ZHMATH + 0331ZATMATH +
0.079ZADAP + 0.070ZGMATH
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Abstract

Science education is a vital component of today’s
classrooms. However, under the current education
system, science understanding may not reach all
Students, as the same misconceptions elementary
students mirror those of college students. Therefore,
the project goal was to provide a relevant, engaging
curriculum themed around sport and physical
activity to teach science in a local afterschool
program. The learning outcomes assessment
included a pre- and post-evaluation based on
physical and biological science concepts. Overall,
post-evaluations showed that students were able to
learn science concepts through this project, and
students described scientists more positively in the
post-evaluations. This research indicates the
effectiveness of using sport and physical activity as a
means of teaching science concepts in an afterschool
setting for elementary-aged students.

1. Introduction

Student knowledge and understanding is noted as
being a primary goal of science education [1]. It is
the foundation for understanding, participating and
addressing the challenges and needs of our world and
society. Science understanding allows people to use
science to enhance their lives, work in a
technologically-sophisticated world, and make sound
decisions based on scientifically-based reasoning.

Though science plays a critical role in our society,
students are sometimes left behind when it comes to
scientific understanding. For example, US national
educational standards suggest that students should
understand the specifics of anatomical and
physiological systems and how these systems work
together to meet the essential requirements for life
[2]. However, alternative conceptions of the
cardiovascular system held by elementary students
mirror those held by 60% of collegiate students [3].
Thus, this goal of content knowledge and conceptual
understanding may not be currently met with today’s
standard educational practices.

A key to enhancing scientific understanding and
knowledge may reside in providing education that
presents accurate information in a more meaningful
and exciting manner. As such, we choose to use
sports and physical activity as a means for teaching
science. In the US, over 38 million children
participated in organized sports activities [4]. With a
high interest in sports, the goal of this project was to
leverage science education through sport and
physical activity.

The objective of the project was to enhance the
science knowledge and understanding in students
participating in an afterschool program (ages: 6-12
years). The central hypotheses are in developing and
implementing a movement- and science-based
curriculum, the afterschool program participants will
gain an increased understanding of science, while
gaining a more positive view of scientists.

2. Theoretical Framework

This project draws from social constructivism
theory. Social constructivism frames student learning
as a dynamic, iterative process developed through
social interaction with other students [5]. This is
that students construct their knowledge through a
socially-negotiated practice of understanding [5], [6],
[7]. They develop understanding based on prior ideas
and experiences [8], [9] and through physical and
mental manipulation of objects [10]. A key to
facilitating learning through this approach is to
enable students to successfully accommodate new
information and to effectively interact and discuss
with their peers their perspective of the topic at hand
(8]

From the constructivist framework, students
generate the meaning from the experience and
activities and relate their understanding to prior
experiences and existing concepts. For this study,
the shared experience for the students was the
implemented physical activity modules. Many
students already had pre-conceived ideas about
sports and physical activities. However, we felt that
most students at the elementary age may not have
explored how science plays a role in these activities.
Using sport and physical activity as a means for
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providing relevancy, the underlying assumption was
that students would be more engaged in the material
and would promote learning [11].

3. Methods

This study was a longitudinal research assessment
to determine the efficacy of a collegiate service-
learning project in an afterschool program setting.
Three undergraduate students implemented the
lesson plans to the afterschool program participants.

3.1. Participants

Twenty-six students from a local elementary
school’s afterschool program participated in this
study, which included 17 boys and 11 girls. Average
age (standard deviation) for the afterschool
participant was 10.2 (1.3 years), and the ages ranged
from 6 to 12 years.

With project approval from the afterschool
program director, school administrators, the
University’s Institutional Review Board, student
selection criteria were: 1) signed assent and consent
forms by the student and legal guardian and 2)
responses to both the pre- and post-evaluation. All
parties were informed of their rights as study
participants. This population of students was chosen
through proximity to the University

The student sample was 65% Hispanic, 27%
White, and 8% Multiracial/Other, with 54% of the
sample eligible to receive free or reduced lunches
(low socio-economic status [SES]). Most students’
primary language spoken at home was Spanish
(54%), with the remaining 46% speaking English at
home.

3.2. Curriculum and Instruction

This project addressed the need for curriculum
development, content support, and increased use of
inquiry learning to promote science using a team of
three undergraduate kinesiology and education
students acting as visiting scientists the afterschool
program.

The first five weeks of the project consisted of
the University students developing the learning
modules for the afterschool participants in addition
to visiting the after school program to see the
“realities of teaching” within this framework. The
modules developed centered on biomechanics (how
people move), showing how the physical sciences
play a role in sports and activities, and physiology
(how the body works), showing a how the body
responds to movement. Each module had a sports or
activity theme, such as running, jumping, basketball,
soccer and baseball. Each module was led by one of
the university students, with the other two students

acting as assistants in implemented the science
modules at the afterschool program.

The next 8 weeks consisted of the University
students implementing their modules, while also
revising and editing their lessons as appropriate.
Each lesson was approximately 90 minutes, with
appropriate breaks as necessary.

Within these lesson plans, the use of technology
was promoted through the use of Vernier’s LabQuest
and sensors (Vernier Software & Technology,
Beaverton, OR, USA). Specifically, this equipment
showed the electrical signaling of the muscles and
heart, systolic and diastolic blood pressure, and
forces that create motion. This technology allowed
the afterschool participants to how science and
technology are used in their everyday world.

3.3. Analysis

Afterschool participants were asked to respond to
twelve questions on a pre-post evaluation designed to
elicit their conceptual understanding of the physical
and biological sciences based on their grade-level.
Questions were developed from the statewide
educational assessment (Texas Essential Knowledge
and Skills [TEKS]). The assessments were only
provided to the third through fifth graders (N = 14)
in the afterschool program because these are the
grades where statewide testing begins. A sample of
the fifth graders questions is shown in the appendix.

Student pre-post evaluations for the science
questions were calculated into POMP scores, and the
subsequent statistical results utilized these values
[12]. Analysis of variance with a covariate of the
pre-test score was used to understand the learning
outcomes, with a Tukey post-hoc analysis for the
different student populations (e.g. gender and SES).

There were also five open-ended questions that
explored the afterschool participant’s view of science
and how the heart works. To answer the open-ended,
students were able to use drawings, words, or
phrases to explain their responses. Students create
images to make sense of their everyday experiences
and understanding of the world [13]. All responses to
the open-ended question were initially reviewed to
develop codes associated with recurring themes,
which were scored for use with statistical analysis.

