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Abstract: This study is part of a wider investigation that aims to explore Egyptian students’ 
essay writing difficulties. The focus of this paper is to shed light on the different socio-
political and socio-cultural challenges deemed to have substantial impact on Egyptian 
students’ essay writing development. Within a social constructionist theoretical framework 
that informed my investigation, I conducted the current study using mixed methods; namely, 
questionnaires, in-depth semi-structured interviews and semi-structured classroom 
observation. Findings of the study suggest that Egyptian different contexts are forceful 
dimensions in students’ realisations and reproductions of their writings; an indicative of 
writing challenges that Egyptian students encounter. Findings of the study revealed that 
Egyptian students encounter various writing difficulties in planning, coherence, cohesion, 
style, unity, mechanics and revision. Socio-political and socio-cultural challenges were two 
main challenges contributing to students’ difficulties in essay writing. Findings of the current 
study indicated two socio-political challenges: namely, suppression of students’ voice in 
writing and the lack of accountability. Moreover, some socio-cultural challenges have 
influenced students’ writing development such as students’ previous learning experiences, 
lack of reading habit, and L1 interference in L2. In reference to students’ previous learning 
experiences, stereotyped writing topics, the use of written clichés, rote learning and 
memorization, lack of critical and creative thinking, competitive learning environment, and 
exam culture have been reported as factors affecting students’ writing development.  
        
Keywords: FL/SL essay writing difficulties, socio-cultural factors, socio-political factors, 
                   student teachers of English, Egypt.  
 
 
 
1. Introduction 
Students' writing in a FL classroom context should show their awareness of their own 
communicative goals, of the reader, and of the writing context. Despite numerous approaches 
to the teaching of writing (such as the product-based approach, the process-based approach, 
and the post-process approach) having evolved from different teaching methods, tackling EFL 
writing is still one of the most challenging areas for teachers and students. Egyptian student 
teachers of English at Helwan Faculty of Education have to pass many academic courses in 
English. Nevertheless, these students still experience many difficulties in their essay writing 
as indicated by the results of the preliminary essay writing questionnaire administered to one 
hundred students and the informal interviews with six students.   
 
1.1 Problem of the Study 
A growing challenge in education is to develop the skills and knowledge necessary for 
student-teachers of English to effectively write essays in English. The importance of essay 
writing for student teachers is undermined by Grabe and Kaplan (1996: 24-25) who 
mentioned that students in EFL (English as a Foreign Language) contexts will need English 
writing skills ranging from a simple paragraph and summary skills to the ability to write 
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essays and professional article. In addition, being required to write effectively in the course 
and exam compositions of expository, argumentative and narrative types, students are in need 
of writing formal letters, research reports, lesson plans, and translations of Arabic text (Al 
Hazmi & Scholfield, 2007). Moreover, students’ mastery of these writing skills will help them 
transfer this acquired essay writing knowledge and skills to their future students when they 
graduate as English language teachers.   
 
Essay writing, which constitutes a problem for many ESL/EFL students worldwide, is a major 
challenge for many student teachers of English at Helwan Faculty of Education in Egypt. To 
the best of my knowledge, most of the Egyptian studies conducted in the field of essay 
writing at the university level are, however, quantitative. Therefore, the problem of the current 
study is concerned with exploring the different socio-political and socio-cultural challenges 
contributing to Egyptian students’ essay writing difficulties.      
 
1.2 Aim of the Study 
In accordance with what has been reviewed, the EFL essay writing of Egyptian student 
teachers of English has been undervalued resulting in encountering some writing challenges. 
Taking Egyptian students’ writing difficulties into consideration, the current study attempted 
to explore the different contextual challenges affecting Egyptian essay writing development 
from two dimensions: socio-politically and socio-culturally.  
 
1.3 Questions of the Study 
Taking this aim into account, the research questions of this study are as follows: 
 


1- What are the contextual challenges affecting Egyptian students’ essay writing 
development at the university level? 
 


      2- How can the different contextual challenges cause Egyptian students’ essay writing 
          difficulties? 


a) How can the socio-political context affect Egyptian students’ essay writing difficulties? 
b) How can the socio-cultural context hinder Egyptian students’ essay writing difficulties? 
 


2. Literature Review 
EFL teachers and students face certain problems in teaching and learning writing. As many 
teachers of English have noted, acquiring the writing skill seems to be more laborious and 
demanding than acquiring the other three language skills (Zheng, 1999). In fact, Nunan (1999) 
considers producing a coherent piece of writing an enormous challenge, especially in one’s 
second language. This is magnified by the fact that the rhetorical conventions of English 
texts—the structure, style, and organization—often differ from those in other languages (Leki, 
1991) as they require great effort to recognize and manage the differences. This is particularly 
true of the rhetorical conventions of the Arabic language. 
 
In many Arab countries including Egypt, the education systems emphasize writing for taking 
tests. For many students, the only reason to practice writing is to pass examinations or to get a 
good grade in the course. This focus on writing to pass examinations reduces writing from the 
students’ viewpoints to developing a product and receiving a grade from the teacher. This 
approach is not likely to make students interested in writing, which becomes decontextualised 
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and artificial, giving students no real sense of purpose or perspective of a target audience. In 
this respect, some studies in the Arab world and a few Egyptian studies were conducted 
offering different approaches and remedial programmes to overcome the decontextualization 
of writing and develop some of the EFL essay writing skills. Some of these studies in the 
Arab world arena are Khalil (1985), Sa’adeddin (1989), and El-Hibir & Al-Taha, (1992). 
Reviewing the literature, a number of factors were reported to affect the development of 
students’ education in general and writing in particular. First, socio-politics affect students’ 
education (Yamato & Bray, 2002). Second, the development of ESL/EFL writing is 
influenced by a number of socio-cultural factors including students’ rhetorical patterns, 
expressing social values in writing, L1 transfer into L2 and the incomplete understanding of 
the socio-cultural background target language (Al-Khatib, 2001; Lee, 2008; Fernsten, 2008 
and Uysal 2008; and Hinkel, 2009).  
  
In terms of the factors affecting the writing patterns and the writer identity, Uysal (2008) 
examines the writing patterns of eighteen Turkish participants’ texts. The results revealed that 
some rhetorical preferences are transferred bidirectionally from L1. However, educational 
context, L2 level, topic, and audience were reported to account for these patterns and their 
transfer. Similarly, broad based topic accessibility also implies reliance on writers’ personal 
experiences and socio-cultural background knowledge that can lead to a greater topic-effect 
on L2 writing (Hinkel, 2009). In harmony with that Fernsten (2008), tried to clarify how 
embedded ideologies and power relations shape understanding of ESL writer identity. Using a 
poststructural and sociocultural perspective, Fernsten highlights the politics of language and 
the teaching of writing, in relation to students’ racial, ethnic, cultural, and economic 
backgrounds when different from the dominant culture of the school. 
 
Some researchers support the claim that understanding the socio-cultural aspects of the target 
language plays a great role in language development. For example, Al-Khatib (2001) argues 
in his study that the incomplete understanding of the sociocultural background of the target 
language might result in certain peculiarities, often seen as errors, which are the result of the 
contradiction between the Arabic and the English learning cultures. Similarly, (Qaddumi, 
1995 and Mohamed & Omer, 2000) argue that the cultural, rhetorical and linguistic 
background of Arabic is presented as variables affecting students' performance in writing in 
both Arabic and English. 
 
Investigating the pedagogical, social and personal complexities influencing EFL classroom 
processes, Lee (2003) qualitatively analyzed two teachers’ pedagogic practices and their 
students’ purposes in the Korean EFL context. It is concluded that teachers and students’ 
beliefs, purposes and views relating to processes of teaching and learning EFL writing should 
be taken into consideration to deal effectively with EFL writing classrooms. Exploring the 
effect of socio-cultural backgrounds on students’ use of linguistic and textual resources in 
meaning construction, Castro (2004) pinpointed that Filipino college freshmen writers with 
shared socio-cultural backgrounds employ similar linguistic and textual features in their 
writing. This, in turn, shows how writing practices are of socio-cognitive nature. In other 
words, writing practices are not only cognitive processes in which the mind is engaged to 
produce a piece of writing, but they are shaped by social and cultural factors as well. In a 
similar EFL context, Chen (1994) indicated that considerable difference was found between 
native and non-native speakers of English in their writing development, reflecting cultural 
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influences in writing styles and thought content, but no significant difference was found in 
contextual influences, individual factors, or perceptions of effective writing instruction. 
Thus, the researcher conducted the present exploratory study to explore the gap in the 
literature by investigating (1) the different contextual challenges affecting FL essay writing of 
Egyptian student teachers of English, and (2) how these contextual challenges can cause 
students’ difficulties in writing.   
 
 
3. Methodology 
The methodology of the current study is of an exploratory nature where the researcher 
thoroughly probes the phenomenon under investigation. This, in turn, provides insights into 
and comprehension of the essay writing challenges through using a range of data and an 
overall interpretive methodology that attempts to gain an in-depth understanding of the essay 
writing challenges as encountered by Egyptian student teachers and as reported by their essay 
writing lecturers. This interpretive methodology attempts to justify why the participants hold 
different views. 
 
3.1 Theoretical Framework 
The current study is informed by the interpretive paradigm which seeks culturally derived and 
historically situated interpretations of the social world in which we live (Crotty, 1998). 
Interpretivism is defined as “an approach that assumes that the meaning of human action is 
inherent in that action, and the task of the inquirer is to unearth that meaning” (Schwandt, 
2001:160). In view of the exploratory nature of the current study, and its context-specificity, 
the naturalistic orientation of interpretive, qualitative research is an appropriate choice. The 
interpretative approach aims at understanding the context within which participants act, and 
understanding the process by which events and actions take place telling us from the emic’s 
view why things have happened (Maxwell, 1996; Denzin & Lincoln, 2000). This includes 
developing a description of an individual or setting by looking at the issue from different 
perspectives, analyzing data for themes or categories, and finally making an interpretation or 
drawing conclusions about the meaning personally and theoretically (Wolcott, 1994). In other 
words, the interpretive approach will help the researcher explore and understand the context 
within which essay writing in English is taught and learnt at one of the most pioneer Faculties 
of Education in Egypt. This, in turn, will help the researcher reveal the challenges and 
difficulties that Egyptian student teachers of English encounter in their learning of FL essay 
writing. 
 
Within the interpretive paradigm, knowledge is viewed as being socially constructed (Johnson 
& Onwuegbuzie, 2004). In the same vein, the current study is conceived by social 
constructionism (Clark et. al, 2003). In the current study, Egyptian student-teachers of English 
compose their essays in the light of the shared beliefs, backgrounds, culture and perceptions 
of the Egyptian community within which they lived, learnt what is socially acceptable, 
interacted with each other and shared different experiences. If they try to construct their 
written essays in a way that contradicts with the community social consensus, they will be 
socially irrelevant and epistemologically unacceptable for the Egyptian community.    
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In the same vein, the current study is conceived by social constructionism which underscores 
the significance of both culture and context in understanding what takes place in society, 
resulting in the construction of knowledge (McMahon, 1997; Derry, 1999). As a social 
constructionist researcher, I understand that each participant in my study is of a different 
entity, leading to different interpretations of the world where they live. These different 
interpretations are the result of a number of interacting contextual factors that are 
indispensable and complementary. This applies to my study which aims at exploring the EFL 
essay writing challenges of Egyptian student teachers of English. In this context, my 
participants have their own different constructions about the challenges they face in their 
learning and writing experiences. These constructions differ due to the difference in many 
factors including their education, gender, background, social class, family education and so on. 
Writing is not produced in isolation, but it is the outcome of the interaction between writers 
and their surrounding environment. It is a socially constructed process not only because it 
reflects thinking, but it shapes it as well.  This stance is known as Social Constructionism in 
composition studies. Social constructionist approaches to composition as Clark et. al (2003) 
pinpoint, underscore the role society plays in shaping the written discourse and the 
significance of having the society expectations in mind when working with students.  
 
Rafoth & Rubin (1988) and Williams (2004) argue that writers socially construct their written 
composition in a number of ways. First, writers construct mental representations of the social 
contexts in which their writing is embedded. Second, writing as a social process or system can 
create or constitute social contexts. It suggests that writers compose texts as a reaction to the 
social requirements of these groups, not in response to an instinctive need to communicate. 
Besides, writers create texts collectively with other participants in discourse communities. 
Finally, writers assign consensual values to writing and thus construct a dimension of social 
meaning. This mental, social, and contextual construction of writing could be clearly seen 
while Egyptian student teachers of English compose their essays starting from ideation in the 
brainstorming stage, to paragraph development and ending up with editing, proofreading and 
providing feedback on each other’s pieces of writing. 
 
3.2 Research Methods 
In compliance with the exploratory nature of the methodological decision adopted in the 
current study, the research design of the current study employs mixed methods. The data 
collection methods used in this study have potential strengths and weaknesses. As highlighted 
in the literature, mixed methods research is used to refer to any research study that integrates 
one or more qualitative and quantitative techniques for data collection and analysis (Creswell 
2003; Borkan, 2004). In any study, the research questions should determine what methods are 
adopted. Methods are “the techniques or procedures used to gather and collect data related to 
some research question or hypothesis”. (Crotty, 1998: 3).To answer the two research 
questions of the current study, the researcher designed three research instruments: a 
questionnaire, a semi-structured interview and a semi-structured observation. 
 
The participants of the current study were 165 Egyptian student teachers of English who were 
randomly selected from third and fourth year students at the Faculty of Education, Helwan 
University. Moreover, seven essay writing lecturers at the same university took part in the 
current study. I purposively selected fourteen student teachers of English to be interviewed 
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and all the seven essay writing lecturers who were available at the time when the study was 
being conducted.  
 
4. Findings & Discussion 
 
4.1 Socio-political Challenges 
4.1.1 Opinion Suppression  


A major socio-political challenge influencing students’ writing performance in English is 
suppressing students’ opinion in writing. Thirteen student teachers and seven responses to the 
open-ended questions have clarified that they cannot express their opinions freely within the 
Egyptian university educational system. This in turn, restricted their ability to express their 
opinions in English essay writing. For example, Asmaa highlighted how she is unable to 
express her view as follows: 


“The teacher was very much dictatorial in saying that my opinion as a 
student writing an essay is not important for her. The most important thing 
is to develop your ideas into a whole essay. That’s why I’m unable to 
express my opinion freely and clearly. I can express my view in a novel, a 
play or in a poem in the exam, but not in essay writing.” 


 
Likewise, Mahmoud showed which topics of writing are allowed in the essay writing course 
and which ones are prohibited as follows:  


“Expressing my view in essay writing is very big challenge for me. She [the 
teacher] told us that there are three fields of knowledge that you should 
avoid writing about in the exam: religion, sex and politics. She suppressed 
our opinions and we have to obey, or otherwise, she would give me a very 
bad mark that will fail me in this course.”  


      
Apart from that, Ali pinpointed how he is politically unable to express his opinion as follows:  


“We are in Egypt. So, we are used to write what is consistent with the policy 
of the teacher, the university and the whole country. I can state my opinion 
in general matters such as why the underground tube is out of order. 
Politically speaking, we are used to be passive and not active participants.” 
 


In the same context, a response to an open-ended question showed how the cultural view of 
the teacher as the source of knowledge negatively affected students’ ability to innovate and 
express their interests freely.  
 


“Our minds have been automated to obey what the teacher says as if it were 
something sacred. We blindly follow what the teacher says because we know 
that he is the only experienced person in this course.” 


 


Similarly, four teachers have advocated that students are culturally bound not to express their 
opinions. A sample example is given by Dr. Lamiaa who said: 


 “They are not confident enough to express their opinions. I think that our 
society and secondary educational system are opinion suppressing. They 
are brought up to do this whether at home or at school. I try sometimes to 







International Journal of Arts and Sciences  
3(14): 503 - 522 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


direct their attention to assume that there are other readers to convince 
them. But they can never forget that they are students writing for a 
teacher.”  