The coding analyses in the open-ended questions
and the design problem followed a content-driven
systematic iterative process of text interpretation and
categorization to establish patterns of importance
[14]. First, the project assistants independently
reviewed the data to identify meaningful descriptions
or noteworthy statements related to the research
questions. After meeting to compare preliminary
findings and debate interpretations, they developed
coding strategies through consensus; themes were
subsequently derived from the series of coded
statements to establish the main findings. The
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reliability of the analysis was strengthened by the
diversity of perspectives that functioned as checks
and balances in the analytic process and through a
post-analysis examination for conflicting or
disconfirming evidence [15].

The threshold for statistical significance was set
at p = 0.05; however, actual p-values are reported in
the following section for clarity. Statistical analysis
software used included SPSS 15.0 (SPSS Inc,
Chicago, IL, USA) and NVivo 7.0 (QRS
International, Melbourne, Australia). All evaluations
were not examined or assessed until the conclusion
of the project.

4. Results

Overall, student learning was affected through
the activities. From pre- to post-evaluation, scores
were significantly higher (t-test, p = 0.052) for the
multiple-choice questions (Figure 1).  Post-hoc
analysis revealed that Spanish-speaking students
made significantly greater gains (p < 0.043) than
English-speaking students (a 61.2% gain for primary
Spanish-speaking students versus 56.2% gain for
primary English speakers).

Though the pre-evaluations were not examined
until the conclusion of the project, the pre-evaluation
can indicate areas of confusion or misconception by
students on a given topic. The pre-evaluation
indicated uncertainty regarding what a force is and
how it directs motion. However, post-test scores
show that many students noted that that force was
with respect to mass and acceleration.

In the pre-post evaluations, students also circled
words to describe a scientist (Figure 2). From pre- to
post-evaluation, the view of a scientist changed. Pre-
evaluation, the top responses were: old, smart,
strange. Post-evaluation, the afterschool participants
described scientists as creative and fun as the top

responses, while normal, smart, and wise all were the
third highest response. Along these same lines,
students were more apt to see themselves as a
scientist in the post-evaluation in comparison to the
pre-evaluation (76% post-evaluation vs. 27% pre-
evaluation).

Science Evaluation Scores
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Figure 1. Student pre-post evaluation scores.

*SES = Socioeconomic Status, based on
free/reduced lunch status. Gains were all
statistically significant (p < 0.05) from pre-to
post-evaluation

5. Discussion

The purpose of this study was to assess the
science educational outcomes of participating in an
afterschool program with a science- and movement-
based curriculum. Strong gains were noted in the
afterschool participants learning of the sciences as
noted through the pre-post assessments. Moreover,
students also showed a more positive view of a

Who is a Scientist?
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Figure 2. Top six responses to the question on who is a scientist.
* = significant change (p <0.05) in number of respondents
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scientist post-activity, with strong increases seen in
the more positive responses provided in the question:
Who is a Scientist (see Figure 2)?

Science is often defined by particular constructs
and models that make it abstract to the student.
However, previous research suggests that when
students are exposed to relevant curriculum, student
learn more and are more engaged. For individuals to
learn, they must be engaged [11]. Engagement
requires innovative problem solving that models the
practices of day-to-day experiences. In teaching
science through movement, students are positioned
to explore and connect science to something they are
familiar with on a familiar level: sports and physical
activity. While there are some limitations to the
present study, the insights gained are useful in
promoting physical activities and sports as a means
of teaching science concepts. One limitation is that
the pre-post evaluation was 12 questions, which is
not sufficient to understand student knowledge and
conceptual understanding gained through
participating in this activity. Additionally, without a
control group, it not possible to assess gains of this
type of teaching versus a more standard lab- or
lecture-based curriculum.

Despite these limitations and due to the positive
results shown through teaching science through
physical activity, there is a need for increased
research into teaching science in non-traditional
venues, such as through sport and physical activity.

6. Acknowledgements

This material is based upon work supported by
the University of Texas at El Paso, College of Health
Sciences Community Outreach Program (CORP)
grant. Any opinions, findings, and conclusions or
recommendations expressed in this material are those
of the author(s) and do not necessarily reflect the
views of the funding agency. The author would also
like to acknowledge the university students for their
lesson plan development and implementation as well
as Dr. Bill Robertson for his guidance throughout the
project.

7. References

[1] M.U. Smith and H. Siegel, “Knowing, Believing, and
Understanding: What Goals for Science Education?”,
Science and Education, 13: 553582, 2004.

[2] American Association for the Advancement of Science
(AAAS), Benchmarks for Science Literacy, New York:
University Press, 1993.

[3] M.W. Arnaudin, and J.J. Mintzes, “Student's alternative
conceptions of the human circulatory system: A cross-age
study,” Science Education, 69(5): p. 721-733, 19085.

[4] National Council of Youth Sports “Report on Trends
and Participation in Organized Youth Sports”, website:
http://www.ncys.org/pdf/marketResearch.pdf,2001. Access
date: December 18, 2009.

[5] L.S. Vygotsky, Thought and Language, Cambridge,
MA: MIT Press, 1986.

[6] B. Bishop, “The Social Construction of Meaning — A
Significant Development in Mathematics Education. For
the Learning of Mathematics--An International Journal of
Mathematics Education, 11, 24-28 (1985).

[71 B. Rogoff, Apprenticeship in Thinking: Cognitive
Development in Social Context, Oxford: Oxford
University Press (1990).

[8] R. Driver, and B.F. Bell, “Students thinking and the
learning of science: A constructivist view.” School
Science Review, 67, 443-456 (1986).

[9] R. Duit, “Students Conceptual Frameworks:
Consequences for Learning Science. In S.M. Glynn, R.H
Yeany, and B.K. Britton (eds.), The Psychology of
Learning Science, 65-85. Hillsdale, NI: Lawrence
Erlbaum, 1991.

[10] J. Piaget, Genetic Epistemology, New York:
Columbia University Press, 1970.

[11] K.A. Smith, et al., “Pedagogies of Engagement:
Classroom-Based Practices,” Journal of Engineering
Education, 94, 87-101, 2005.

[12] P. Cohen, J. Cohen, L.S. Aiken, and S.G. West, “The
problem of units and the circumstance for POMP,”
Multivariate Behavioral Research, 34, 315-346, 1999.

[13] B. Wilson, and M. Wilson, “An iconoclastic view of
the imagery sources in the drawing of young people,” Art
Education 7, 5-11, 1977.

[14] W. Miller, and B. Crabtree, “Primary Care Research:
A Multimethod Typology and Qualitative Road Map.” In
B.F. Crabtree, and W.L. Miller (eds.), Doing Qualitative
Research, Newbury Park, CA: Sage Publications, 1992.

[15] A. Kuzel, and R.C. Like, “Standards of
Trustworthiness for Qualitative Studies in Primary Care,”
In P.G. Norton (ed.), Primary Care Research: Traditional
and Innovative Approaches, Newbury Park, CA: Sage
Publications, 1991.

Canada International Conference on Education (CICE-2010) 150



Attitudes towards Marriage in Students of the University of Shiraz

Babak Shamshiri', Shahrzad Shah Sani', Fatemeh Bathaei’
Shiraz University', Bahonar College’, Iran
bshamshiri@rose.shirazu.ac.ir, sshahsani@rose.shirazu.ac.ir
mandy b5 1@yahoo.com

Abstract

The purpose of the present study is to investigate
the attitudes of the students of the University of
Shiraz towards marriage. Research questions are: 1.
Are students’ marital attitudes more inclined
towards traditionality or modernity? 2. Is there any
significant difference between the male and the
female marital attitudes in students? 3. Is there any
significant difference between the graduate and
undergraduate students with regard to their attitudes
towards marriage? 4. Is there any significant
difference between urban and provincial students
with regard to their attitudes towards marriage? To
answer these four questions, a questionnaire with 29
Likert-scale items was designed. The society
population is 1450 and the sample of 280 university
students includes 135 male and 145 female
participants. The results convey that students hold a
modern attitude towards marriage. Besides, there
was a significant difference between male and female
students with regard to their attitudes towards
marriage. Female students held a more modern
attitude towards marriage compared to the males.
Furthermore, urban citizens hold a more modern
attitude compared to provincials. Finally, there was
no significant difference between B.A. and M.A.
students in their attitudes towards marriage. The
results show a transition from traditionality to
modernity is taking place in marriage and family life.

1. Introduction
Iran’s society is undergoing a transition from

tradition towards modernity. Such transition leads to
different consequences in various realms including

that of marriage establishment and family.
Expectantly, family life and marriage as
establishments undergo serious changes in a

transitory state. Lower rates of marriage, elder
marriage age, and immediate divorces are among the
challenges that marriage and family life confront in
transitory states. Usually, economic problems are
deemed as the root of these predicaments by social
thinkers in Iran. Yet, as evidence proves, a change in
cultural circumstances, namely the individuals’
attitudes towards marriage and family, bear a more
significant role than the economic situation. This

shift in attitudes seems more drastic in female adults
than in the males.

2. Literature Review

Most of Islamic societies are undergoing a
transition from traditional structures and mentality to
modern ones. Such a transition has drastically
influenced various aspects of personal and social life.
Women’s role in evolving societies is a significant
topic for research.

For instance, Haddad (qtd. in Zahed and Khajeh
Nouri), has explored the role of Arab women in the
Islamic sphere as well as the situation of women in
the contradictory domain of tradition and modernity
[11]. Here, the dissidence of the Arab élite, whether
secular nationalist or Islamic fundamentalist, over
the issue of women has been hinted at. Moreover, he
has talked about a crisis that the evolving Arab world
is facing. The article has concluded that rise of
fundamentalism further complicates the challenges
of women’s role and status, because Arab
fundamentalists hold incongruent views about
women.

John Spozito (qtd. in Zahed and Khajeh Nouri),
has asserted that the influence of Islam on women
and their associations with men in Islamic societies
cannot be denied [11]. He has concluded that it was
men who championed the female emancipation cause
first, but Muslim women soon followed in
demanding religious, educational and social reforms.

Family is one of the realms that are most affected
in the transition from traditionality to modernity. As
Behnam has remarked, families in the evolving third
world countries, especially in urban contexts, face
serious challenges [2]. Demographically speaking,
young population, its uncontrolled growth, as well as
(im)migration are the major causes of these
challenges. New attitudes and inclinations in such
societies usually disturb the mental and cultural
balance. As the result, the roles of family members,
especially women, evolve constantly. In addition,
generation gap widens up.

Contemporary Iran features an Islamic society
which is undergoing a transition from traditionality
to modernity, hence it is subject to the above-
mentioned circumstances. Just a small number of
research projects concerning the impacts of such
transition on personal and social life, especially
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family and marriage, are available. There is a huge
bulk of research on marriage most of which, still,
disregard the impact of traditionality and modernity.
The criteria for marriage have been explored without
considering the relationship of these criteria with the
transition from traditionality to modernity.

For example, Heydari et al has investigated the
criteria for marriage among the single students of the
Medical School of the University of Mazandaran [3].
The result is that the criteria for marriage among the
single male students are mutual understanding,
partner’s faithfulness, irresponsibleness, charms and
pre-marriage acquaintance respectively. While, for
female students, mutual understanding, faithfulness,
parents’ consent, pre-marriage acquaintance, love,
irresponsibleness and charms count respectively.

Samani and Ryan have inspected important
criteria for marriage and age preferences among
Shiraz University students [8]. The results convey
that commitment, chastity, spruceness and health are
four important criteria for spouse selection among
single and married men and women in Iran. Samani
has also examined the criteria for choosing one’s
marital partner among single university students in
Iran. The results clarify that the top ten criteria for
spouse selection among female students are: chastity,
virtuousness, piety, education, origin, financial
status, employment, commitment, social skills and
social prestige. While, male top ten priorities are:
charm, chastity, education, origin, virtuousness,
piety, personal traits, social skills, housekeeping
skills, commitment and financial status.

In a similar study, Husseini et a/ have probed the
priorities of marriage criteria among 504 marrying
couples in Tehran [5]. The results convey that top
priorities in marital partner selection are: origin, lack
of physical disabilities, decency, and belief in the
equity of men and women. Religio-cultural sanding
is the least important criterion.

Yet, very few studies on marriage and family
have been concerned with tradition and modernity.
For instance, Askari et al have investigated the
evolution of, hence differences between generations
with regard to their attitudes and values towards
marriage and family life among mothers and
daughters from Yazd [1]. Results confirm that both
generations agree on the proper age for marriage and
their dismissal of polygamy. On the other hand, there
is a significant difference in the attitudes of mothers
and daughters with regard to consanguine marriage,
spouse selection parameters and celibacy. Daughters
hold more modern attitudes with regard to these
issues. Researchers have concluded that the notion of
family and its attributes is evolving in Iran.

Shamshiri has found that the transition from
traditional system of values to a modern one and the
resulting crisis have led to such consequences as
increase in marriage age or even apathy towards
marriage among Iranian youngsters [10].

Mohammadi et al. have also investigated the
criteria for spouse selection among maidens in
Tehran. The results convey that religio-cultural
criteria occupy a secondary degree of importance in
comparison to socio-economic aspects. Researchers
have accounted for this as the result of political,
social, cultural and economic changes;
modernization; urbanization and the diffusion of
Western culture.