 
Socio-politically, the Egyptian constitution granted every citizen the right to express his/her 
opinion freely and clearly. This is well expressed in article (47) of the Egyptian constitution 
as follows: “Freedom of opinion is guaranteed. Every individual has the right to express his 
opinion and to publicize it verbally or in writing or by photography or by other means within 
the limits of the law. Self-criticism and constructive criticism is the guarantee for the safety of 
the national structure.” (Eid, et.al, 2007).   
 
In reality, this freedom of opinion expression is suppressed. This affected the teaching and 
learning in higher education negatively. Personally, I was taught within an educational system 
that has forced me to blindly obey the university teachers even if I disagree with their views. 
They had certain views in their minds that nobody can dare to discuss because they might fail 
in the course. They see their views as unarguable. For example, after I was awarded the B.Sc. 
degree in education, I attended a fourteen-course programme in which one of the lecturers 
was very tough although I was not doing the course as a part of my compulsory education. I 
disagreed with this university lecturer about his definition of creativity, and I argued this with 
him. Consequently, he made me fail the course although it was totally unfair. I think this has 
to do with the power relation of Egyptian university professors as they are not accountable for 
the actions they take or for the way they behave. Another example of this voice expression is 
represented in a student of mine at university who told me that he had repeated the Drama 
exam for more than four times now despite passing all the other courses in his degree. The 
reason behind this is that he critically voiced his concern about an issue in the play they were 
studying. He discussed this issue orally with his lecturer in class, but the result was too harsh. 
If there had been any higher authority to investigate his case, he would have graduated by 
now.  
 
Essay writing is also affected by this opinion suppression. In the essay writing course, the 
effect of this was clearly shown in what one of the university teachers did. She asked her 
students to avoid writing any of their essays about any of the three forbidden issues: namely, 
religion, politics or sex. This in turn, affected students as they cannot personalize their writing 
about issues that are of interest and relevance to them. In reference to this issue, Manal said:  


“I’m a teenager and I should have the freedom to write about my teenage 
problems even if they were related to sex and the choice of future husbands. 
But, unfortunately, my essay writing teacher denied me this right.” 


 
I can argue here that there are some reasons rooted in the Egyptian dogma behind the 
teacher’s decision to forbid students from writing about sex, religion and politics. This 
university teacher is the product of an educational system where voice should be suppressed; 
otherwise you will get into trouble. First, I think that the teacher does not want students to 
write about sex because it is a taboo issue about which nobody should talk until they are 
married. Sexual problems are rejected in the Egyptian context for ethical and cultural 
considerations. If you have a sexual problem, you can not even talk about it with your closest 
friends. Recently, a new film was produced entitled “AlNoom Fi Alasaal”, starred by Adel 
Emam, a well-known Egyptian actor. It talked about the sexual problems between wives and 
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husbands indirectly. It tried to shed light on some of the problems about which nobody could 
talk for fear of culture and ethics.  
 
Moreover, the teacher did not want students to tackle any issue from a religious point of view 
for some reasons. First, she might not be religious herself. Second, she might not want to read 
students’ essays in which they address an issue from religious views that distort what the real 
religion calls for. Moreover, she might not have deep knowledge about the two religions in 
Egypt; Islam and Christianity.  
 
Additionally, preventing students from tackling issues from a political perspective could be 
attributed to two reasons. First, the teacher does not want to be involved in any political issues 
that might be against the regime and political laws in Egypt which will lead her to 
prosecution. Second, she does not want other students and teachers to say that she is 
discussing political issues in class which might expose her to the danger of losing her job at 
university.  


 
 
 
 
4.1.2 Lack of Accountability  
Accountability means “the obligation to report to others, to explain, to justify, to answer 
questions about how resources have been used and to what effect” (Trow 1996, p. 310). In 
relation to the advantages of accountability to teaching, it is believed that it promotes better 
teaching practices and enhances professional collaboration among teachers (Louis, et al., 
2005).  
 
I can argue here that Egyptian university teachers lack accountability. It is taken for granted 
that university teachers in Egypt enjoy an extreme power in their educational institution. They 
are the only course designers, teachers, evaluators, examiners and markers of the exams. 
Furthermore, second markers of exams mark them in a superficial and marginal way in the 
form of signing the outside sheet without even looking inside the exam paper. University 
teachers decide what to teach and how to teach irrespective of any considerations. This lack of 
accountability might result in teachers’ wrong decisions about teaching. It is also unfair for 
students to be taught by teachers who are not accountable for the decisions and actions they 
make. This lack of accountability causes Egyptian university teachers and their students to fall 
behind the international standards of quality teaching and learning. This claim was supported 
by other research studies that called for the need for greater accountability and improvement 
in the quality of teaching in higher education (Ballantyne et al., 2000). To be centres of 
excellence for teaching as well as research, universities and their higher education institutions 
require reviewing the ways in which they are managed (Umashankar & Dutta, 2007).  
 


4.2 Socio-Cultural Context  
A number of socio-cultural challenges emerged from the data analysis. Both teachers and 
students have revealed that there are some socio-cultural issues that cause problems to 
students’ learning of English writing at the university level. These issues include pre-
university learning experiences, exam culture, lack of reading habit and L1 interference in L2 
writing.   
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4.2.1 Pre-University Learning Experiences    
In reference to pre-university learning experiences, a number of issues emerged including the 
use of stereotyped topics of writing, the use of written clichés, rote learning and 
memorization, lack of critical and creative thinking, and competitive learning environment.  
 


4.2.1.1 Use of stereotyped writing topics   
First, two teachers have emphasized the use of stereotyped topics of writing at the pre-
university stages. For example, Dr. Mostafa comments on the traditional topics of writing 
taught at the pre-university level as follows: 


"…..I don’t mind spending a lot of time with them [students] to discuss and 
brainstorm ideas. In choosing the ideas, I try to ensure simple ideas that 
they can elaborate. In the pre-university stage, teachers used to give 
students worn out topics to write about such as Mother’s Day, Spring, 
Summer Holiday…etc. It is deeply rooted in their [students’] minds that 
when they begin writing, they have to begin with a famous proverb, a 
quotation from Qur’an or a famous writer and to end your writing in the 
same way. These topics are very traditional and students copy each others’ 
ideas. There is no place for engaging students in interesting and personal 
topics.”  


 


Moreover, Dr. Alaa added that asking students to write about abstract topics at the university 
level is really challenging to students. He expressed his view as follows:  


“One of the difficulties in teaching essay writing is to give students abstract 
topics to write about such as justice, courage, the importance of sacrifice, 
all of which are very general. On the other hand, when you discuss a topic 
about the importance of having a clean house, or what makes you happy or 
what makes you laugh or the relationships between boys and girls. These 
are topics which they are naturally concerned with and usually discuss 
among themselves. I try to avoid abstract topics.” 
 


Egyptian preparatory and secondary school teachers of English use a number of stereotyped 
writing topics in their English lessons for some reasons. First, these topics are used by the 
English language teachers since they were students learning English at secondary schools. 
Second, English language teachers might lack the knowledge about the different composition 
writing topics. Most likely, they have not mastered the different skills of writing in English 
when they were student teachers of English at university. This is reflected in their resort to the 
ready-made stereotyped topics of writing.  
 
Socio-culturally, when English teachers use stereotyped topics of writing, colleagues, parents 
and students view them as experienced teachers who know a lot about the most commonly 
used topics in English exams. Besides, these teachers are not aware of the different strategies 
that enable them to teach English composition in a good way to their students. This might be 
attributed to the poor quality of their teacher education programme at university. Moreover, 
the exam-oriented nature of the Egyptian pre-university educational system plays a vital role 
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in teachers’ use of stereotyped topics of writing. Egyptian teachers of English train their 
students to write about stereotyped topics that are often repeated in the writing section in the 
general English language exams at the preparatory and the secondary levels. Any other topics 
of writing are discouraged because they will not be included in the exam. This notion of 
exam-oriented nature was deeply rooted in the Egyptian educational system (Hartmann, 
2008). 
 
4.2.1.2 Written clichés  
The educational training students receive in their schools has become an established practice 
within the Egyptian educational system. An accepted practice in this society is the use of 
written clichés in learning/teaching of writing. Four students have voiced their concern about 
this practice. A sample example is given by Eman who said:   


“The secondary school teacher told us if one uses one or more of some fixed 
opening sentences to begin our paragraphs and some other concluding 
sentences to end our paragraphs, s/he will get at least 5 out 6 in the writing 
section. Examples of opening sentences are: “No one can deny 
that………….. or  It can’t be argued that………,or  It goes without saying 
that……………. Examples of a concluding sentence is: Thus, the government 
should exert more effort to help improve/decrease/increase/uproot ……….”  
 


In the same context, three teachers have pinpointed that using written clichés is a feature of 
Egyptian students’ English writing. These teachers have clarified that writing is seen as a 
subject to show one’s proficiency rather than a process of idea generation and thought 
expression. This is a socio-cultural view expressed by Dr. Alaa for a number of reasons as 
follows: 
 


“Secondary school teachers gave students clichés to memorize and imitate 
and put in any essay writing. This is very bad because it sees all students as 
the same. I’m mentioning this because this is one of the difficulties I face 
with my students when I teach essay writing. My students usually tell me 
that in the secondary school, we were told to begin with one of these 
sentences: “No one can deny that……”, “There is no doubt that …….”, “It 
is acknowledged that …….”, It goes without saying that ……”, “It is taken 
for granted that…..”.  I spend a lot of time trying to convince these students 
that these clichés should be avoided completely. And of course, they don’t 
have the chance to be trained in the secondary school on how to write a 
good essay or even a paragraph and how to move from one idea to another. 
We face these problems here because they are at the back of these students’ 
mind.” 
 


In this context, Atari (1983) indicated that Arab university students tend to follow certain 
techniques in their written English that make their writing incoherent such as including a 
broad statement in the opening sections of their essays before introducing the topic sentence. 
This clarifies that written clichés is a characteristic of most Arab students in their writing 
which might be attributed to their inability to write correct topic sentences at the beginning of 
each paragraph. This is due to their teachers’ suggestions to use these clichés when they start 
writing a paragraph to guarantee a very good mark.  


 







International Journal of Arts and Sciences  
3(14): 503 - 522 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 
4.2.1.3 Rote learning and memorization 
Rote learning and memorization form the third socio-cultural challenge at the pre-university 
level that has to do with the wider educational approach. This claim was supported by five 
students and four teachers. In reference to the four teachers, all of them have indicated that 
rote learning and memorization are socio-cultural challenges that negatively influence 
students’ quality of writing performance. A sample example of what students perceived as a 
challenge was expressed by Manal who said:  


“The teacher gave us some model paragraphs and he asked us to keep them 
by heart. He divided these paragraphs into three categories: Topics that 
have positive effect on the individual and society, topics that have negative 
effect on the individual and society, and topics that talk about advantages 
and disadvantages of any issue …….. .” 


 
Rote learning is one of the features characterizing Egyptian pre-university educational system. 
Students are encouraged to memorize what they study. Culturally, Egyptian students who 
memorize what they study are regarded as cleverer than those who do not. This is reinforced 
by most exams in the different educational stages in most courses which ask students 
questions that mostly require them to recall what they have memorized during their study. 
This leaves no place for the development of critical or creative thinking skills. Schooling is 
thereby driven exclusively by the need to score high grades in national examinations, which 
determine access to university places. These exams do not only engender a culture of fear and 
frustration, but also reinforce rote learning and memorization and suppress critical thinking 
and creative expression (Dhillon, Fahmy, and Salehi-Isfahani, 2008). 
 
 
Moreover, memorization is also encouraged by both parents and teachers to help students 
getting high scores in the different exams. Socio-culturally, parents encourage their children 
to memorize what they learn to get the best marks and to be teachers’ pets at schools. Parents 
might be doing this because this is the way they used to learn. I remember my dad was asking 
me to memorize written paragraphs written in English to help me recall them quickly in a 
composition writing task in the exam. In relation to teachers, they might be in competition 
with time to finish the dictated syllabus at schools. Another reason might be that 
memorization is a learning strategy that proved successful with students who have tried using 
it. This might date back to a long period of time ago when children were enrolled in what was 
called at that time ‘Kuttab’, referring to a place where Muslim students used to memorize the 
Holy Qur’an under the instruction of a religious teacher called ‘Sheikh’. Although this 
teaching technique is effective in learning the Qur’an, it must be only one of many teaching 
techniques encouraged until now.  
 
Furthermore, many Egyptian preparatory and secondary school teachers lack the knowledge 
and the skills of using differentiated teaching strategies that help them develop students’ 
critical and creative thinking skills. Additionally, the gap between what Egyptian teachers 
learn at university and what they practice inside the real classroom might help explain why 
memorization and rote learning are still encouraged. Experienced in-service teachers transfer 
their experience to the newly-graduated teachers by telling them what works in teaching and 
what does not work. From a personal experience as a teacher of English for one year and a 
supervisor of student teachers of English at different schools for many years, I was told that I 
should forget all about the teaching techniques that I learnt at university and stick to and 
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follow what experienced teachers do in their classrooms by helping students memorize lists of 
isolated words and grammar rules without understanding them. In addition, teachers used to 
train students to memorize steps for answering exam questions correctly. This suggests that 
learning that is based on memorization and rote learning is soon to be forgotten. This justifies 
why teachers should pay attention to using a number of different teaching techniques that 
could help widen their students’ minds to think critically and creatively. This, in turn, might 
cultivate a better learner who is adaptable to the rapidly-changing education worldwide.   
 
Holliday (1996: 94) highlighted that Egyptian student teachers of English “were never in a 
position to negotiate what the lecturer put on the blackboard.” This denotes that they are 
lacking the opportunity to discuss or negotiate meaning in what they learn. This could be 
attributed to the broader political concept of the so-called “democracy”. In Egypt, democracy 
is no more than mottos that are not implemented. Nobody can dare to negotiate the decision 
made by the government on a certain issue related to the lives of the people in Egypt where 
the decisions are unquestionable. This broad concept relating to of the lack of democratic 
political system is reflected at a small classroom level in the Egyptian Educational system in 
Egypt where ‘a democratic class’ in which meaning is co-constructed and equal participation 
is one of everyone’s rights,  is not to be found anywhere in Egypt.  
 
4.2.1.4 Lack of critical and creative thinking   
Lack of critical and creative thinking are another socio-cultural challenges at the pre-
university level. The Egyptian educational system is not targeted at promoting critical 
thinking skills and enhancing creativity. Rather, it kills creativity and undervalues criticality.  
This view was supported by some university teachers. For example, Dr. Lamiaa highlighted 
the absence of students’ critical mind in writing as follows: 


 “Students are unable to focus on definite things while writing and 
reviewing their essays because they don’t have the critical eye that makes 
them aware of their mistakes. Even when they correct things, they would 
correct things that are already correct and miss mistakes. Even when you 
give them editing checklist to correct mistakes on the macro level, 
vocabulary and structure, organization, they are reluctant to do it. I also 
think that this is the effect of the secondary school teachers that accustomed 
them to memorize and cancel their minds.”  


 
In addition, Dr. Atiyat added that students do not give themselves the opportunity to think 
well or are not used to discussing ideas in the planning stage due to their bad habit formation 
of memorization in the secondary schools. In this regard, she said: 


“They don’t think well before writing any piece of writing. I also think that 
these writing problems are not only confined to the school and what 
teachers teach them, but it is more of a socio-cultural problem than 
anything else. As Egyptians, the society and the culture in which we live 
don’t give chance to discuss ideas, express opinions and to argue for or 
against certain topics.” 


 
Furthermore, Dr. Mostafa highlighted that the exam-oriented educational system in the pre-
university stages negatively affected students’ critical thinking skills. He expressed his 
perception as follows: 
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“…..In addition, they are taught for the exam. They are not taught to think. 
They tend to memorize pieces of English. They target certain issues and 
topics that they expect to come in the exam. Teachers also encourage this. 
So, they come to the English Departments at different universities without 
any appropriate background to catch up. They are not exposed as they 
should to the English language.” 
 