Movahhed et al. have studied marriage from a
different perspective [6]. They have studied young
maidens’ attitudes towards traditional and modern
values with regard to the integrity of pre-marriage
personal association of boys and girls. The results
affirm that society is undergoing a vast evolution
from a traditional to a modern set of values with this
regard. However, maidens are still hesitant between
modern and traditional values. Similarly, Ghane‘i
and Khosrokhavar has also conclude, that the
expanding university admission of Iranian girls and
their inclination to pursue with their studies have
greatly impacted the diffusion of modern values as
well as girl’s demand for the establishment of
modern families [4].

All in all, any research on family and marriage in
Iran should consider traditionality versus modernity.
Yet, the research so far conducted concerns the
investigation of the criteria for spouse selection.
Thus, the present study will not only compliment
previous research, but it also looks at the issue from
a novel perspective. This study aims to investigate
the university students’ attitudes towards marriage,
considering the socio-cultural transition from
traditionality to modernity.

3. Analysis of Findings

This research aims to explore the male and
female students’ attitudes towards marriage in the
University of Shiraz. Research questions are:

e Are students’ marital attitudes more inclined
towards traditionality or modernity?

e Is there any significant difference between the
male and the female marital attitudes in students?

e [s there any significant difference between the
graduate and undergraduate students with regard
to their attitudes towards marriage?

e [s there any significant difference between urban
and provincial students?

Case of this study was the School of Education
and Psychology of the University of Shiraz. The
society’s population was 1450 graduate and
undergraduate students. Twenty percent of the
society, i.e. 135 male students and 145 female
students, were chosen as the sample. The
participants’ age mean was 22.46 with the standard
deviation of 3.49. A questionnaire was prepared to
measure the marriage attitudes in students.
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This questionnaire included:
e demographic data;
e Likert-type items;
Twenty nine items are scored using Likert-scale
(agree, no idea, disagree).

The maximum grade of the Likert-scale test was
80, the minimum 39, and the median was 58. The
closer the grade to 80, the more modern the attitude
towards of marriage. And, the closer the grade to 39,
the more traditional the attitude towards marriage.
The reliability of the test was determined by
Cronbach’s Alpha and the result was 0.81 which
confirm the acceptable reliability of the test.

220 of the participants were urban citizens, 46
provincials and 14 did not specify their residence. In
other words, 82.7% of the participants were urban,
and the 17.3% rural. 229 participants (81.5%) were
B.A. students, while 50 (17.8%) were M.A. students.
The educational status of one of the participants was
not specified.

The following findings were deduced to this
research’s questions:

1. Are students’ marital attitudes more inclined
towards traditionality or modernity?

The mean grade of all participants was 65.43 and
its standard deviation was 8.38.

2. Is there any significant difference between the
male and the female marital attitudes in students?
The findings are illustrated in Figure 1.

Gender Mean Standard Degree of | T test Significance
Deviation Freedom

Female 69.66 | 6.86
Male 61.19 | 7.61 242 9.13 0.01

Figure 1. T-Test of gender difference in the
attitude towards marriage

3. Is there any significant difference between the
graduate and undergraduate students with regard to
their attitudes towards marriage?

The findings are illustrated in Figure 2.

Education Mean Standard Degree of | T test Significance
Deviation Freedom
B.S. student 64.94 7.95

M.A student | 67.51 087 241 1.86 NS

Figure 2. T-Test of educational difference in the
attitude towards marriage

4. Is there any significant difference between
urban and provincial students?

The findings are illustrated in Figure 3.

Residence Mean Standard Degree of | T test Significance
Deviation Freedom

Urban 65.88 | 8.57
Provincial | 63.14 | 7.47 231 1.91 0.05

Figure 3. T-Test of residual difference in the
attitude towards marriage

4. Contribution to Knowledge

The present research offers a twofold
contribution to our current understanding of marriage
and family life. First, a novel instrument has been
designed to measure the modern/traditional attitude
towards marriage. In fact, this seems to be the first of
its kind in Iran and similar societies. This instrument
can be used as an appropriate scale to distinguish
modern and conventional attitudes towards marriage.

Second, considering the scarcity of studies on the
modernity-traditionality conflicts with regard to
marriage among Iranian youngsters, the present
research, at least partly, illuminates the attitude of
marriage among Iranian university students. The
results confirm that this attitude is evolving towards
a more modern one.

5. Conclusion

As the results show (M=65.43 and SD=8.38),
both men and women hold a rather modern attitude
towards marriage. The significance of gender
difference in the attitude towards is 0.01. That is to
say, women hold a more modern attitude towards
marriage than men. Moreover, there was no
significant difference between B.A. and M.A.
students. In addition, a 0.05 significant difference
was observed between rural and provincial students.

As the literature review shows, there has not
been a similar study conducted in Iran. That is to say,
the attitude towards marriage has not been
investigated with an eye for the transition from
traditionality to modernity. Besides, the instrument
introduced and used in this study is the first of its
kind.

In Iran’s society which is undergoing a transition
from traditionality to modernity such studies are
necessary. Despite the scarcity of similar research,
the results agree with similar studies. The results
confirm those reached at by Askari et al and
Muhammadi et al [1], [6]. Of course, as mentioned
above, these studies have not been directly
concerned with the investigation of modernity and
traditionality in marriage, and have only indirectly
concluded that a modern attitude towards marriage is
given rise to among Iranian girls.

6. Future Work

Considering the transitory state of Iran,
conducting similar studies is vital. Such studies will
not only deepen our understanding of current
circumstances but also provide a prognostication of
the transition aftermath. Besides, such studies can be
useful in proposing solutions for the post-transition
problems. So, it is intended to expand this study to
the other schools of the University of Shiraz and
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even other Iranian universities. Moreover, further
cross-cultural research will be conducted in Third
World countries which are facing a similar transitory
state, if the necessary facilities will be provided.
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Abstract

A heavy emphasis is placed on English in many
curriculums and English is becoming the medium of
instruction in many parts of the Arab World. In many
contexts, the native Arabic speaking students are
required to pursue their education in the English
language in higher education institutions. The heavy
emphasis on English is beginning to sideline the
Arabic language, an issue which has spurred concern
at many levels. This paper examines the reasons
behind the concerns voiced in many of these
countries.