These exams do not only engender a culture of fear and frustration, but also reinforce rote 
learning and memorization and suppress critical thinking and creative expression (Dhillon, 
Fahmy, and Salehi-Isfahani, 2008). 
 
 
4.2.1.4 Competitive learning environment 
 
Fourth, the Egyptian learning environment was viewed as competitive by both teachers and 
students. This competitive learning environment is regarded as one of the outcomes of the 
socio-cultural challenges affecting students’ writing in English. Two students and ten 
responses to the open-ended question have shown that the learning environment is 
competitive. For example, Wafaa said: 


 “Our university teacher asked us to collaborate as a group to help each 
other understand what we were not able to understand alone, but it is only 
me who attended and the majority of the group gave us silly excuses 
because they don’t want to help us. I think it is the Egyptian culture that is 
behind these non-sharing behaviours.”  


 
In reference to the culture of not sharing acquired knowledge and skills, Amal said: 


“I have a friend of mine whom I asked for her written lecture of the course 
that was given by our teacher and she made many excuses not to give it to 
me.”  
 


In addition, a sample example of the responses to the open-ended question was very 
expressive of the same view as follows:  


“My parents told me never to give my assignments or written lectures to 
anybody because they might benefit from my work and get higher marks 
than me.” 


 
In the same context, three teachers have highlighted the competitiveness of students’ learning 
at the university level. For example, Dr. Esraa sheds light on students’ unwillingness to co-
operate or work in groups as follows: 


 “Students feel jealous of each other and this hinders any attempt for peer 
review. They don’t want to show each other their written essays. In addition, 
they are reluctant to work in groups when the chance permits. Moreover, if 
they do group work, they do it superficially. They don’t want to share ideas 
or comments with each other.  This is the influence of the family and school 
environment which taught them to hide knowledge and progress from their 
colleagues.” 
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Moreover, Dr. Alaa added that students do not want to share or exchange ideas of their topics 
as follows: 


 “When I asked them to surf the internet about certain topics just to increase 
their prior knowledge about the topic, I found out that they hide the articles 
that they downloaded from the internet from each other for fear of their 
ideas being copied.” 
 


There are some psychological, economical, and social reasons behind students’ unwillingness 
to share learning. First, students believe that knowledge is the power by which they can excel 
over their classmates. Psychologically, students do not trust each other as their ideas might be 
easily stolen and they are worried about the mark that they will get as well. Economically, due 
to the limited resources, inability to access the internet, and old library resources, students 
compete intensely. Socially, they have not been brought up either at school or at home to 
share ideas, projects or experiences.  
 
 
At the level of planning, Dr. Azza showed how Egyptian university students are greedy for 
higher marks at the expense of the learning culture.  


“Moreover, on the level of planning, students don’t want to show their 
outlined ideas for an essay. I think that this is culturally related to the 
competitiveness of learning. Students are competing because they want to 
get higher years’ works and at the same time, they don’t want anybody else 
to get higher scores in the course than them. I have told them that this is not 
good for their learning, but it can’t be solved as they have been brought up 
doing this since they were young.” 


 
The Egyptian educational system whether at the pre-university level or at the university level 
encourages competitive learning environment (Abdellah & Taher, 2007). This relates to the 
culture of competitiveness in which students race to get higher scores than each other. 
Students are competitive because of some socio-cultural factors affecting them such as 
teachers’ encouragement of competitive learning inside the classroom, parents’ 
encouragement of this competitive learning at home and the society encouragement of 
learning competitively at large. The learning of essay writing in such a competitive learning 
environment justifies the lack of peer review because students are very much competitive and 
racing for a better mark in their written essays. They think that sharing their essays might lead 
to their ideas being stolen and losing their unique ideas.   
 
As a product of this educational system that encourages competitive learning, I have acquired 
a number of harmful psychological traits that encourage selfishness, hatred of other 
competitors, love of self and monopoly of knowledge. As a mature teacher, I am now trying 
to get rid of these bad traits. Another product of this competitive learning is a university 
professor in Egypt by whom I was taught in the postgraduate diplomas. She was very much 
monopolizing knowledge by telling us not to share the monthly periodicals to which she 
subscribed with other teachers or lecturers. This draws our attention to the bad psychological 
effects of this kind of competitive learning that should be eliminated from our Egyptian 
educational system by looking ahead at how more developed countries nurture a supportive 
environment that encourages knowledge dissemination and stresses collaborative work that 
leads to ongoing productivity and progress.   
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4.2.1.5 Exam culture 
The educational system in Egypt is marked by being exam-oriented and highly competitive 
(Hartmann, 2008). Exams are the only way reported by university teachers to assess students 
summatively. All courses are mostly evaluated through written tests (20% years’ work and 
80% written test) except in the case of phonetics course in which 40% of the final mark is 
based on oral exam and 60 % is based on written exams. In terms of essay writing, the 
Egyptian pre-university educational system plays a vital role in teachers’ use of stereotyped 
topics of writing. Egyptian teachers of English train their students to write about stereotyped 
topics that are often repeated or similar to other repeated topics in the writing section in the 
general English language exams at the preparatory and the secondary levels. Any other topics 
of writing are discouraged because they will not be included in the exam. This, in turn, causes 
a great difficulty for university students due to the slightly different nature of secondary 
school system and university system. As far as essay writing is concerned, Egyptian 
university teachers’ style of essay writing exams are also stereotyped. This notion of 
‘stereotyped exams’ kills students’ critical and creative thinking skills. Exams should be 
differentiated to meet students’ different proficiency levels.   
 
 
4.2.2 Lack of reading habit 
 Lack of reading habit is another socio-cultural concern for both teachers and students. Three 
students and nine responses have highlighted this argument. A sample example is given by 
Banan who said: 


“Also, I’m not used to reading much in general which results in poor prior 
knowledge about any essay writing topic.”  
 


In the same context, two teachers have shed light on the lack of reading as the source for 
students’ poor prior knowledge. In this respect, Dr. Mohammed said:  


“I think students were educated whether at home or at school in a way that 
inhibits reading outside the curriculum. Students don’t read for general 
knowledge or for pleasure. This is very sad, but this is a reality among 
Egyptian students.”   


 
Within the Egyptian context, it has been revealed that Egyptian university students are 
not willing to read for some socio-cultural reasons (Ibrahim, 2009). First, parents do not 
encourage students to read even in their native language. Second, teachers summarize 
knowledge for students to memorize for exam purposes. Finally, there is no intrinsic or 
extrinsic motivation in the Egyptian culture to read. This shows how the Egyptian 
culture is not a promoting and enhancing the reading culture.  
 
4.2.3 L1 Interference in L2 Writing  
Arabic interference in L2 writing is the last socio-culture challenge affecting Egyptian 
students’ essay writing development. Four teachers have referred to the interference of L1 
(i.e. Arabic) in students’ learning L2 writing in particular. For example, Dr. Mohammed said:  


“So, I find interference of L1 into L2 and overgeneralizations are very clear 
as big problems in their writing. Let me give you an example for 
clarification. One of the students wrote once, "I cut my beard" to mean I 
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shaved. Another example is "To go to the water room" meaning to go to the 
bathroom. These are clear examples of literal translations from Arabic into 
English without giving the right synonyms of the expressions or the words. 
This also indicates that students do not have the specific terms or expression 
needed for this context.”   


 
Additionally, Dr. Atiyat referred to students’ run-on sentences as a result of their Arabic 
influence as follows: 


“They [students] always write run on sentences without any pause or stops. 
I think this is due to the Arabic influence on their learning of the English 
language as we are accustomed to write very long sentences in Arabic, but I 
keep telling them to write simply and specifically.” 


 
Second, three university teachers have reported that Arabic might be the source of the 
‘repetition’ as a stylistic problem facing students. In this context, Dr. Mostafa indicated that 
students’ repetition in writing is a stylistic feature that they transferred from the Arabic 
language. The following extract puts emphasis on this issue:  
 


Also, they [students] make repetition in their writing which weakens their 
writing style. Actually, this may be due to the Arabic influence on their 
English writing.  


 
Findings of the current study have pinpointed that Arabic, as students L1, is the source of 
some difficulties that Egyptian student teachers of English encounter in English writing. First, 
university teachers highlighted that students’ lexical difficulty might be attributed to the 
interference of the Arabic language into their written English. For example, Dr. Esraa said:  
 


“When it comes to writing, they lack the needed vocabulary. So, most of the 
students start with writing in Arabic and then they translate it into English.”  


 
Besides, run-on sentences were another feature of four students’ poor writing style. Regarding 
this difficulty, a sample example was given by Wafaa who said:  
 


“My writing is run-on because I translate from Arabic into English. That’s 
why my writing style is not that good.”  


 
In compliance with the findings of the current study, a handful of studies have revealed how 
Arabic negatively interferes in EFL/ESL writing. For example, Panos (1983) pinpointed that 
the contrasting features between Arabic and English have been identified as potential 
contributors to observed error production and weaknesses in some reading skills, but most 
particularly in writing skills. Besides, Doushaq (1986) who analyzed the content area writing 
of 96 Arab university students studying English for academic purposes, revealed problems in 
three major categories: sentence structure, paragraph structure, and content. It was reported 
that weakness in foreign language writing skills appeared related to weakness in mastery of 
Arabic writing skills. Similarly, Mourtaga (2004) highlighted that texts and other data of 
Palestinian students showed some frequent writing errors in verbs, punctuation, and articles. 
These errors were attributed to the interference of Arabic in the English writing of these 
students. Finally, other researchers have attributed the difficulty Arab students encounter in 
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cohesion to the cultural differences between Arabic and English speech communities. For 
example, Mohamed & Omer (2000) argue that the cultural differences between Arabic and 
English speech communities are directly responsible for the different use of cohesive devices 
in the two languages. They claim that Arabic cohesion is characterised as context-based, 
generalised, repetition-oriented, and additive. In contrast, English cohesion is described as 


text-based, specified, change-oriented, and non-additive. In my view, I think that socio-
cultural factors affect the cohesion of Egyptian student teachers’ writing. This is represented 
in students’ many pre-university learning experiences such as literal translation and use of 
written clichés in their writing. 
 
All the aforementioned studies highlighted how Arabic interference might cause some 
problems for Arabic speaking students in their English writing. Many of the phonological, 
morphological, and structural problems that encounter Arabic speaking students are clearly 
stated in the literature (Suleiman, 1987). Therefore, Santos & Suleiman (1993) have provided 
a number of recommendations for bilingual teachers while teaching English to Arabic 
speaking students. First, teachers should train their students to make linguistic adjustments 
when learning English. They should also be able to deal with the transfer problems from 
Arabic to English more effectively when they recognize the syntactic differences between the 
two languages. Moreover, teachers should draw students’ attention the sociolinguistic 
differences between Arabic and English and how they are culturally-bound. Finally, the 
patterns of rhetoric in both languages should be made clear to avoid any misunderstanding 
and confusion. Thus, it is the university teachers’ responsibility to make sure that students are 
fully aware of these interferences.  
 
Conclusion 
In conclusion, the difficulties encountered by Egyptian student teachers of English are not 
only caused by one category of the aforementioned contextual challenges, but they are caused 
by the interaction among all of these major and minor factors related to different contexts. 
Furthermore, there might be other factors that could have caused these essay writing 
difficulties to students in different international contexts, but the current paper is only limited 
to the addressed factors which are believed to be common among Egyptian students whose 
Arabic is their native language. Finally, discussion of these contexts was crucial in providing 
the reader with an interpretive portrayal of the concealed factors that might lie behind the 
deficiency in the Egyptian educational system in general and in essay writing in particular.        
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Teaching for Sustainability: Curriculum Reform in the Age of 
Environmental Injustice 
 
Alexander K. Lautensach, University of Northern British Columbia, Canada 
Sabina W. Lautensach, Human Security Institute, Canada 
 
Abstract: The present global environmental crisis manifests acts of injustice because the 
people who contribute most to its causes are not the people who reap most of the resulting 
harms. The former tend to be well educated and hold positions of power or at least high 
levels of personal consumption. This points to a failure of education systems and institutions 
that cannot be ignored in the light of their potential to help and their responsibility to do so. 
Applying the moral principle of restorative justice to education, we argue in favour of a 
curriculum that focuses on sustainability as foremost imperative. 
We begin our argument by surveying the determinant factors that contribute to the 
counterproductive behaviour causing the crisis. We then document how education at all 
levels has contributed to environmental injustice by omission and commission, referring to 
education in Canada as a case in point. Addressing the failings of education through the lens 
of restorative justice we arrive at a new transdisciplinary curriculum that focuses on 
sustainable living and the restoration of damaged systems. We argue that the major obstacles 
to sustainability are ideological. Therefore our proposed curriculum emphasises values, 
attitudes and beliefs as a means to counteract counterproductive ideologies and help the 
learners to actively change their lives. 
 
Keywords: Education for sustainability, curriculum, restorative justice; 
 


Introduction 
Every call for justice rests on an argument establishing that injustice has been committed. In 
this essay we focus specifically on environmental injustice, defined as the absence of 
environmental justice. The concept of environmental justice has attracted increasing interest 
during the two decades since Wenz’s (1988) seminal work. The complexity of the concept 
and the variation in definitions stem in part from differences in conceptions of justice (virtue-
based, libertarian, efficiency-based, rights-based, and utilitarian) and from differences in the 
application of justice (distributive, retributive, restorative, procedural, etc.). We agree with 
many of our colleagues that the most useful theories of environmental justice share a 
common perspective of ecocentric holism.1


 


 Its guiding values are ecosystem health 
(Costanza, 1992; Rapport, 1998) and communitarian welfare (Tam, 1998; Taylor, 1986). 


The well-documented manifestations of the current global environmental crisis include 
increasing rates of resource depletion, continuing out-of-control growth of the global human 
population, continuing pollution with its consequences on climate, habitat quality and public 
health. Furthermore, unprecedented rates of species extinctions are caused by the worldwide 
modification of ecosystems through habitat depletion, modification of landscapes and 
climate, and through species displacement (McMichael, 2001; UNEP-MAB, 2005). We will 
show that environmental injustice ranks among the leading causes of the crisis while it also 
arises continuously as one of its consequences.   







 


 
In order to make this argument for environmental injustice we shall first examine the 
anthropogenic causes of the crisis and connect them with particular forms of 
counterproductive behaviour found among human societies, notably among their most 
powerful sectors. But rather than laying blame at the doors of the powerful we intend to trace 
the line of causation back to education and suggest that the ulterior source of environmental 
injustice lies in a systemic failure of education. While we will draw our examples from 
Canadian education systems, specifically in British Columbia, our case applies globally. In 
the second half of our essay we will explore the scope for restorative justice as applied in the 
form of curriculum reform. 


Environmental Injustice: Sources and Manifestations 
Overwhelming evidence suggests that the global environmental crisis is anthropogenic. 
Specifically, it is caused by five causative and self-reinforcing processes; they include 
economic growth, population growth, technological expansion, arms races, and growing 
income inequality (McMichael, 1993; Furkiss, 1974; Coates, 1991). Humanity is most likely 
now in a situation of overshoot, where unsustainable environmental impacts are eroding the 
source and sink capacities of ecological support structures (Catton, 1980; McMichael 2001; 
Wackernagel et al. (2002). Overshoot results if the signals that the system communicates 
back to a growing population are delayed, distorted, ignored or denied, which in turn causes 
detrimental behaviour to continue unchecked. Without discussing the evidence any further 
we will proceed on the assumption that the crisis is primarily caused by the decisions and 
actions of humans.   
 
A closer look at those anthropogenic causes reveals a quantitative and a qualitative 
dimension. On the quantitative side, the logistic model of population growth implies that 
systemic constraints will sooner or later limit the growth of any population, irrespective of 
individuals minimising their demands on the ecosystem (Ehrlich et al 1995). The qualitative 
dimension transcends the ecological model by revealing choices for human survival. At stake 
is not so much the survival of humanity per se but the individual’s privilege of choosing 
among modes of survival (Cohen 1995). Potter (1985:426) distinguished between five kinds 
of survival: mere, miserable, idealistic, irresponsible, and acceptable. The range of options 
depends on our numbers but also on the values and priorities that guide our behaviour. 
 
Accepting human behaviour as the primary cause of the crisis raises questions of justice. For 
example, to what extent do some people in this crisis experience disproportionate harm as a 
result of the behaviour of others? That would constitute injustice. Secondly, to what extent is 
the injustice exacerbated by that behaviour being deliberate or negligent rather than 
inadvertent or unavoidable? We will address the latter question by examining what 
determines counterproductive human behaviour. Those determinants fall into two broad 
categories: conceptual blocks, mental habits and motivations defined by ideals, attitudes, 
values and paradigms on the one hand, and structural relationships inherent in the 
predominant socio-political and cultural frameworks on the other hand (McMichael 1993; 
Lautensach 2003). One of the upshots of the longstanding debate on structure versus agency 
is the realisation that they reinforce each other at many levels. An attempt to demonstrate 
injustice needs to address ethical determinants of agency and structural determinants of 







 


behaviour, as do efforts to modify human behaviour at a large enough scale. However, in this 
essay we will focus on agency, for several reasons. First, human agency (decisions, actions, 
and behaviour) has received less attention in the literature on sustainability2


 


 than have 
structural constraints, structural violence and structural injustice. Secondly, among our 
professional expertise the prime impetus for this essay came from utilitarian and virtue-based 
ethics focused on agency. Thirdly, we have restricted our search for solutions primarily to the 
fields of educational practice and curriculum reform, fields that focus on human decision-
making and its determinants in the developing individual.  


Narrowing our scope of behaviour determinants to those endogenous to the individual, his 
culture and peer groups, we identify certain conceptual blocks, cognitive dysfunctions and 
counterproductive mental habits that prevent people from delaying an appropriate response to 
information about the crisis. This includes, for example, the unwillingness to sacrifice for 
proactive gains (Caldwell 1999); trust in technological fixes (Ellul 1964); limited capacity for 
learning and for flexible response (Toffler 1974); culturally sanctioned unsustainable 
behaviour and counterproductive concepts of progress (Ehrlich et al 1995; Caldwell 1999). 
Other cognitive dysfunctions, moral ineptitudes and mental habits constitute reasons for 
denying altogether that reliable information about the crisis exists (Gordon & Suzuki 1990; 
Hodgkinson & Innes 2000). They include the inability to perceive one’s environment in a 
holistic way (Forrester 1971); the inability to extrapolate to global dimensions (Caldwell 
1999) and to the long term (Gordon & Suzuki 1990); wishful thinking, self-deception, 
weakness of will (Aristotle’s ‘akrasia’) and groundless optimism (Lautensach 2003). These 
determinants can sometimes lead people into denying moral responsibility even when 
confronted with blatant evidence of injustice. 
 
Other determinants of counterproductive behaviour take the form of more explicit values, 
attitudes, ideals, beliefs and paradigms that may have had some value in the past but that 
have outlived their utility in this crisis situation. Examples include the cornucopian belief in 
unlimited economic growth (Ehrlich & Holdren 1971) and its importance;3


 


 scientism and 
technologism (Berry 2000; Gordon & Suzuki 1990); moral nihilism and materialism 
(Postman 1997); consumerism (Ekins 1998); freedom from nature and dominion over nature 
(Catton & Dunlap 1980); confidence in laissez-faire policies (Gray 1998); and the ethics of 
anthropocentrism (Lautensach 2009). Those behaviour determinants often tend to exert their 
influence in the form of a counterproductive notion of what constitutes progress (Bowers 
1993; Lautensach & Lautensach 2004). 


To the extent that those endogenous determinants of behaviour are part and parcel of what 
passes for ‘human nature’ all of humanity is responsible for having contributed to the crisis. 
However, the greatest per capita contributions to the crisis come from individuals and 
communities with the greatest ecological footprints (Wackernagel et al 2007). This includes 
citizens from rich countries where increasing individual consumption continues to widen the 
gap between the world’s richest and its poorest. Furthermore, disproportionately greater 
contributions to the problems come from powerful corporations and governments whose 
leadership pursue agenda that cause pollution, deprivation, resource depletion and poverty. 
At the other end of this slanted spectrum of culpability lie the hapless members of future 
generations who will inherit from us a mess of unprecedented proportions and no recourse. 
Returning to our two questions probing for injustice we can unequivocally assert that 







 


disproportionate harm exists and that it is caused largely by negligence. Whatever the 
specific explanations for counterproductive and discriminatory behaviour may be, a 
considerable measure of injustice seems evident. But the injustice does not end there. 
 
The vast majority of that leadership in industry and government consists of highly educated 
individuals, i.e. holding at least one university degree. In May 2008 we conducted a survey 
of the educational qualifications of the key decision-makers in the IMF, the WTO, and other 
political and commercial organisations, as published on the relevant websites. Our findings, 
summarised in Table 1, show that the vast majority of those directors whose qualifications 
are reported hold postgraduate degrees, mostly doctorates in economics. This confirms 
Rolston’s (1996:186) report of an ‘inverse proportion’ between the number of degrees a 
person holds and the degree of sustainability achieved by them. We know personally 
numerous individuals who hold PhDs but are not yet even recycling their household garbage. 
 
Extrapolating from this admittedly small sample we agree with others (Orr 1999; Priesnitz 
2000) that the greatest amount of harm in this crisis is done by people with higher degrees. 
Their actions and decisions tend to contribute to a worsening of the crisis and a deepening of 
inequities and insecurity. The five self-reinforcing processes driving the crisis that we 
mentioned above are to a large part propelled by the ill-advised, short-sighted and self-
serving decisions of this minority who collectively hold a considerable share of global 
political power. 
 
By virtue of their educational backgrounds, professional competence and social status those 
individuals are privy to all the pertinent information regarding the consequences of their 
decisions. The explanations for their decisions and behaviour may lie within the range of 
behaviour determinants summarised above, but they can neither claim ignorance nor can they 
deny moral culpability. It seems that merely being informed about the crisis does not by itself 
dispose a person toward responsible behaviour. What, then, is primarily driving the decisions 
and the behaviour of this powerful minority? We propose that the primary drivers are values 
and attitudes. Everyday experience suggests that appeals to values and emotions go a long 
way to convince people whereas factual arguments tend to fail on morally significant issues 
(Ehrlich and Ehrlich 1990; Cosgrove et al 1994). Also, aims that were converted from 
instrumental status to the status of end values through the process of goal displacement tend 
to gain influence on our decisions (Lautensach 2003; Wenz 1988). Those observations, as 
well as abundant empirical evidence (e.g. Nicholson-Lord 2001) suggest that values, attitudes 
and beliefs determine human behaviour more strongly than does propositional knowledge 
(Bowers 1993).  
 
Another major contribution to the crisis obviously comes from larger parts of the population 
whose behaviour, through omission and commission, fuels those processes causative to the 
crisis (Cosgrove et al 1994). But even those people tend to be citizens of OECD countries, 
and many of them have received some postsecondary (tertiary) education. An empirical 
correlation appears evident between higher education and inadequate decision-making. The 
unsustainable and counterproductive behaviour of the vast majority of people in rich 
countries is informed by beliefs, attitudes and values that amount to a dominant concept of 
progress, related to Fien’s (1993:23) ‘dominant social paradigm’ (DSP). It guides decisions 







 


and behaviour at the level of the individual, communities and societies, resulting in 
detrimental omissions and commissions (reviewed in Lautensach and Lautensach 2004).  
 
 
Table 1. Distribution of highest educational qualifications among the directors and 
leadership of some major political and the top two media organisations. No 
information was available about the World Bank directorates. Data on the Bank of 
Canada cover the period from 1934 to 2008. 
 


 
             Organisation Educational Qualifications 


PhD MA or other 
postgraduate 


BA or 
equivalent 


Secondary 
only 


No 
information 


IMF  
World Bank 
UNESCO  
WTO (1999 data) 
Time Warner 
Google 
Bank of Canada  


7 
1 
 
1 
2 
 
4 


3 
 
1 
3 
1 
2 


 
 
 
 
 
 
4 


2 14 
24 
 
 


10 


 
 


To summarise so far, our claim of environmental injustice rests on two arguments. 
First, the responsibility for the global environmental crisis and for all the suffering it 
brings to the world’s destitute is not evenly shared by all of humanity. More of it 
lies with those individuals who consume more than the global average, and most of 
it lies with the tiny minority who hold the greatest decision-making power. Our 
second argument regards the curious correlation between moral culpability and 
educational status. We conclude that injustice regarding the global environmental 
crisis manifests itself in two ways: in the disproportionate distribution of benefits, 
harms and culpability, and in the failure of education systems to address the known 
determinants of counterproductive behaviour. It is this failure of education that we 
will focus on in the next section. 


 


The Failure of Education 
The evidence that a large number of well-educated people continue to make 
decisions that are blatantly counterproductive in the present situation indicates that 
somehow all that education has failed. This failure of higher education manifests 
itself in two ways. First, education results in the transmission of harmful or 
counterproductive values, beliefs and attitudes, or at least it fails to prevent their 
transmission through other avenues (Postman & Weingartner 1969). This includes 
the teaching of a large amount of material that is factually wrong (Orr 1992, 1999) 
and the reproduction of the counterproductive values, attitudes, beliefs and 
paradigms mentioned above. Education also evidently fails to effectively counteract 







 


those more subconscious cognitive dysfunctions, mental habits and moral 
ineptitudes that we identified as contributing to counterproductive behaviour.  


 
The second manifestation of failure lies in the inability of education to widely elicit 
alternative, more productive learning outcomes, namely basic ecological concepts 
and the values, beliefs and attitudes that would provide the basis for sustainable 
living (Postman 1997; Smith & Reynolds 1990; Laney 1990). Summarising a 
substantial number of published analyses (Lautensach 2003), the deficiencies of the 
current educational outcomes include a lack of the life skills required for a 
sustainable society of the future, few skills for moral reasoning, and inadequate 
analytical skills. Underlying these results is a general inattention to affective 
learning outcomes (Van Matre 1990; Werdell 1974). Value-related outcomes, 
wherever they are specified in prescriptive documents, are often not translated from 
ill-defined goal statements to specific instructional objectives and teaching 
methodology (Lautensach 2003 and observations below).   


 
Accepting the correlation between higher education and bad decisions raises the 
question of causation. The answer to this question depends on what particular 
manifestation of the crisis we focus on, and at what scale. For example, the answer 
to the question whether inadequate education is causing global warming is arguably 
affirmative. Without being taught to hold unrealistic confidence in misleading 
conceptions of progress most of humanity would never have ended up in this insane 
rut of fossil fuel dependence. But is education also to blame for the loss of the 
Amazon rainforests? Here the causative connection seems more tenuous. Two 
important variables in this causation are the extent of power wielded by educated 
individuals in a particular context and the contribution made by formal 
(postsecondary) education to the relevant attitudes and values of those individuals 
(Raths, Harmin, & Simon 1978). What seems undisputable is that education 
systems worldwide could perform far better towards preventing and mitigating such 
manifestations of the crisis, as shown convincingly by Orr (2004). 


 
One might concede that false education contributes to the crisis, and one might even 
acknowledge the mitigative potential of educational reform, but one could still 
object to the idea of a moral duty for educators to make such attempts. We believe 
that such a duty exists for three reasons. The first reason is based on the principles 
of non-maleficence and beneficence in medical ethics. The principles of medical 
ethics are applicable to education because the relationship between the learner and 
the teacher bears a fair resemblance to that between the patient and the doctor.  


 
The second reason for a moral duty of educators rests on intergenerational justice 
which places a moral duty on every individual not to negligently jeopardise the 
security of future generations. Because of the amount of influence that educators 
wield over the moral basis of behaviour in their graduates, this duty is greater with 
educators than with many others. Through omission and commission, present 
educational practices violate this duty by contributing to the crisis. 


 







 


In the Canadian context, concrete documentation on the failure of educational 
institutions can be found in their mission statements. We examined relevant 
documents from five Canadian universities (University of British Columbia, 
University of Toronto, McGill University, Dalhousie University, University of 
Northern British Columbia), from the BC Ministry of Education’s curriculum 
resources, the British Columbia College of Teachers, as well as the Council of 
Ministers of Education, Canada.  


 
 


We found several distinct approaches to defining one’s institutional raison d’être:  
 


• Ecocentric motto and goal statements, as well as sweeping recognition of the 
sustainability imperative, but little follow-up into policy and curriculum 


• Vague allegiance to ideals of social justice and to undefined concepts of 
sustainability and progress 


• Emphasis on well-organised continuation of business as usual and traditional 
obligations without reference to ongoing changes in context 


• Emphasis on optimising pedagogical methods and academic skills with vague 
reference to ‘service to society’ and no mention of changing global 
imperatives. 


• No overarching institutional mission is given, resulting in parochial 
fragmentation of ethical priorities along disciplinary boundaries.  


• A summary abrogation of all wider ethical considerations outside the interests 
of the peer group of professionals. 


• Acknowledgement of overarching critical challenges but omitting any 
reference to the global environmental crisis. 


 
Those approaches have in common one of two positions. Some approaches abrogate 
wider responsibilities to society and the biosphere by emphasising pedagogical, 
technical, economical, and scientific agenda. This position clearly involves some of 
the determinants of counterproductive behaviour that we discussed earlier, and it 
violates professional duty for the reasons stated above. Alternatively, some 
approaches admit to some kind of public responsibility in vague, superficial 
statements but without translating those goals into policy. Here the duty exists not 
only for the two stated reasons but also because the institution explicitly professed 
to it. Both positions mark a failure to meet the institution’s moral obligations. 
Denying one’s responsibility in the face of clear evidence of powerful capability 
and deep effects of one’s actions amounts to a moral cop-out. Admitting 
responsibility without acting accordingly seems no less objectionable. Either mode 
of conduct is equivalent to educational malpractice (Foster 1985; Standler 2000). 


 
We have argued that injustice by omission and commission is evident in the way 
that a relatively affluent minority of humanity contributes disproportionately more 
to the worsening of the global environmental crisis and receives disproportionately 
less of the resultant harm. A second manifestation of injustice lies in the failure of 
education systems, despite adequate funding and information, to counteract those 







 


determinants of behaviour that evidently drive the crisis. This injustice involves 
again omission and commission, and it is aggravated by the failure by some 
educational institutions to perform up to their own mission statements and by others 
denying moral responsibility. How, then, might this injustice best be addressed?  


 
The first manifestation seems quite intransigent to simple policy measures but the 
second holds more promise; the failure of education can be addressed by 
educational reform. Regarding the application of justice, the priority seems clear as 
well. Measures of punitive or retributive justice cannot be brought to bear in the 
absence of comprehensive changes in legislation, and their deterrent power seems 
questionable. Considerations of distributive and procedural justice can inform us 
which norms are to be applied henceforth but they do not address damage done in 
the past. In contrast to all those, restorative justice with its focus on compensation 
for past harm opens the scope for retroactive as well as proactive countermeasures. 
We therefore suggest that the restorative perspective is best suited for devising 
appropriate educational reforms. 
 


Restorative Justice in the Shape of Educational Reform 


Before we discuss educational reform we wish to explicate our reasons for doing so. Among 
the many opportunities to apply restorative justice to address the harm caused by the crisis, 
we focus on the educational sector for three reasons. As we established in the preceding 
section, it carries a good deal of culpability by failing to teach the right outcomes, by 
teaching the wrong outcomes, and by failing to deliver according to its aims. We also 
established that the most important educational outcomes in this context are affective ones4


A second reason why we focus on formal education as a value-determining process is that it 
is subject to public scrutiny and political control, and can be deliberately modified through 
policy reform. Obviously, important values are also acquired prior to and outside of formal 
education through the media, the entertainment industry and general cultural influences. 
However, this fact in turn provides a further justification why educators ought to use their 
influence on the learner to counteract what negative values are reaching the learner through 
other channels. Such 'informal education' cannot be directly controlled through policy, 
whereas formal education can be.  