1. Introduction

The topic of language has resurfaced in many
discussions, debates and controversies. Due to
globalization, defined by Wikipedia and now
considered by many, as “the new form of
colonialism,” and a ‘“transnational circulation of
ideas, languages or popular culture through
acculturation”, and the rampant spread and heavy
emphasis on English in the school and the work
place, many are beginning to view this language as a
threat to their national linguistic and therefore,
cultural identities. Many believe that what is
beginning to be seen today are remnants of cultures.
Today’s globalized world is seemingly producing,
using Kramsch’s (as cited in Hinkel [16]) terms,
‘surface cultures’ portrayed merely by “foods, fairs,
folklore, and statistical facts”. And today’s
globalized system of education is accused of aiding
and abetting in either erasing weak cultures or
blurring and overshadowing stronger ones. The
Middle East, with its relatively strong cultural
backgrounds, is not an exception. The rampant
spread and emphasis on English accompanied by a
relatively American pop culture is beginning to
sideline Arabic resulting in the linguistic and
therefore cultural loss of those who identity with it in

many areas of the Arab World. There are many
factors that this is a result of, but the most prominent
of which is globalizations’ impact on education and
the manifestation of ideologies through the use of
language.

The Middle East countries face many challenges
from democracy and building a strong construction of
their part of the world, to globalization and the
attempt to catch up with the international scientific
and economic developments [1]. One of the
challenges that has prevented even the wealthy
countries in this region to fully become active
participants on the international level is the weak
education systems in the region. The relationship
between education and development in today’s global
context, with the shift in control of domestic
economies away from national and towards global,
has also raised questions as to whose economic and
cultural goals and interests are being served by
education [21]; how far can states promote ‘national
culture’ through education and what forms should
these take in pluralistic societies are questions that
today’s Arab world governments are struggling with
[14].

Education has always been the main venue for
knowledge which could either be objective or infused
with subjective ideologies, with explicit or implicit
agendas and intentional or  unintentional
consequences. This has been the case throughout
history and differed according to times, contexts and
agendas. Education today is believed to have
“become the key venue to support globalization” and
the “primary site for the creation and transmission of
such ideologies which “can be seen worldwide in (1)
the adoption of economistic values and the
naturalization of new objectives and comitant
practices in schools and universities, (2) the priority
assigned to certain subject matters and fields of study
over other, and (3) the disregard, and sometimes
plain erasure, of certain knowledge, particularly that
which might contest points 1 and 2” [29]. And
higher education is believed to have been reshaped
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according to a “standardized Anglo-American
model” that is molded into “neoliberal economic
reforms and managerial styles” [30].

2. Importing education: Raising new
concerns

In order for the Arab countries to participate in
the globalized world and compete in the 21% century
global economic system with its highly competitive
market, they need to work on their education system
to improve their human capital by developing their
populations' skills and technical knowledge. The
Arab world region has been identified by a 2005
UNESCO report, as the least research-and
development-intensive area in the world, and
according to The World Bank report released in
2008, their educational institutions are still “not yet
fully equipped to produce graduates with the skills
and expertise necessary to compete in a world where
knowledge is essential to making progress” [19]. So
the goal for these counties is to improve education.
To meet such a goal, many countries, especially those
in the Arab Gulf are allocating major portions of their
budgets on education and we are seeing an
unprecedented rapid expansion of education, with
changes in goals, policies, curricula, contents, and
methods. But one of the problems encountered is the
insufficient number of teachers who can keep up with
the pace at which education is expanding and who are
qualified and equipped with the new knowledge that
is required. Such a context requires education
researchers, policy-makers, and practitioners to
differentiate and re-think education and learning,
both within and outside the school system [5].

Desperate times call for desperate measures.
One of the measures taken is tapping into Western
academics to run their public education system with
“Westerners filling key positions” at these
institutions and government agencies [23]. But
nothing comes without a price. The imported
education came with ideals and values seen as
exclusively tied to the Anglo-American model and to
a large extent, reinforced by the medium of English.
English has “become one of the few enduring facts of
global modern life...a phenomenon which lies at the
heart of globalization” that is “redefining national
and individual identities worldwide” [13].

Such a situation has begun to create concerns
voiced by individuals both within these countries as
well as individuals from outside these countries.
Many are skeptical in regards to these institutions, the

imported knowledge, the rampant use of English, and
the ‘open society’ that have come with them. Krieger
[20] sees that “Opening branches of marquee
American universities” may improve these countries’
“international cachet,” but questions if this is “the
best way for these [countries] to improve their
education systems.” Krieger [19] quotes many
experts who say that “what works in America will not
necessarily work in the Middle East, nor necessarily
be in students’ best interests” and “may be getting
more than they bargained for.” One of these is
Haykel, a professor of Near Eastern studies at
Princeton University, who says “I’m not sure [these]
countries have thought through the implications of
creating this kind of open society...Places like Beirut
were a valve for the region, attracting people from all
Arab countries because of its liberal atmosphere, but
that also made the country very politically volatile
and combustible at the time.” Ezzine, a middle East
specialist for the World Bank who oversaw its recent
report on education in the Arab world, says “a good
university is not just a university that borrows a
curriculum or a few teachers from another prestigious
university.” Tetreault, a professor of international
affairs and a gulf specialist at Trinity University in
Texas, is quoted as saying, “There is a big question
of how these American institutions that are coming
fit with the cultural expectations, and within these
political wars going on for larger social control
between religious and secular groups in the gulf.”
Tetreault says that one of the problems is putting in
programs “that kids can’t succeed at, because they
are not up to speed.” Another problem they will be
faced with is “hav[ing] a huge generation of people
coming out of these institutions that will not be
connected in any kind of organic way to society as a
whole, a generation of people who can’t even speak
to their parents” and this “is going to have massive
social repercussions—some positive, but definitely
some negative as well”. One evident negative
concern surfacing is the fear of losing their native
ethnic identity.

Such problems have seemingly not been
overlooked by the government Ileaders who,
according to Krieger, “are aware of those limitations
but don’t have the time to build an indigenous system
from scratch” because of urgent needs. But what
needs to be taken into consideration is that, according
to Chroist, any assessment of conflict involving
ethnic identity will require delicate treatment of
language [9].
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3. Language: A powerful tool

The topic of language has come back with a
vengeance with globalization. Language, that
“ultimate measure of human society” (Fisher 1999, p.
203 as cited in Chroist, [9] ), is according to John
Stuart Mill ‘the light of the mind.” It is the light that
allows one to navigate and identify with all that a
culture incorporates and entails and the main
ingredient to truly being multicultural [2]. Language
is a vital tool, the means of communicating thoughts
and ideas, feelings, relationships, friendships, cultural
ties, and through which emotions are shaped and
perceptions of reality are determined [18].

Words in a language are ‘microcosms of human
consciousness’ [36]. And language “is not a neutral
medium that passes freely and easily into the private
property of the speaker’s intentions; it is populated—
overpopulated—with the intentions of other” [7] and
represents a fundamental expression of social identity
as Sapir explains. It can also be a “powerful means
of social control” [32], employed as a mechanisms of
political and social control [33]. A common
language, to Sapir [18], serves as a powerful symbol
of the social solidarity of those who speak it and is
therefore one of the strongest unifying factors of any
country, coming next to religion and race. And even
though, within that one language or culture, many
different worlds exist, from ethnicities to language
variations to loyalties, each with their own version of
reality, when the need comes, according to Maalouf
[22], these differences tend to dissipate, are
disregarded, and one tends to identify with the greater
whole, that of language, religion or race.  The
United Nations has reaffirmed such beliefs and
recognizes that culture is the ideological battleground
of the modern world system and language is at the
core of this battleground [35].

In terms of students and school curriculum,
empirical research shows that in general, students
perform better and are more academically and
socially successful when their language and culture
are recognized and used as a fundamental source of
information in the school curriculum. Students may
feel that whatever is not valued by school is not
worth learning [6], [8] and [25]. Seeing oneself
portrayed and recognized, gives the student a sense of
belonging and pride which in turn can motivate
students to learn and become or feel successful. [12],
[15], [25], [31].

Evidently language remains an important
ingredient in any discussion on culture and cultural

identity. It still is and always was, a big deal in
curriculum development and curriculum policy and
according to Phillipson, it remains one of the most
salient issues “in many of the major ethnic upheavals
of recent decades that...must become a central
concern to sociology and political science” [9].

4. Mobilizing Arabic: Voices from within

Whereas “in some contexts there is a growing
acceptance of the fluidity, plurality, and hybridity of
identities, in other contexts, there are efforts to
preserve the purity, unity, and coherence of identities
that are perceived to be under threat” [34]. The latter
is evident in the Middle East. Many are beginning to
voice concerns about preserving Arabic and Arabic
culture and identity in light of all the changes
occurring. The question “How far should the
requirement for native Arabic speakers to pursue
their...studies in the language be seen as an
inevitable response to market needs, and how far a
symptom of neo-colonist power politics in which
Arabic is relegated as non-useful, and Arab culture is
cast as ‘other’ [11] is now being asked.

Language and cultural concerns are surfacing
with a rising tide of feelings of marginalization,
sidelining, and even loss of Arabic language and
cultural identity. English may have become “one of
the few enduring facts of global modern life [13], but
unlike many other languages, Arabic is not just a
language of communication, it is the basis of the
religion which is pivotal to a whole way of life and
not just the culture and cultural identities of its
members. For these countries, the issue of language
goes hand in hand with religion, an issue for many in
these areas that is not to be meddled with. Arabic is
the language of the Quran, the Holy book of
Muslims, and Islam is not just a religion that can be
easily separated from the state and the decisions of
the state, it is a way of life that encompasses
everything. And any sidelining of Arabic can have
serious consequences and implications.

The issue of language and identity in the social
and academic context of many of these Arab
countries, is heightened due to a number of factors.
Statistics show that even though Arabic is among the
most widely spoken languages in the world, coming
in 6™ place, with a population of 256,000,000
(Source: Global Language Monitor, it is not one of
the top ten languages used on the web (Source:
Global Language Monitor. And, according to King
[17], a cultural system, which is the outcome of the
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political and economic system, is most obviously,
and importantly, represented by language. Samuel
Huntington’s  prediction of the ‘Clash  of
Civilizations’ has also had its impact on Arabic
because of it carrying linguist as well as religious
implications, and have created a scenario in which
the Arabic language is now co notated with terrorism
and leading to a repression of the language and to
those who associate with it.

Another important factor is that the demographic
makeup of many of these Arab countries is
overwhelmingly made up of non-Arabic speakers.
Therefore, as it stands now, not only is Arabic and its
culture being demonized by powerful political media,
they are, as shown by Kreieger [20], being dominated
by more powerful languages and cultures in their
own native countries. He explains that in some places
in the Arab Gulf, there is a “massive expatriate
community, which accounts for 90 percent of the
country’s population” with “Education Mall[s]” that
offers “a hodgepodge of services under the broad
rubric of “knowledge”. He further explains in his
article titled “Desert bloom”, that whereas “the native
populations...tend to be relatively conservative” the
governments have been happy to afford great social
liberties to foreigners, with hardly any legal
restrictions on dress, alcohol, or gender roles.”

Many, like Maalouf are now stating that if
governments, such as those in the Middle East,
“relaxed [their] vigilance and just let market forces
and the power of numbers have it all their own way,
the national language would soon be used for
domestic purposes only. Its territory would shrink,
and...would end up as a mere local dialect [22]”. He
maintains that “Any attempt to separate language
from identity” is “neither possible nor desirable”
because “Language is bound to remain the
mainspring of cultural identity”. Al Tayer, Chairman
of National Human Resource Authority in the UAE,
sees that “It is not acceptable to drop Arabic language
from our lives” [3]. He explains that there is “no
reason to permit” even “businesses like real estate
developers and banks to sign contracts and serve
notices in English only, ignoring Arabic completely”
because “From a practical point of view Arabic must
be used because it is the language of the land and the
society...” Shaheen [26] reports that “The Federal
National Council took a step further into the debate
over English versus Arabic in schools..., urging
federal universities to accept more students who do
not speak English and to consider teaching some
subjects in Arabic”. There is a need to develop “a
unified educational policy that stresses the national

religious and cultural values...to develop a young
generation that is proud of its national identity” One
way to do so is to “...improve[e] Arabic language
classes and how they are taught... [and] re-examin[e]
the policies of federal universities regarding English-
language admissions requirements and teaching
subjects in English.” Shaheen [26] reports Dr. Abdul
Rahim al Shaheen as saying that “teach[ing] courses
in English [is] technically a violation of the
law...General education law [in the Arab world] says
the language of instruction in schools is Arabic.”

According to Al Kitbi, “The decision to change
the language of instruction in the social sciences and
humanities to English... has profound implications
for education” [1]. She believes that “the increasing
reliance on English is an example of the sort of
proposed changes in educational systems that serve
foreign interests more than they serve the societies of
the Gulf. The insistence of foreign powers on a
change in the educational philosophy in the Arab
Gulf region comes within the context of the control
and suppression...of youth so that their world view in
the future will be compatible with and serve the
interests of those powers”. She believes that it is now
“appropriate to question whether the language of
instruction ought to be English” and “to consider
what are the barriers to providing a quality education
in Arabic.”