, 
including values, attitudes, ideals and unexamined beliefs, because they strongly determine 
human behaviour. Our values, attitudes and beliefs are formed largely by our culture which, 
according to Geertz’s (1972:261) definition as “the shared patterns that set the tone, 
character, and quality of people’s lives” functions as a body of programs which provide a 
template for the organisation of social and psychological processes in the individual and in 
society. The early foundations for core values are laid down during primary socialisation, a 
good portion of which takes place in the course of formal education (Bowers 1993; Postman 
1997).  


Thirdly, formal education in values, attitudes and beliefs has a considerable potential to make 
a valuable contribution. The pursuit of affective objectives has been traditionally neglected in 







 


favour of cognitive and psychomotor objectives. They are underrepresented in most 
curriculum documents and in curriculum planning and they are largely ignored in the 
assessment of the learner (Postman 1997). On the other hand, the transmission of values 
during education is inevitable. It proceeds through implicit value judgements and value 
priorities contained in the stated aims - the so-called ‘hidden curriculum’ (Contenta 1993). 
Another contribution comes from value-related issues that are being deliberately avoided and 
that carry a negative significance (the ‘null curriculum’). By relegating the transmission of 
affective outcomes to the realms of the implicit, the unplanned, and the unconsidered, 
educators forego an opportunity (and renege on their professional obligation) to help the 
learners to acquire those values and attitudes that are most likely to benefit them in their 
future lives (Bowers 1993). 


The fact that the acquisition of values in formal education is both highly significant and 
inevitable suggests that the much-touted ideal of a ‘value-neutral’ curriculum is not only 
undesirable but also impossible to achieve (Rich 1968; Bernstein 1971; Madsden 1996). 
While the acquisition of specific attitudes and values by the learner as a result of deliberate 
teaching efforts is not without practical difficulties, a curriculum that takes into account 
affective outcomes is bound to enjoy greater success with the learner, if only because it 
communicates more sincerity. Also, affective outcomes can be effectively pursued through a 
considerable range of teaching methodologies (Caduto 1983). It is this prospect of greater 
overall success in learning outcomes that imparts on this project an extra significance beyond 
affective education, namely as an instrument of restorative justice. 


We shall now present a summary overview of a plan for curriculum reform designed to 
address the problems we laid out. A more detailed account with a more pedagogical focus 
has been presented elsewhere (Lautensach & Lautensach 2010). One overarching goal of the 
proposed curriculum is to lay the moral groundwork for a globally sustainable society. Tam 
(1998: 58-59) eloquently pointed to the social justice dimension of this goal: “Unless a 
society wishes to deny the opportunity of a specified class of people to deal competently with 
certain types of issue in life, it must view education as the overall development of citizens 
and not narrowly as the granting of occupation-specific passports”. Elsewhere (Lautensach & 
Lautensach 2004) we argued that a transition towards sustainable living can be managed 
under the ideals of efficiency, restraint, adaptation and structural reform. In behavioural 
terms, those ideals define the perspective of the proposed curriculum. A second overarching 
goal is to create motivation in the individual towards paying restitution to ecosystems, 
threatened species and environmentally disenfranchised communities in compensation for 
past wrongdoings. This goal is informed by the realisation that at this advanced stage of the 
crisis, aiming merely for sustainability will no longer suffice. Instead, the curriculum aims at 
a reformulation of what constitutes progress, which accords with the opinions of many 
environmental educators (Nicholson-Lord 2001), and it resonates with the goal and vision in 
the United Nations’ plan for a Decade of Education for Sustainable Development (2005-
2014). 5


In order to pursue those goals effectively, the reform of education has to address the causes 
for its current failure as outlined above. This means for educational institutions to stop 
teaching counterproductive beliefs and values, and to teach appropriate concepts and values 


 







 


more effectively. A third agendum arises out of considerations of tactical expediency and 
distributive justice, namely to implement a pedagogy of liberation. 


In order to stop teaching counterproductive beliefs and values, an educational program in 
pursuit of the goals of sustainability will need to effectively counteract the dominant concept 
of progress (Fien 1993; Lautensach & Lautensach 2004). This will require that it interfere 
with certain systemic mechanisms of ideological reproduction. This can be accomplished in 
two ways. Firstly, educational reform must counteract the hegemonic influence of ideologies 
that serve to perpetuate the dominant concept of progress. They include many of the 
determinants of counterproductive behaviour that we discussed above. Secondly, the 
perpetuation of anthropocentric values needs to be prevented. This argument is presented in 
more detail elsewhere (Lautensach 2009). The required shift towards more ecocentric ethics 
relies on to a large extent value education. It amounts to a moral paradigm shift that extends 
beyond environmental values into how we conceptualise the moral position of humanity in 
the world.  


To teach appropriate concepts and values more effectively requires foremost a clear strategy 
and a determined effort to re-prioritise learning outcomes. They need to favour an 
environmental ethic that is consistently ecocentric, as well as beliefs and attitudes of the new 
ecological paradigm (Fien 1993) which is to replace the dominant social paradigm. They 
include dependence on nature, integration within the natural environment, recognition of 
natural limits to consumption and to technological development, concern for future 
generations and respect for nature (Taylor 1986). Specific cognitive skills and reflective 
attitudes are to address the counterproductive mental habits we discussed above (de Silva 
1997). The cognitive domain should also include a transdisciplinary emphasis on ecological 
principles, on the crisis itself (Madsden 1996) and on current trends and probable future 
scenarios (Delcourt &  Delcourt 2000; Perelman 1976). Learners need to become competent 
in finding new solutions with the help of new values and new assumptions. However, none of 
this guarantees that the learner will actually act on such insights. This requires a pedagogy of 
liberation. 


Unlike the more passive transition to post-industrial society, achieving a sustainable society 
requires a transformative effort (Perelman 1976: 196). Social transformation will require a 
sufficient contingent of competent graduate transformers. The abovementioned two reform 
agenda of ceasing the reproduction of counterproductive ideologies and of teaching 
appropriate objectives in more effective ways do not go far enough here. The proposed 
pedagogy of liberation is designed specifically to help empower and motivate the learner 
towards taking action. Unless the learner is prepared to think and act for him/herself on the 
basis of recent learning, neither can the reasons for overshoot be entirely eliminated, nor can 
we expect to win the race against time. Without that liberation, exploitative dependencies 
acting from within the learner and structural constraints acting from without would continue 
to hinder any deliberate change to more sustainable living. Those dependencies are an 
inevitable outcome of enculturation and constitute a web of habits, institutional relationships 
and ideologies that govern the learner’s interactions with society – such as consumerism, the 
work ethic and misguided theories of progress. For most people this web of dependencies 
makes it virtually impossible to adopt a sustainable way of life unless they free themselves of 
at least some of those conceptual constraints and replace them with more helpful 







 


relationships (Ekins 1998). Without receiving some directed help through education, the 
learner may not be able to accomplish that.  


Liberation pedagogy also addresses those existing power imbalances that are ill-suited to 
mitigate the situation and that often constitute part of the problem. The global economic 
system has placed severe limitations on the consumer in terms of real choices, without any 
political mandate to do so, and to the detriment of the public good. The liberalisation of 
trade, the privatisation of state assets and the commodification of nature under the dominant 
concept of progress have led to intensified destruction of ecosystems and resource depletion 
worldwide. This imposition of socio-political and socio-economic contexts on humans by 
other humans with the effect that short-sighted exploitative behaviour becomes their only 
possible course of action constitutes an act of oppression (Barber 1998). The educational 
reforms we propose are designed to liberate the learner from the influences of the dominant 
paradigms and from structures that perpetuate those internal dependencies and external 
constraints.  


The purpose of this liberation is not only to enable the individual learner to change his or her 
ways of living, it is the destabilisation in the long term of those oppressive structures and 
relationships to prevent backlashes. In this counter-hegemonic mission our proposed 
pedagogy resembles the liberation pedagogies advocated by the Freirian school of critical 
theorists. As with the political oppression targeted by the Freirians, the mechanism of the 
oppression relies on a rigidly hierarchical system where almost everybody acts as the 
oppressor as well as the oppressed (Young 1992).6


Recognising the oppressive situation that envelops most global citizens brings us back to our 
argument in favour of restorative justice. In fact, it appears to us that this oppressive situation 
represents an even greater injustice than either the unequal distribution of harm and 
culpability in the crisis or the effective failure of entire education systems. And again the 
restorative approach seems the most reasonable recourse because it places the onus to make 
amends on all of humanity according to their individual culpability and their capacity to 
contribute towards solutions.  


 The oppression operates through and 
results in alienation (from the environment as well as from each other) and fragmentation 
rather than solidarity. It invades the culture of the oppressed (as seen, for instance, in the 
‘branding’ of teenagers and the encouragement of indifference towards animals) and silences 
their personal voices. It can manifest itself in exploitation, marginalisation, powerlessness, 
cultural imperialism, and violence (Young 1992). It forces individuals to follow prescriptions 
(those of consumers) and to become spectators instead of actors. It replaces the freedom to 
act with “the illusion of acting through the action of the oppressors” (Freire 1986: 33). Public 
education at this stage plays an essential part in habituating the young learner to this situation 
and in achieving compliance (Galbraith 1984; Beder 2000; McLaren 1986; Connell 1977; 
Bowles & Gintis 1976; Lautensach 2003). Counter-hegemonic education aims to accomplish 
the opposite, to relieve the learner from this habituation to oppression. 


How can education be expected to bring about this liberation? As Paolo Freire (1986) noted 
decades ago, education systems are largely ill-equipped to tackle oppressive political 
situations. In the absence of effective political support from the authorities, educator and 







 


learner have to transcend this oppressive situation by working together through a process 
referred to by the Freirians as conscientisation. It involves a set of educational strategies 
resulting in the empowerment of the learner and in the achievement of a critical 
consciousness. This critical consciousness will permit and ensure the unmasking of 
oppressive structures, and it is relevant wherever such oppressive structures exist. Through 
the process of conscientisation the learner becomes empowered to take action and to engage 
in attempts to convince others of her newfound views. The empowerment of the learner 
represents an important aim of educational reform towards sustainability. Empowerment is 
one of six general aims in the proposed curriculum as summarised in the next paragraph; but 
the agenda of liberation reach into all the other aims, as effective progress towards them 
depends to a large extent on the learner’s ability to re-examine her own values and beliefs, 
and to take action.  


The curriculum that we propose is organised into six general aims, each encompassing 
distinct groups of learning outcomes; they are described in more detail elsewhere 
(Lautensach & Lautensach 2010). The aims include the adoption of a concept of progress 
that is informed by sustainability; the replacement of anthropocentrism with an ecocentrist 
environmental ethic; the acquisition of requisite skills; a vision for and awareness of the 
future that includes change and sustainable solutions; a non-parochialist view of 
environmental values and academic inquiry; and the liberation from exploitative 
dependencies. The proposed curriculum follows Perelman’s (1976) recommendation for a 
curriculum for ecological education to be multilevel, interdisciplinary, problem-centred, 
future-oriented, global, and humanistic. 


Across those six general aims extend as common threads the three abovementioned agenda 
of counteracting undesirable educational outcomes, encouraging such outcomes as are 
conducive to the general aims, and empowering the learner to take action. Besides the three 
agenda, other features common to those six general aims include the emphasis on ideological 
change, the prevalence of values and attitudes among educational outcomes, and a propensity 
for action informed by those values. Detailed descriptions and explanations of those general 
aims, their respective learning outcomes and suitable teaching methodology were published 
elsewhere (Lautensach & Lautensach 2010).  


The chances of success of any educational reform can be increased if it anticipates and pre-
empts political opposition. Revolutionary changes are frequently compromised by backlash 
effects, and contemporary movements such as environmentalism and feminism are no 
exception. Our proposed pedagogy seeks to develop a critical consciousness that will put into 
question the ‘business as usual’ approach to ‘development’ and that will fundamentally 
challenge the social values, structures, authorities and conventions that support that approach. 
Specifically, it is set to destabilise the conceptual straitjacket imposed on the education sector 
by the globally dominant ideology of progress, as well as the uncritical reproduction of that 
straightjacket by the education sector itself. This is likely to attract political countermeasures 
similar to the greenwash and brownlash tactics encountered by the environmental movement 
(Beder 1997; Edwards 1998 1999; Suzuki & Dressel 2002). The ability of the learner to 
recognise and accurately assess such tactics, to interpret media reports correctly, and to 
attempt her own, deeper analysis, relying on cognitive skills and affective dispositions 
represents an important component in her empowerment.  







 


Conclusions 
As with most calls for curriculum reform, ours arose from an impression of inadequacy in 
educational practice and learning achievement. However, these educational concerns pale in 
comparison to the pressing need for restorative justice in the context of the greatest challenge 
humanity has ever faced. The global environmental crisis represents both a scourge and an 
opportunity. It has been allowed to gain momentum because our behaviour is still largely 
determined by factors that have remained unaddressed. Those factors include negligent or 
irresponsible decision-making, inadequate education and oppressive power relationships 
worldwide. What connects those causes is the common element of injustice in its structural 
and agency-related dimensions. Accordingly, in our plan to address those problems we take 
the approach of restorative justice. The restorative element provides the indispensable 
benefits of relieving ecological insecurity and addressing recurrent problems by empowering 
our graduates to question their primary causes – the effects of economic growth, population 
growth, technological expansion, arms races, and growing income inequality on the crisis – 
and to act on their newfound insights. 


 
Our proposed pedagogy for sustainability contains several major themes. Firstly, it takes a 
holistic approach across all the dimensions of human development: the intellectual, 
emotional, spiritual, moral and physical. It extends over all academic disciplines. It also takes 
a global focus, despite the national idiosyncrasies of public education systems and the 
ultimately local or national character of educational reform, because we believe that only a 
global vision can inform appropriate local measures. The overarching aim of this program of 
educational reform is to facilitate a sustainable existence of acceptable quality for the species 
Homo sapiens on the planet Earth and to balance that priority against its impact on non-
human nature. The fact that specific regional ecological, cultural, political and individual 
conditions may differ in their conduciveness towards that aim does not take away from its 
global applicability. That is to say, no region, community, culture or individual should be 
entirely exempt from the obligation to help. But beyond that global obligation we recognise 
differences in degrees of obligations, in potentials for improvement, and in potentials for 
making a difference. Those differences may be geographical, national, cultural and individual 
in nature, making the pedagogy applicable in variable ways to Canadians. 


 
Secondly, this pedagogy clearly emphasises values, as seems appropriate for a plan based on 
considerations of justice. Many analyses of the crisis and its causation (reviewed in 
Lautensach 2003) indicated that without a change in prevailing values the crisis could not be 
effectively addressed. We also argued (Lautensach 2003) that value education is possible, 
desirable and practical. As far as educational solutions are concerned, affective learning 
outcomes thus must take priority over cognitive ones. Others have come to similar 
conclusions (Giroux 1981; Sylvan & Bennett 1994; Toffler 1974; Bosselmann 1995). In 
many respects, affective learning outcomes can be considered the most important results of 
the educational process because they render other outcomes more achievable (Caduto 1983; 
Raths et al. (1978). Nevertheless they have largely remained implicit or neglected altogether 
in Canadian curricula – the BC Ministry of Education’s integrated resource packages are a 
case in point - and elsewhere. 