In the many western institutions with their
English speaking faculty and staff being imported,
where  Western-educated  expatriate  professors
outnumber those of the nationals, “Arabic has been
all but eliminated as the language of instruction in
favor of the more universal English” [24]. And the
entire university system, from classroom instruction
to institutional accreditation, is being overhauled to
conform to American standards.” Mills explains that
in some law schools “the study of Shariah Islamic
law and jurisprudence” which once played a
significant role in the curriculum” has been
significantly curtailed.

Marginalization of Arabic and its culture is
beginning to be evident. Those who are affiliated
with the Arabic language and culture feel they are
being “erased.” Mills [24] quotes one Emirati
professor as saying that it has to do with
“culture...you can’t outsource identity”. Mills also
stated “that is a curial point in a country that appears
to be in the throes of a national identity crisis”. He
quotes another professor who says “We knew our
culture and our values...Now we don’t even know
our neighbors.” There is a feeling of being “lost”.

Canada International Conference on Education (CICE-2010) 159



The emerging cultural context in these countries
seems rather bleak. As Maalouf explains, “The
present format, rather than leading to a great
enrichment, a multiplication of means of expression
and the diversification of opinion” instead has lead to
“impoverishment”  and will ultimately lead to
“mawkish “wallpaper”, and the extraordinary
effervescence of ideas will produce only a simplistic
conformism, an intellectual lowest common
denominator” [22].

5. Contribution to Knowledge

The Arab world is experiencing a great deal of
change, progress and development due to
globalization and modernization. Education, in light
of globalization and the introduction of the English
language, is undergoing major changes. Yet, not
much is written or known about it. This paper sheds
some light on this area and presents some of the
concerns that many of these countries are voicing due
to these changes and gives some of the reasons
behind such concerns.

6. Conclusion

Globalization demands some degree of structural
change in the various dimensions of a society which,
according to Shorish [27], are expected to affect the
normative and values systems of developing
countries in a most dramatic way. For the Arab
world, one such “change” is seemingly a loss of
ethnic identity and culture that that is accompanied
with and a great deal of concern, debate and
controversy. Such change may lead to, according to
Maalouf [22] an “unleash[ing] of millions upon
millions of our fellow human beings a reaction of
furious, suicidal, systematic rejection” if all
individuals in this globalized world do not find their
own spaces, where they can recognize and identify
with their worlds and not “be made to think it is
irremediably alien and therefore hostile to him.
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Abstract

This paper draws on theory and educational
policy about creativity and literacy; it includes an
analysis of short stories composed orally by boys
and girls aged 8-11 years. Data was collected during
two small scale pilot projects conducted in British
Primary Schools, one in the North of England and
one on a Hebridean island off the coast of Scotland.
An exploration of literacy, which relates here to the
pupils’ treatment of character, setting, theme, style
and structure, will help to develop an understanding
of their ability to access the imagination, express
original ideas and compose a coherent, whole text.
The discussion will explore how story telling may
enhance children’s sense of identity, citizenship and
cultural literacy and also points to some routes for
practical implementation of creative teaching and
learning.

1. Introduction

Teaching children the art of story telling is
important. Being able to tell a story helps to establish
a sense of identity, develop human relationships and
understand our place in the world. Story telling is
self-affirming [1]. It is an empowering, sometimes
subversive, political act [3]. It is also a hopeful
activity [4]. Learning the art of story telling is part of
growing up; it enhances social and cultural
understanding [11]. Enculturation and socialisation
are essential if we are to take an active role within
our particular contexts but also, as global citizens, an
understanding of what it means to be able to tell a
story is an enlightening and emancipatory
experience. Perhaps, most importantly, giving
children the opportunity to engage with stories and to
become story tellers themselves is a joyful project.

Until children learn to play with language, they
cannot understand its systems of meaning. It is also
necessary to equip children with the foundational
knowledge, skills and understanding they need in
order to produce good work. Creativity involves the
process of drawing on prior knowledge, making
connections and making something new from those
connections [6]. As the Primary curriculums in
England [8] and Scotland [10] focus more on

creativity, engagement and enjoyment, teachers can
begin to address their concerns about the suppression
of the imagination and stifling of creativity due to
previous impositions such as the National Literacy
Strategy (NLS). As a result of the NLS, which
affected schools in England from the turn of the
century, teachers have been concerned that the
fragmentation of texts and compartmentalisation of
‘English’ has affected pupils’ sustained engagement
with and enjoyment of reading and writing.
Therefore, one purpose of the pilot study was to
evaluate children’s ability to develop a sense of
structure in a ‘whole’ text. Emerging patterns which
might suggest gender differences in the Primary
stage were also explored as in a previous story telling
project with older pupils [5].

2. Research Objectives and Theoretical
Foundations

The objective here was to consider how we might
equip pupils with the knowledge and skills needed to
create well structured narratives which take account
of place, person and the reader through planning,
composition and reflection. The study was informed
by an eclectic consideration of narratology drawing
on the work of both structuralist and post-
structuralist theorists, in particular Propp [9] and
Bahktin [2]. Bahktinian theory offers a post-
structuralist view wherein a dynamic, triadic system
of meaning-making is formed through the dialogical
relationships between author, narrator and reader.
Whereas language is contextual and reflective of
social forces, literary text can transcend and subvert,
consciously disrupt authority and thus become a
liberationary force. Bahktin also offers the reader an
inroad to space / time indicators (‘chronotopes’)
pertinent to many of the adventure stories produced
by the participants of this study. His explanation of
the ‘road’ and ‘encounter’ [2] would seem to be
more closely aligned to Propp’s formal method of
structural analysis. Propp’s simplified model, drawn
from a wide range of stories such as fairy tales,
myths, legends and epics, describes highly specific
and defined roles, functions and ‘spheres of action’
within plot will also be useful here [9].
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An analysis which focuses on how a text is
written can lead to an understanding of what it says.
Working out the effect of writers’ choices enables a
reader to create meaning. Narrative theory can be
adapted in order to enable pupils to understand the
codes and organising principles of plot and
consequently to compose their own stories.

For the purposes of this research project story
telling was employed as a medium within which
children’s creative and cultural literacy can be
explored. This article, therefore, is an examination
and evaluation of Primary school pupils’ stories and
may consequently inform practice in the classroom.
The participants were encouraged to plan and revise
their work, thus critical literacy was also part of the
project. The study aimed to address the following
questions:

e When children are invited to tell a story, what do
their stories consist of in terms of theme and how
are they structured as regards development of
plot, character and a sense of place?

e How can teachers equip pupils with the
knowledge and skills which will help them to
create well structured narratives that take account
of place, person, plot and consequently the reader
through planning, composition, reflection and
editing?