 
A third recurrent theme in this pedagogy is its critical orientation with respect to dominant 
ideologies. The current widespread emphasis in postsecondary education on discipline 







 


mastery has served to reinforce the dominant ideologies of progress and anthropocentrism 
through habituation via the hidden curriculum. The curriculum we advocate here is oriented 
towards ecological validity and sufficiency, focussing on destabilising the dominant 
anthropocentric ideology of progress. This destabilisation of a hegemonic ethic and its 
replacement with an ecocentric alternative becomes possible when a sufficient number of 
learners develop a critical consciousness, which empowers them to take action.  


 
The emphasis on the need for action represents another major theme in our pedagogy for 
sustainability. Taking the step towards action requires that the learner feels confident, safe 
and competent to do so. This feeling is predicated on a certain degree of liberation from 
dependencies of habit, ideology, institutional context and the associated injustice. The most 
significant element in those agenda of liberation is the subversion of consumerism and the 
mitigation of the conceptual and moral constraints it imposes on communities and 
individuals. In that sense of promoting justice, our proposed pedagogy calls for certain 
strategies and methods adopted from Freirian liberation pedagogy. Critical pedagogy 
contributes a significant body of theory on the empowerment of the learner; and it provides a 
modicum of counterbalance to the influence of technocratic educators who have dominated 
the professional development and training especially of new teachers (Pike & Selby 1988; 
Bowers 1993). It is to be hoped that in combination with its other elements our proposed 
pedagogy will allow our learners to build on those contributions and actively address the 
global environmental crisis through the lens of restorative justice. 
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1 In 1997 an international conference on environmental justice was held at the University of 
Melbourne that included among its aims to formulate “global ethics for the twenty-first century”. A 
considerable fraction of the participants seemed to interpret environmental justice in a distinctly non-
anthropocentric sense where the concept was extended to non-human species and to ecosystems. The 
extension of the justice principle to populations of non-humans follows four incommensurable key 
concepts: vulnerability of a population, its habitat dependence, degree of sentience, and the extent of 
anthropogenic damage (Armstrong, 1997).  
 
2 We use the term sustainability as defined by Lemons (1996), “the continued satisfaction of basic 
human physical needs, such as food, water, shelter, and of higher-level social and cultural needs, 
such as security, freedom, education, employment, and recreation”, along with “continued 
productivity and functioning of ecosystems” (p. (198). We regard the popular ‘Brundtland’ definition 
of sustainability (WCED, 1987) to be quite useless because of its lack of conciseness, inattention to 
metaethical considerations and its neglect of fundamental ecological limitations. 


 
3 The origins of cornucopianism lie in imperial China and mercantilist Europe, even though it widely 
succeeded only after the Great Depression of the 1930s (McNeil, 2000). Apparently the cornucopian 
delusion dates back to the physiocrat school of economics which emerged in the 18th century before 
the laws of thermodynamics were discovered (Schumpeter, 1954). This does of course not excuse the 
fact that during the past two centuries mainstream economists have found no reason to update their 
dogma. Small wonder that Lutzenberger (1996) was moved to call classical economics “the 
dimwitted science”, Wackernagel and Rees (1996:41) refer to cornucopianism as “flat-earth 
economics” and Hazel Henderson (1999) called it “a kind of brain damage”. Herman Daly (1993) 
has termed sustainable growth an “impossibility theorem”. 


 
4 In the widely used taxonomy of educational objectives by Benjamin Bloom educational outcomes 
are classified into cognitive, affective and psychomotor domains. (Bloom, 1956; Anderson et al, 
2001) 


 
5 The decade of 2005-2014 has been designated the United Nations Decade of Education for 
Sustainable Development. Its overall goal is to ‘integrate the values inherent in sustainable 
development into all aspects of learning to encourage changes in behaviour that allow for a more 
sustainable and just society for all.’ Its basic vision is ‘a world where everyone has the opportunity to 
benefit from education and learn the values, behaviour and lifestyles required for a sustainable future 
and for positive societal transformation’. See http://www.phase2.org/undesd.cfm 


 
6 As Foucault has observed in another context, only a very small minority, situated at the top of the 
societal pyramid, engages in oppressive behaviour out of a conscious choice they made free from 
duress. By his or her own habitual (and at times compulsive) patterns of consumption, a consumer at 
once contributes toward the oppression of others and is being oppressed. At the same time, the 
consumer is continuously assured by advertising that the road toward maximising their personal 
freedom (another unquestioned ideal) is built on maximum consumption, and, worse, that failure to 
follow this course will result in loss of face. In this way, most members of consumer societies have 
become both oppressed and oppressors. An analogous effect, where some members of a 
disadvantaged gender oppressing their fellow victims, has been recognised in the feminist literature. 
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Abstract: Effective and efficient communication is direly required to compete in this ever-
changing modern world. The importance of English as a key foreign language is unquestionable 
which emphasizes learning it so well as to be its competent user. Teaching English as a second 
language (SL) is a very challenging task but a language teacher (LT) can make it a success and 
enjoyable with the help of introducing different activities in the class and by the integration of 
the four Language Learning Skills (LLSs), i.e. Listening skill, Reading Skill,  Writing Skill and 
Speaking Skill. Ironically the teachers of English language have been concentrating on just one 
language skill, i.e. “Writing Skill”. The paper argues that any language can’t be taught in 
isolation; we must integrate the four LLSs to produce proficient users of that language.     
 
Keywords: Integrating Four Language Learning Skills, English Language Teaching, Second 
Language Acquisition, English as a Second Language 


 


Introduction 
Teachers have been studying the ways of enabling learners to use English freely, effectively, and 
as far as possible accurately, in realistic communication, which has become not only the major 
goal of all English language teaching (ELT), but also the students’ main concern when they 
make their efforts to study English (Jing, 2006). Teaching English as a Second Language (ESL) 
has been a great challenge for LTs but the challenge is more testing when the teacher is a Non-
native Speaker (NNS).  There are certain characteristics of LTs, which enable them to teach ESL 
effectively. ESL teachers need to be both proficient users and skilled analysts of English 
language; so the teacher must possess the ability to speak and write English as a competent user 
and he must be blessed with the knowledge of English from an analytical perspective: its 
phonology, grammar, syntax, lexical properties, generic structures, pragmatic realizations and 
literacy (Ellis, 2006; Wright & Bolitho, 1997).  


Communication, by definition, requires the integration of the main language skills; in integrated-
skill instruction, learners are exposed to authentic language and are involved in activities that are 
meaningful and interesting, this stresses the adoption of a content-based and task-oriented 
instruction (Shen, 2003). The four "macro skills" (listening, speaking, reading and writing) are 
all an integral part of typical language proficiency and use.  They can also work together in LA, 
and the phrase "integrated skills" is commonly used to describe curricula that develop the skills 
in parallel fashion (Xue-Ping, 1997). For various reasons, traditional English language teacher 
tends to teach the four language skills separately, and materials and activities designed usually 
focus on one specific skill and others are ignored (Jing, 2006). It really is absurd to try to teach 
one language skill to LLs, i.e., all the skills must be integrated to make LLs use it effectively.  
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Jing (2006) has referred to many situations in which more than one language skills are used to 
communicate in our daily life. Moreover, he posited that integration leads the focus on realistic 
language and can be helpful towards students’ all-round development of communicative 
competence in English language. 


The realization of the integration of these skills is increasing.  During the last ten years, there has 
been a general shift in SL education away from teaching language in isolation toward integrating 
language and content instruction (Enright & McCloskey, 1988; Jing, 2006). Real success in 
English teaching and learning is achieved when the learners can actually communicate in English 
inside and outside the classroom (Davies & Pearse, 2000; Jing, 2006).  


Purpose of the study 


This paper brings into light the problems regarding ELT. Some suggestions to resolve these 
problems would benefit the well being of the nation and contribute to the economic growth. 
Integration of the four skills can develop communicative competence by focusing on the real life 
situation which is the main purpose behind teaching and learning any language.  


Communicative language teaching 


The goal of communicative language teaching is to develop students’ communicative 
competence, which includes both the knowledge about the language and the knowledge about 
how to use the language appropriately in communicative situations (Jing, 2006).  The aim of a 
LT should be teaching the language in a way as it is used in the real world to enable the students 
use the foreign language in practical context. Unfortunately, this is not the case in the current 
scenario of ELT practices. In this situation it can be suggested   to adopt integrated language 
teaching to decrease the gap between teaching the language skills in isolation and real life 
language use.  


In the real life we simultaneously use more than one language skills for communication. 
Integration of the four skills emphasizes the focus on realistic language and can help the LTs 
develop communicative competence amongst the learners of English. The integration helps a 
teacher add up more variety into the lesson because the range of activities will be wider. 
Successful integrative approach helps a LT make the lessons dynamic, involve the learners in 
diverse activities and interactions. This makes students actively participates in class activities. A 
vivid and effective communicative class is supposed to be involving the integration of the four 
language skills, in which the teacher needs to establish a positive atmosphere, plan appropriate 
activities, encourage learners and deal with problems sensitively (Davies & Pearse, 2000; Jing, 
2006). 


Second Language Acquisition (SLA) Perspective 
Now the English LTs recognize the need to base their teaching on a program where language 
learning takes place, both inside and outside the classroom. The field of both first and SLA 
research expanded rapidly in the 1970s and, not content to look only at sentence-level 
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grammatical structures; researchers have focused in the 1980s, on the functions and features of 
discourse (Savignon, 2001). 


What singles English out as a natural language is the fact that it is essentially the first choice in 
the communication between different non-native speakers (Crystal, 2003; Sifakis, 2004). 
Learning of SL must enable the students to use this language in work or life when necessary. It’s 
the responsibility of an English LT to theoretically teach the language in a way that can be 
practically used in the real world. Ironically it’s not so in the present day SL teaching practices. 


LT came into its own as a profession in the last century, central to this phenomenon was the 
emergence of the concept of "methods" of language teaching (Rodgers, 2001).  There are three 
reasons common to the emergence of all ESP (English for Specific Purposes): the demands of a 
Brave New World, a revolution in linguistics, and focus on the learner (Gatehouse, 2001; 
Hutchison & Waters, 1987). Pattison (1987) identified two sets of teaching having opposing 
goals: 


 


Set 1 Set 2 


Accuracy Fluency 


Knowledge about language Skill in using language 


Academic achievement Social and personal development 


Cognitive aims Affective aims 


 


A LT has to make a combination of these two sets to enable his students use language 
confidently.  The English LTs have to ensure the minimal use of learner’s first language as using 
the target language ensures that LA is going on. “Learning will be effective providing that there 
is extensive exposure to the target language and plenty of opportunities for the learner to use it” 
(Brumfit, 1980).  


SL learners, already communicate in a first language. Learners are already familiar with the 
functions of language and have developed strategies to meet these functions in a variety of 
contexts, both familiar and new (Savignon, 2001). By looking at this scenario the researchers can 
get a better understanding of the learning strategies of different learners and of the ways in which 
classroom environments can be organized to facilitate language learning. In recent years, the 
development of theoretical insights into the nature of language and language behavior has been 
assisted by direct investigation of the language learning process itself. 
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Why Integration?  
LTs have been searching for the ways to enable the learners to use English efficiently, 
effectively.  Integrated skills use coincides the way we communicate in real life, and integrating 
the skills can bring plenty of benefits to English teaching, it is a worthwhile experiment in a 
communicative classroom despite its higher demanding for teachers (Jing, 2006). Even if it were 
possible to develop one or two skills effectively in the absence of the other language skills at the 
beginning stages, this does not ensure adequate preparation for real international communication, 
in which not only language skills but also communicative skills are employed simultaneously; 
non-integration also contradicts the integrated way that people use foreign language skills in 
normal circumstances, and clashes with the direction in which experts in foreign language 
teaching have been moving in recent years (Shen, 2003). Teaching SL in isolation disintegrates 
language from other aspects of human development while an integrated SL teaching aims at 
keeping these components of development together helping the learner to be proficient in the 
usage of that language.  


Teaching English as a second or foreign language (ESL/EFL) has been called as a tapestry by 
Oxford (2001). She further elaborates that this tapestry is woven with the help of so many 
strands including: the characteristics of the teacher, the learner, the setting, and the relevant 
languages (i.e., English and the native languages of the learners and the teacher). One of the most 
crucial of these strands consists of the four primary skills of listening, reading, speaking, and 
writing (Rebecca L. Oxford, 2001). If the LT weaves this tapestry skillfully by using integrated-
skill approach it leads to optimal ESL/EFL communication. 


Integrating the four skills emphasizes the focus on realistic language and can, therefore, lead to 
the students’ all-round development of communicative competence in English (Jing, 2006). 
Nunan (1989) believes skills integration to be an important feature of language learning, which 
appeals to interaction, task continuity, real world focus, language and learning focus and task 
outcomes. (Schurr et al., 1995) established that the language use is holistic in the real world, this 
demands from the LT to provide learners with an environment where they can immerse in 
reading, writing, speaking and listening.  


(Mohan, 1986) stresses the need for skill integration in language learning since each language 
skill is not used separately in real life communication. The successful classrooms must present 
the real world holism, it means exercising one or two language faculties is not enough we need to 
provide ample opportunities for enhancing all facets of language; this refers to using cooperative 
learning activities as one of the best ways to accomplish this (Arslan, 2008). The LT can use 
activities such as simulated conversations in pairs and small groups, storytelling, picture 
description, reproducing any incident.   
 
When a LT uses the integrated-skill approach he exposes ELLs to the real life language and 
provides them with opportunities to interact naturally in the language. This helps them achieve a 
true picture of the richness and intricacy of the English language when it’s used for 
communication. This also develops interest for English language and they look at it not just as a 
key to pass an examination but as a tool to interact with people. The integrated-skill approach 
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allows teachers to track students' progress in multiple skills at the same time (Rebecca L. Oxford, 
2001). With careful reflection and planning, LTs can integrate the language skills. For this they 
must learn about the various ways to integrate language skills in the classroom that can 
accelerate learning process. The LTs should research the extent to which these skills can be 
exploited. They should be encouraged to select instructional materials, audio-visual aids that 
promote the integration of four language learning skills. The teachers may begin with one skill 
and later on integrate the other language skills through proper activities. The LT should contrive 
and exploit such LT strategies that are helpful in enhancing the ELLs’ performance in learning 
language skills. Moreover, the ELLs must actively participate in the activities so that the learning 
process may go on. The environment conducive for learning will also be helpful to LT in making 
language leaning a success. 


There is much to be learnt about the nature of language and language development.  LTs have to 
help the researchers in defining researchable questions regarding the integration of the language 
learning skills. LTs must interpret the findings of the researchers so that these can be adopted in 
the classroom material and practice and a methodology be evolved that will be helpful to the LTs 
and ELLs. The cooperation of all concerned will produce skillful user of any language.  


Problems in ELT and their solutions  
To understand the problems of ELLs we must keep in mind how individuals learn languages, 
how and why they undertake and succeed in language study (Ehrman et al. 2003). Most studies 
in SLA context tend to take a learner-centered view (Bada & Genç, 2008).  The target language 
competence of English as a Foreign Language (EFL) teachers is reported to be insufficient in 
many countries e.g. (Berry, 1990; Guntermann, 1992; Murdoch, 1994; Sadtono, 1995; Sesek, 
2007). 


SLA is concerned with the cognitive and social factors that lead to success or failure in learning 
a SL (Bada & Genç, 2008).  English Language Teaching (ELT) really tests the teaching skills of 
any language teacher.  English Language Learners (ELLs) come from different culture, 
knowledge, level of interest, level of absorption and requirements.  The teacher has to cater to 
the needs of every individual learner through need assessment, as no method is considered 
suitable to all settings. The problems faced and reported from all over the world are numerous. In 
the case of English, the LT’s mastery of the target language is also related to cultural, economic 
and political issues, and is thus frequently discussed in the literature dealing with the status of 
native versus non-native teachers (Braine, 1999; Kamhi-Stein, E. Lee, & C. Lee, 1999). 


Many teachers in the United States are faced with the challenge of teaching children to read and 
write in English when the students have a heritage language that is not English and they are not 
yet proficient in English (Piller & Skillings, 2005); same is the case in developing countries like 
Pakistan and India.  Through the integration the students are given opportunities to engage in 
activities to improve their speaking such as pair work or group activity, this makes them less 
afraid of speaking in front of listeners; listening to news, documentary and dialogues improves 
their pronunciation too. The reading helps the students get vocabulary to be used, and the 
learners give better performance in writing when all the skills are integrated at the first place. 







International Journal of Arts and Sciences  
3(14): 231 - 240 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 
The integration is also very demanding of teachers (Jing, 2006), much time and effort is 
demanded on the part of the teacher, he has to keep in mind the varied needs and capabilities of 
the learners keeping their attention, motivation and participation alive. 


Indeed, the problems encountered in the process of SLA could be attributed to the characteristics 
of first language acquisition FLA (Bada & Genç, 2008).  SLA research has shown that adult 
learners of the SL use their prior knowledge of language to become effective user of the SL.  
Using integrative approach in a communicative classroom requires a teacher to make more effort 
in choosing materials and designing activities in comparison with the traditional English teaching 
(Jing, 2006).  This leads us to the need of a teaching model that would help the teachers make the 
learners proficient and effective users of English Language. 


ISP (Integration of (four) Skills for Proficiency) Model 


                                                                                          


 


 


 


  


  


  


 


 


 


Why language is so important? This question may haunt us , so the answer is that we require a 
medium to communicate with each other and further more for any organization, to become 
unsurpassable by the competitors, it has to accept and respect the linguistic, cultural and ethnic 
differences found amongst its workers. It means language is the key to social, economic, 
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political, and cultural development and success of any country. Globalization and ever increasing 
information technologies have enhanced the demand for English all over the world. English, the 
pre-eminent language, is used as a library language, as the medium of science, technology and 
international trade, and as a contact language between nations and parts of nations (Talebinezhad 
& Aliakbari, 2001). 


Discussion and Conclusion 
A vivid and effective communicative class is supposed to be the integration of the four language 
skills training, in which the teacher needs to establish a positive atmosphere, plan appropriate 
activities, encourage learners and deal with problems sensitively (Davies & Pearse, 2000; Jing, 
2006). The classroom teachers should know more about effective strategies for teaching ELLs. 
When a LT teaches a language by introducing alluring and interesting class activities 
encompassing the four skills it enhances the focus on realistic communication, motivating and 
encouraging the students learn the language and be more involved eagerly in classroom 
activities. 


There is a dire need for the research that should examine the teaching practices of teachers 
providing instruction in English in countries, like Pakistan, where English is the official 
language, but not the first language of the ELLs. Although the current study is an attempt to fill 
in this gap yet future research can explore different facets of the problem. Moreover, the model 
proposed by the study has not been empirically tested. Any future research can test this model 
after collecting data. 


The integration is also demanding much of the time and patience of teachers. They have to look 
for or even design themselves suitable materials for the class room activities, catering to the 
variety of the needs of their ELLs getting and retaining their students’ attention along with 
enthusiastic participation. The integrative approach can help a LT create such a relaxed 
environment in the class that SLA becomes enjoyable. It is the responsibility of the teacher to 
device need based activities that would integrate all the four skills to develop proficiency 
amongst the learners. The limited time and large class size negatively affects the integrative 
teaching; however, the LTs can overcome these problems with their experiences. Moreover, such 
hurdles should not discourage the LTs from integrating the four skills as it renders very fruitful 
result.  


We can’t ignore the importance of English as an international language. The constant flow of 
language alludes to the reality that the research in the field of SLA is expected to continue. ELLs 
must experience rich and well-integrated opportunities to participate in listening, speaking, 
reading, and writing through well-planned activities by the English LTs. For better results 
English LTs must be empowered as practitioners and theory builders to cater to the needs of the 
diverse ELLs. A holistic, interactive, and learner-oriented conception of ELT is possible with a 
sustainable evolution of the policies and practice of language pedagogy in the larger cultural 
context. The challenges the LT has to take must not prevent him from integrating the skills 
because it can bring valuable results, in future, to both teachers and the learners. 
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Abstract: Mobile learning or m-learning or wireless learning as the name implies means that 
learning takes place while in a mobile environment. Mobile in this paper is interpreted as an 
environment which allows the learner the luxury of mobility, and has several unique 
characteristics. However this new entry in learning concept certainly has some pedagogical 
issues. One of them would be the instructors’ and the learners’ role. M-learning envisions that 
learners have the freedom of getting educated whilst in a non-conventional classroom, and 
hence, the lessons are accessible anywhere at anytime. In a conventional classroom, the 
instructor and a group of learners would meet at a designated time and place to interact. All 
these have to change and a new set of expectations have to be considered. Obviously learners 
as well as instructors who are interested in m-learning may be unable to attend a traditional 
classroom and thus would be attracted to the characteristics of m-learning since the latter 
encompasses and integrates all the features as well as the limitations of eLearning; web-based 
learning as well as wireless learning or virtual learning. When mobile technologies are 
combined and armed with sound instructional design approaches, m-learning lessons have a 
huge advantage when compared to traditional classroom bounded lessons and instructions. 
This paper discusses the role of the instructors and learners in m-learning, as this type of 
learning has great potential to be the learning practices of the future 
 
Keywords: Mobile E-Learning, M-learning, Mobile technologies, Mobile learner 
 


Introduction 
There is no need for a classroom; there is no need for students to be at one place at a given 
time. However, there is an instructor and there are learners and lessons with rich and thick 
sources of information. This is what mobile learning or m-learning envisions. Similar to e-
learning, m-learning is capable of setting up ‘classroom’ anywhere at any time, but distinctly 
from e-learning, the ‘classroom’ setup of m-learning would be instantaneously and most 
importantly ‘on the move’. However it is pertinent to be understood here that it is not the 
intention of the researchers to suggest m-learning as better mode of learning compared to 
other technology based learning. Each technology based approaches has its niche in the 
teaching and learning industry. For instance, e-learning refers to instructions and resources in 
digital format which provides access and promotes easy information sharing. Web-based 
learning relates to the format in which information is received and presented taking advantage 
on its multimedia and hyper linking capabilities. Meanwhile wireless or virtual learning refers 
to the transfer of source to the learner through wireless technology. This permits the learner to 
move freely although limited to either several metres (Bluetooth) or several hundred metres 
(for education application on WWW, see also, Andre, Rist & Muller, 1997; for 4G see 
Editorial, 2007; for WiFi see Cowley, 2003; Hanlin & Walke, 2008; for Bluetooth see 
Bluetooth, 2009; Smith & Collins, 2002). M-learning is an enhancement of the mentioned 
technologies as it integrates sound instructional design. In terms of users, e-learning caters for 







 


the ‘wired society’ riding wired networks while m-learning would be more for the ‘mobile 
society’ which takes the advantage of radio networks. It is through the unique features that 
make m-learning more attractive to learners who are restricted to career commitments, time 
constraints and geographical limitations (Bartley & Golek, 2004). What makes m-learning 
even more appealing for learners on the move is the wealth of information and internet 
capabilities it integrates through the web and multimedia. M-learning has combined the 
elements of e-learning, web-based learning and wireless or virtual learning while improving 
their shortcomings to suit the needs of learners especially for those who could not afford the 
commitment of learning in fixed location and time.  
 
However like any learning approaches, m-learning is not without pedagogical issues such as 
m-learning curriculum content, method of learning assessment, suitability of a course to the 
m-learning environment, skills needed for teachers and students in m-learning, roles of 
instructors and learners, and others. In this paper, the researchers chose to focus on the 
discussion of instructor’s and learner’s perspective in m-learning. The discussion will provide 
the evolutionary concepts of learning from traditional learning to m-learning in order to draw 
justification of its relevance for future learning; definition of m-learning; differences between 
conventional learning and m-learning; the roles expected to be taken by instructors and 
learners, and challenges faced with m-learning.  
 
The evolution of learning 
Learning is one of key human features, which enables development of human intellectual, 
spiritual, and physical powers for life enrichment. The core motivation of human learning can 
be rooted in original needs of humans as have been investigated and classified by Maslow’s 
(Wikipedia, 2009) hierarchy of needs. As exhibits briefly in Table 1, Maslow’s hierarchy of 
needs indicates that cognitive needs, beside other needs, play an important role in human 
needs for learning. 


 
Table 1: Classification of the Original Needs of Humans  


Items Original needs of humans 
Biological and 
Physiological needs 


 
air, food, drink, shelter, warmth, sex, sleep etc. 


Safety needs protection from elements, security, order, law, limits, stability etc. 
 
Belongingness and Love 
needs 


 
group work, family, affection, relationships etc. 


 
Esteem needs 


 
self-esteem, achievement, mastery, independence, status, dominance, prestige, 
managerial responsibility etc. 


 
Cognitive needs 


 
knowledge, meaning etc. 


 
Aesthetic needs 


 
appreciation and search for beauty, balance, form etc. 


 
Self-Actualization needs 


 
realizing personal potential, self-fulfillment, seeking personal growth and peak 
experiences 


Transcendence needs helping others to achieve self-actualization. 
 
Source. Adapted from Wikipedia (2009), Maslow’s hierarchy of needs.  
 







 


In ancient Greece, the educative culture used role-modelling extensively, assembled strong 
mentoring network which nurtured the young and contesting and questioning becomes 
advocated. Cities were built; scholars and theoreticians were hired all in the name of 
education. Since infrastructure, teachers and students are at the disposal for learning and 
education; this model could be considered as the first total model for learning and education. 
It is this model where learning institutions are being based on until this day. The only 
variance would be the content, tools and technology. The learning and teaching approach 
throughout history remained unchanged until the end of the 19th century. Labs and 
experiments in the 19th and early 20th centuries increased human knowledge and learning 
abilities as Einstein (born 1879) used to say that: “We live in a world of problems which can 
no longer be solved by the level of thinking that created them” (in Karaliotas, 1999). This 
saying indicates that human creativity and imaginative powers evolve faster than our learning 
process to find solution for problems, that is, we need to know more, since our generation 
power is faster than our knowledge generating and learning abilities. In the last 50 years, 
technologies, research and experimental labs have managed to generate massive information 
and knowledge to the extent that Eliot’s (born 1888) Choruses from the Rock stated that: 
“Where is the wisdom lost in knowledge? Where is the knowledge lost in information?”(in 
Karaliotas, 1999). This sentence suggests that if we do not provide ways to learn and organize 
the order of the existing massive knowledge and information, not only will we be lost in the 
available knowledge and information, we would also be polluted by the knowledge and 
information and lose our wisdom!  
 
It seems the days of traditional and literal chalk-and-talk in the classroom have been 
superseded by overhead projectors, readily available handouts and worksheets produced by 
duplicators and then by photocopiers, and by routine provision of video facilities. Each 
innovation provides little-discussions but nevertheless potentially profound implications for 
the conduct of the teaching-learning situation. Related to introduction of such adjuncts to 
conventional teaching, student expectations are changing as well while the core learning 
systems have not been changed dramatically. 
 


 
Figure 1: Atomization and personalization in an open infrastructure and management system (Lytras and 
Naeve, 2007) 
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The 21st


 


 century witnesses the progression of learning from rigid, in chunks yet socialized to 
one that is opened, atomic yet personalized as shown in Figure 1. This is made possible as 
ubiquitous technology allows the use of the satellite, internet, universities and virtual learning 
centres to transform learning to one that is global and open while the invention of the mobile 
phones, laptops, PDA and other related high technological equipment allows learning to be 
personalized.   


Toffler, cited in Goodreads (2009) envisioned the illiterate of the 21st


 


 century will not be 
referring to those who cannot read or write, but those who cannot “learn, unlearn and relearn.” 
This implies that there is an imperative need to determine the learning systems of tomorrow or 
devising a method of how to learn with the infinite resources or content that is available to be 
learnt. As learning inevitably moves from the rigid, chunk and socialized to one that is 
opened, atomic and personalized, a new learning system should be redefined and redesigned 
to fulfill the needs of future learning.  


The environment and the atomic contents should be designed and produced by professional 
teachers in a proper presentation form to provide an active environment for learners. The 
learning speed should be increased, enabling learners to cope with the rapid changes in the 
future information society. Eventually, as a result of such learning system the cultural 
evolution process would speed up in different societies whereby the eWorld dreams can come 
true. In next part a brief explanation is presented to highlight some major issues in the future 
learning system and its features. 
 
A Cognitive Model on Learning in Information Age (IA) 
There are two major points of view in the study of learning system: internal view (students, 
teachers, managers, and environment); and external view (performance, speed, cost, 
maintenance). The history of learning contains variety of learning system such as teacher-
centred, student-centred, content-centred, or open learning, flexible learning, individualized 
learning, computer aided learning, and project-based learning which are developed to 
improve learning performance with respect to the demands in time and space. Meanwhile, the 
learning concept itself is still a major issue to be clarified. This part features an advanced 
learning system discussed from different angles or point of views in order to draw a clear 
vision of an ideal learning system in Information Age. The learning concept will be discussed 
based on a cognitive model that facilitates learning. 
 
Ideal requirements of learning concept in IA 
As discussed earlier, learning plays a crucial role in the transition period (currently, IA) and 
during IA itself. At this level, the direction of learning should lead to one that caters to 
lifelong learning, continuous, boundless, quick, high performance, public and private, by 
request, multiplicity, uncomplicated, interconnected, adaptable, dynamic, and affordable. This 
translates the liberty of IA learners to learn whatever suits to personal request and level about 
any subject anywhere and anytime with minimal cost while at the same time contents are 
dynamically interrelated and adaptable to the needs and talents of each individual learner and 
actively requests the learner to learn in accordance with the existing situation! Comparing this 
idealistic general concept with present understanding of learning concept indicates a vast gap 
and shortage that needs to be filled. These ideal features of learning should be elaborated to 







 


the extent that the current researchers can develop corresponding theories, techniques, 
technologies and style management as well as dynamic environment and system of 
architecture, for realizing the ideal learning in IA. 
 
Learning how to learn 
As mentioned earlier, devising a concept of how to learn will be the objective of future 
learning and it is strongly based upon the cognitive model of the human brain. Refer to Figure 
2. Concepts, knowledge or information are depicted by blocks. A single block represents a 
simple concept while a network of blocks represents a complex concept. 
 
 
 
 
 
 
 
 
 
Figure 2: Concepts, knowledge or 
information at any level of complexity  Figure 3: Blocks of network model (Lytras & Naeve, 2007) 
(Lytras & Naeve, 2007) 


 
        
The relationships which occur between the blocks define a certain order between them and 
each individual configuration of each block in the network represents a higher level concept. 
Thus by changing the relationship between these blocks the meaning of a complex concept is 
changed. Based upon this model, if blocks of the network are well-ordered then the 
perceptions concept can be properly retrieved in the same order as it has been learnt. Refer to 
Figure 3 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4: Learning process (Lytras & Naeve, 2007) 
 
First, learning occurs when a well-ordered network is formed or learning by grouping. Refer 
to Figure 4a. Second, the quality of one or blocks are improved or learning by adding quality. 
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re-ordering. Refer to Figure 4c. Fourth, blocks are either added or removed or learning by 
adding or removing. Refer to Figure 4d. Fifth, gaps are reduced and new concepts are created 
or learning by creation. Refer to Figure 4e. This concept suggests that a learner try to learn 
any of the above approach depending on one’s existing knowledge but the learner also tries to 
fit the learning materials into one’s existing knowledge. Thus, the learning quality depends on 
two powers, the teacher power for preparing a concept for teaching in a proper order, and the 
learner power to get and make his out of his mind. Therefore, the cognitive model for learning 
is needed to facilitate m-learning.     
 