3. Method: Data Collection

In school A (North of England) 24 pupils took
part aged 8 — 9 years; 12 girls and 12 boys were
randomly selected from three junior classes. In
School B (Hebrides, Scotland) 10 children took part,
7 girls and 3 boys (the entire junior class) aged
between 8 and 11 years. The work was carried out on
a one to one basis with the participants in order to
gain initially an individualistic insight rather than
one which is influenced by immediate classroom
relationships and peer pressure. Brief oral interviews
were conducted with the pupils prior to, during and
after the composition exercise to establish how the
pupils were structuring their ideas. The intention was
to explore the pupils’ development of plot, sense of
place and person and to consider the planning,
drafting and editing processes employed by the
pupils. The advantages of talk for textual
development have long been acknowledged; recent
research which examined the benefits of ‘oral
rehearsal’ for composition and reflection found that
there was increase in confidence, enthusiam and
therefore performance for younger pupils. Despite
theory and policy directives, however, this study also
found that teachers did not fully understand what
‘oral rehearsal’ was and how it could be
implemented in the classroom [7].

In each case, after the planning stage, I acted as
scribe writing down exactly what the participants
told me. At the end of the composition stage the

whole text was read though again and changes were
made according to the pupils’ directions. Along with
the planning sheet, the second draft would enable
further analysis of the children’s editing processes.
The introduction of the ‘scribe’ element facilitates an
investigation of literacy as it relates to oral
composition rather than transcription, which consists
of technical accuracy such as grammar, spelling and
handwriting. Whilst current external assessments
(such as SATS) are often focused on these latter
surface attainments at Key Stage 2, the aim here was
to investigate the pupils’ engagement with thematic
content, setting, character, and their ability to
organise ideas as well as express their imaginations
in an immediate and observable way. There was
some minimal intervention as regards paragraphing
(new place, new person, new action), sentencing (use
of commas and full-stops to reduce the use of ‘and’,
‘then’), and intermittent prompts to use names in
order to reduce sentences beginning with ‘he / she’.
Occasional prompts were also needed for moving on
through the plot when participants began to get
caught up in dialogue which was not contributing to
development of the story.

In both schools each pupil chose one object from
a collection arranged on the desk. Some of the
objects were natural, for example, a piece of bark, a
shell, a stone from the beach, a feather. There were
other objects which were non gender specific but
imaginatively evocative such as a small wooden box
with silver moons and stars on it, a bandage, an old
door knob. After they had chosen their object, I gave
the pupils a planning sheet which consisted of a
number of circles in which they could write. The
pupils were asked to make brief notes about the
setting for their story (time and place), a description
of their object and include some words to introduce
at least one character. They were also encouraged to
outline a very simple structure in terms of action
regarding what happens at the beginning, middle and
end of their story. Children whose writing skills were
undeveloped communicated their ideas orally at this
stage.

After the short planning process the children
were invited to begin telling me their stories which I
simultaneously wrote onto a laptop; in this way the
pupils were able to see their texts develop on the
screen as they composed them orally. When their
composition was finished we read the stories
together and discussed any changes they would like
to make. The pupils usually spent another five to ten
minutes editing and producing their finished version.
In each case the process took between 20 to 30
minutes.

4. Outcomes

The discussion below offers an indication of
areas of interest revealed by the findings. The
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analysis of data collected from both schools focuses
on content / themes, complexity, style and structure
and explores evidence of any developed sense of
place and person. Propp’s list of folktale archetypes
(or ‘actants’ within his ‘dramatis personae’) offers a
useful way into reading, writing and analysing
stories [9]. It is interesting to see the extent to which
these figures, themes and their consequent functions
appear in the pupils’ stories. The hero, the villain, the
helper, leaving and returning home, losing and
finding objects, the gift and use of magic objects,
transportation and pursuit; recognisable characters,
themes and plot lines emerged in the stories from
both cohorts. This seems to indicate that the pupils
were able to draw on their experiences of narrative
(text or film) and assimilate recognisable features
and elements within their own compositions. The
main focus of this evaluation is a consideration of the
extent to which this prior knowledge is successfully
applied within a coherent and satisfying narrative
structure. The relationship between structure and
meaning is a central concern here.

4.1. Theme

The object element resulted in many stories
having a supernatural theme. The word “magic”
appeared in five of the boys’ titles and four of the
girls’. In general both boys and girls invested their
objects with some sort of power. Good luck and bad
luck were equally popular themes among both boys
and girls. There were nine adventures across space
and time. Four of the boys wrote about
transportation; five of the girls were taken to another
world, place or time through the power of their
object. The theme of lost and found was also
popular, three boys and four girls included this
element. Two boys composed stories about ghosts.
More boys wrote about danger and scary creatures;
more girls wrote about family and friends. Most of
the stories were original with only two boys and one
girl drawing on Arthurian legend. One boy and one
girl included glimpses of plot lines which were
recognisable from film but these elements did not
dominate their stories.

4.2. Character

As expected, most girls wrote about young
female characters and most boys wrote about young
male characters. Only one of the boys introduced a
female character, a grandmother, whereas nine of the
girls wrote about a range of male characters
including a magician, a clown, a king, an explorer.
Four of the male figures were brothers to the female
protagonists. In these stories one of the common
themes was a co-operative struggle to overcome
difficulties. Two of the boys’ stories included other
male friends but the majority centred around one

male character, always the age of the author and
often an active, solitary hero.

4.3. Structure

Overall, the girls’ stories were longer and more
complex in terms of plot; the average length for the
girls’ stories was 473 words compared with 322 for
the boys. The longest story by a girl was 926 words;
the longest story by a boy was 611. Most boys and
girls managed to structure their stories within a
simple beginning, middle and end framework. One
clear difference is that, whilst both boys and girls
introduce problems in their stories, more girls were
concerned to create and work out resolutions, or
cliff-hangers which suggested possible sequels.
Conversely, many of the boys were satisfied with
offering very brief endings which did not attempt to
tie up loose ends.

In these Primary projects, both girls and boys
offered more humour regarding action or character in
their stories than in the Secondary School stories
collected and analysed elsewhere [5]. There was also
evidence of more flair in terms of structure (effective
use of repetition, circularity and neat denouement).
This latter skill was more evident among the girls but
a third of the boys managed to ‘entertain’ in an
interesting and original style. More girls than boys
managed to include dialogue effectively within their
stories. The girls were, overall, more meticulous
editors, in some cases spending up to fifteen minutes
revising their texts. The most notable difference
between the boys’ and girls’ compositions was the
development of character (a clear sense of person)
and the ability to create a sense of place by offering a
detailed description of setting. In both instances girls
outperform boys.

From these small samples I have identified some
similarities and differences between the boys’ and
the girls’ compositions regarding theme, character,
setting and structural devices 