What is M-Learning? 
Considered more than just a temporary fascination with technology, m-learning is a valuable 
means of technological movement which is evident and inevitable in the advocacy of learning 
and teaching (Wagner, 2005 as cited in Cobcraft, Towers, Smith, & Bruns, 2009). M-learning 
is either regarded as a subset or an extension of e-learning which refers to learning using 
mobile-devices such as mobile phones and PDA. The main difference is e-learning originally 
referred to learning via wired network access before the widespread availability of radio 
networks, while m-learning came along to focus on phone networks and devices which were 
first used and handheld with small screens. In the beginning of the new millennium, m-
learning in curriculum studies was defined as new teaching and “learning approach through 
mobile computational devices” (Quinn, 2000) network-based learning content (Malinen, Kari, 
& Tiusanen, 2003), wireless network-learning (Boerner, 2003) or technology-based 
curriculum (Wierzbicki, 2002). However, these definitions have evolved to be more dynamic 
and comprehensive due to the fact that m-learning covers not only learning via mobile 
devices, network and wireless, but it has expanded covering any service or facility that 
provides a learner with general electronic information and educational content that assists in 
knowledge acquisition anywhere and anytime (Lehner, Nosekable, & Lehmann, 2003).   
 
Differences between conventional and m-learning environment 
The differences between conventional or traditional learning environment and m-learning can 
be displayed in this manner: 
 
Table 2: The differences between the Conventional School Environment and m-learning Environment 
 Conventional School 


Environment 
m-learning Environment 


Location Learning normally occurs at 
fixed classroom at specific time 
slots. 


Learning environment is no longer 
fixed but can occur almost anywhere. 


Time Interaction between teacher and 
students is face-to-face limited 
to specific time. 


Interaction is no longer confined to a 
stipulated time but is accessible at 
various times both synchronous and 
asynchronous.  


Resources Resources depend on readily 
printed forms like books, 
worksheets and etc. where 
knowledge is mainly based on 
the resources. 


Resources are no longer limited to just 
printed forms but digital as well, thus 
creating an inexhaustible pool of 
knowledge. 







 


Roles Teachers are mainly referred as 
‘knowledge giver’ or 
‘knowledge guardian’ where 
students assume the receiver of 
the knowledge. Classroom 
discussion will be confined to 
knowledge given where teacher 
validates. 


Teachers now mainly assume the role 
of facilitators or group-guiders of a 
classroom while learners are 
considered as collaborators who need 
to work together to achieve the 
learning experience. Students will take 
charge of their own learning 
experience as active learners (construct 
knowledge). 


Evaluation Examination and assignment to 
gauge students’ progress and 
achievement based on set 
knowledge are mainly 
conducted at on-going process 
or periodically and collectively 
in a group at specific time and 
location. 


Evaluation of students could be 
conducted individually or as a whole 
according to the instructor or on mutual 
basis as the students and the instructor 
are no longer confined to time and 
space boundaries. Evaluation is not 
confined to application of readily 
tailored knowledge but may open to 
construction of new knowledge. 


Medium of 
instruction 


The medium for instruction is very much dependent on the advances in 
technology as well as what is feasible for a normal educator with limited 
resources. 


Planning Careful planning is required to ensure the changes in location, time and 
roles are fully utilized to achieve this new medium of instruction. 


Instructional 
Design 


Instructions now have to be strategized to include the potential of the 
medium for instruction as well as meeting the course goals and objectives. 
Learners who have special needs, working adults with varied work 
locations and schedules as well as curious learners have their own needs, 
expectations as well as limitations. They have to employ various learning 
strategies to realize the full potential for undertaking a course through m-
learning. It is then the responsibility of the instructor to help facilitate and 
design the information to ensure these learners would achieve the goals 
set for the course as well as meeting their individual goals. 


 
Comparison between non-electric, e-learning and m-learning 
 
The difference between e and m-learning can be explained in the context of time and space 
where fixed and flexible space are at the ends of a continuum while fixed and flexible time on 
another. 
 
According to Lytras and Naeve (2007) learners are required to be physically in a class; they 
have to be there at a specific time and place. Through synchronous learning, learners are not 
required to be at a certain place thus giving them the spatial flexibility. Nonetheless, non-
mobile technology requires network connectivity, electrical energy and the need to carry 
along hardware. This makes synchronous e-learning not as flexible as synchronous m-
learning. Different with mobile technology, time and space flexibility are available since 
mobile devices can be carried around and accessed readily. 
 







 


Instructor’s Perspective 
From the instructor’s point of view, teaching would take place in a teaching and learning 
environment however, formal assessment and examinations could indicate that learning has in 
fact taken place. 
 
Location for the class 
Once, a learning environment without a location is unheard of but with m-learning, a 
predetermined locale is not a requirement. Learning can take place anywhere as long as there 
is internet connection. Another requirement is a password for the course registered. 
Application for m-learning in education in the USA involves the provision of mobile 
computer apparatus and wireless connection. 
 
Schedule (A set time) 
Since learners and instructors are no longer required to meet at a particular time and place, 
detailed planning is necessary to ascertain that communication between the two are 
maintained. A way would be to set a specific time for learners to talk to instructors. This 
could be via emails, forum, bulletin board and etc. Then, instructors would need to reply 
within a stipulated period. As an example, all questions posted by 12 noon during weekdays 
will be responded on the same by 5pm. Queries or questions posted later than 12 noon will 
only be answered the following day. It is the duty of instructors to ensure that the queries are 
answered within a stipulated time and also provide alternative directions and guidance to 
useful sources of information if they are somehow unable to answer. 
 
 
Face to face interaction 
Face to face interaction is almost nil as interaction between learners and instructors, and 
learner and learner normally occur online. Although the identities of the learners are known, 
those who are shy to participate in class could actually contribute or participate actively in 
discussions since they would be in a less threatening environment (Ramsden, 1992; Prosser & 
Trigwell, 1999 as cited in Litchfield, Dyson, Lawrence, & Zmijewska, 2007).  
 
Resources 
Since the internet is the basis of mobile learning, resources become unlimited. This means 
that materials, activities or exercises such as discussions, presentations are left to the 
creativity and resourcefulness of the instructor. The internet would be able to provide a vast 
range of resources and it is up to the instructors to decide on the applicability and relevance of 
web portals and websites to the course they are teaching and how well it meets the course 
objectives. 
 
The role of the instructor 
Instructors now play the role of facilitators and are no longer the centre of information. They 
direct the learners to where to obtain information and how to obtain them. As mentioned 
earlier in the section on face to face, since interaction occurs online, instructors would need to 
ensure that activities are designed to fulfill the needs of the learners. Not only is interaction 
between learners and instructors changed, accepted and implemented but the important 
element of learner and learner interaction must be maintained to gain optimal benefit from the 
course. Instructors have a pertinent role to encourage learner’s self-discovery through various 







 


means such as having discourse. Similar to a conventional class, instructors need to encourage 
all learners to participate. They would need to understand and utilize the web, digital video, 
sound, animation and interactivity to achieve the best possible environment for m-learning. 
 
Evaluations 
Other than the conventional essays, reports, quiz, test and exam, additional assessment can be 
designed with the help of networked evaluation. Online assessments are available to measure 
cognitive abilities. Among the advantages of online testing is its ability to conduct formative, 
summative, practice, surveys and performance testing. Instructors or facilitators could monitor 
each learner closely through online portfolio or e-portfolio. 
 
Instructional strategies 
Instructors need to design and prepare digital media such as CD-ROMs appropriate for the 
nature of the course. The use of CD-ROMs creates a Computer-aided Instruction or 
Computer-based Learning (CAI / CBI) or as reference material. The Web-based Instruction 
(WBI) format which information are presented allows embedded Hypermedia links on the CD 
itself or through the internet. Here, Instructional Design Principles can be applied too. 
Bluetooth (2009), Cowley (2003), Editorial (2007), Hanlin & Walke (2008), and Smith & 
Collins (2002) mentioned that Bluetooth, 4G and WiFi are emerging wireless access that we 
can expect to play a big role in instructional designing. Although the three technologies have 
mobility access capabilities, they are restricted to certain bandwidth and distance. The amount 
and quality of the materials selected will be subjective to the chosen instructional medium. 
 
Planning 
The planning of course needs to be rerouted. Bearing in mind that the physical presence of the 
instructor is not required, all activities pertaining to meet the course objectives need the 
continual involvement of the learners. Instructors need to somehow encourage them 
extrinsically while the intrinsic motivation would need to come from within the learners. As 
mentioned earlier, activities or exercises would be in the form of discussion groups and 
assignments. These will all be in digital format. Learners would then develop the ability to 
interact online with ease i.e. online-mentality. Here experiential learning (Leigh & Kinder, 
2001; Leigh & Spindler, 2004 as cited in Litchfield, Dyson, Lawrence and Zmijewska, 2007) 
may be adapted in the design of m-learning activities along with self and peer evaluation, 
feedback, review and assessment strategies (Raban & Litchfield, 2007 as cited in Litchfield, 
Dyson, Lawrence and Zmijewska, 2007). 
 
Teaching 
If the objective is to introduce new information, the central narrative should not be linear; 
rather, it should allow opportunities for learners to explore other related websites although it 
would be wise to arrange the links onto a separate page. Installing a printing facility is 
recommended to enable learners to make hard copies of information necessary. This allows 
learners the freedom to read them elsewhere at another occasion if they do not have the time 
to read during one sitting. This printing facility is able to merge several pages into a long 
page. 
 







 


References 
Learners should be able to access references through relevant websites conveniently from the 
main programme. Here, the printing facility is also required or alternatively, learners could 
download the references onto removable media. Since such information is governed by 
copyright laws, learners need to be reminded and explained of the rights and the consequences 
of copyright law violation. Links to popular search engines such as Google, Google Scholar 
and Yahoo or an in-house search engine would provide an excellent source of references. 
Subscriptions to academic journals could form the bulk of relevant references.  Examples of 
academic journals are questia.com and Springerlink. It is advisable to limit the learner’s 
contact time for referencing or limiting the number of websites visited as information 
provided, although very relevant, could lead to distraction and straying from the main course.  
 
 
Learner’s perspective 
Much of the learner’s expectation, belief and accountability would shape their role in m-
learning. It could be assumed that the average mobile learner would have heuristic skills and 
is very self-directed because of the nature of the m-learning environment which requires the 
learner to be intrinsically motivated. On this note, it is not advisable to create restrictive or 
linear design strategies. It could also be assumed that m-learners are non cyberphobics but are 
highly competent in technology and net applications. Therefore, the instructional design 
models should be non-linear, flexible and interactive. 
Information design and text 
Fast access and connection to vast links of relevant topics are a necessity. To create 
excitement and stimulation, skilfully designed graphics and illustrations should be employed 
to list the links as opposed to mundane table of contents and indexes. Here, printing 
application would be useful. 
 
Learning discipline 
Discipline and commitment is demanded from the learner. The learner would need to adhere 
to modular time for learning as arranged by the instructors. The knowledge offered by the 
abundance of available resources would only be put to good use if the learners are able to 
explore the links provided or obtain specially prepared CD-ROMs. Learners would also need 
to be actively involved in discussions and bulletin boards to exchange ideas and voice 
concerns. Since the method of instruction differs, the same applies to the method of 
evaluation.  
 
Conclusion 
The objective of this paper is to focus on the roles, responsibilities and the expectations of two 
groups involved in m-learning i.e. instructors and learners. Career commitments, time 
constraints and geographical limitations are some of the main reasons learners opt for m-
learning.  
 
Careful planning needs to be made to take full advantage of the online medium and the 
hypermedia capabilities of web technology for a particular course. Instructions on main 
servers should be accessible at any time or place. Some limitations on conventional or 
traditional learning environment such as location, time and resources are no longer applicable 







 


to m-learning. However, there are several challenges which not only instructors have to 
overcome but learners as well. Among these challenges are the medium of instruction, mode 
of interaction, evaluation and keeping focus.  
 
The characteristics of m-learners pose a challenge to instructors.  Since interaction between 
learner and instructor are via online, instructors have to design their course to ensure learners 
are not deprived of receiving information as opposed to face to face interaction – instructors 
need to be creative and empower the benefits of technology. Instructors now play the role of 
facilitators to guide and direct learners and not looked upon as the source of information.  
 
Resources are now in abundance as links are being provided together with the main 
information. The advantage of this is that learners will be able to explore in depth the web of 
knowledge available on the topic being discussed. However, there is always the threat of 
resources being abused through unwarranted browsing and this may cause digression which in 
turns defeats the purpose of m-learning.  
 
Keeping focus is featured as an important role for learner and instructors. Learners have to be 
intrinsically motivated to learn and are required to be focused while instructors have to design 
instruction to keep learners in focus. Thus it is pertinent that both learner and instructor are 
fully aware of their roles to ensure that both parties benefit from m-learning. It is hoped that 
this paper will serve as an impetus for further collaboration to gather response and reaction 
from mobile learners and instructors. If this is possible then, information could be shared to 
provide a thick and rich learning experience on m-learning.  
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Abstract: In order to function, higher education has to rely on the sectarian individualism of 
academics who seek wider intellectual and social reputation as a substitute for the private 
distribution of residuals. This frames governance as a positive sum game, and makes collective 
action possible. Since there are no veritable standards of operating performance, the governance 
process is contingent more on generalized trust and less on administrative fiat. Collegial 
governance is also required by the nature of the critical assets, represented by human capital. The 
separation between ownership and control, which represents the hallmark of the public 
corporation, is untenable in higher education, unless academics are denied the right to self-
ownership. The main agency costs of academic autonomy is posturing and intellectual patronage. 
The managerial impetus has produced debatable results so far. While focus, operating 
performance, and student satisfaction appear to have improved, the scope for opportunism and 
expropriation of taxpayers might have also increased.  
 
JEL classification: A20, D23, D73, G34, H41, I23, and L31 
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1. Introduction 
 
To the outsider, academia is a mystifying bubble. Professors, students, and staff move about 
following a rather arcane inner rhythm and logic. The pattern of mutual interaction is more or 
less free from the guiding hand of a centralized authority. As a group, academics seem to lack the 
manifest purposefulness so characteristic of other professionally managed organizations. 
Freewheeling seems to trump structure and discipline. In class, professors refer to the realm 
beyond the walls of the university as the “real world.” Major policy decisions are painful to come 
by, and they are accompanied by raucous polemics. Academics are often at loggerheads with the 
administration, and, in many cases, the relationship between the two is downright acrimonious. 
Squabbling, quarreling, and back-stabbing are rather commonplace. The politics of the workplace 
are as frightening as a jungle, yet no more hazardous than a playground; the bliss of 
enlightenment is accompanied by the shock and awe of power struggles [Balridge (1973)]. 
Universities often seem to teether on the brink of anarchy.  
 
 
Susan Lohmann (2006) cites two iconic contentions that summarize with uncanny insight the 
arcane nature  of university governance. On the one hand, James Carlin, a self-described 
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“businessman for over 35 years,” “director of eight public corporation,” and “founder of four 
businesses,” confesses in a 1999 article titled "Restoring Sanity to an academic World Gone 
Mad," published in the Chronicle of Higher Education that: 
 
“Never have I observed anything as unfocused or mismanaged as higher education.” 
 
On the other hand, an influential paper by Cohen, March, and Olsen (1972) resembles the 
university to a garbage can: 
 
“...a collection of choices looking for problems, [...] solutions looking for issues to 
which they might be the answer, and decision makers looking for work.” 
 
These two assessments are the embodiment of a widely-held  opinion that views university 
governance as perplexing and dysfunctional.  
 
A vigorous trend aimed at professionalizing the management of (public) higher education in 
North America, has increased the organizational focus, introduced operating measures of 
performance, and produced standards for accountability fashioned after those used by public 
corporations [Mahoney (1997)]. Yet, this managerial makeover has received mixed reviews 
[Birnbaum (2000), Lohmann (2004)]. Most criticism is essentially leveled at the managerialist 
mindset, and the threat it represents to academic freedom and autonomy [Waugh (1998)]. To 
date, collegial  governance still endures, albeit altered to accommodate the managerial discourse, 
with particular emphasis on cost management, customer satisfaction, and corporate image 
[Lazerson (1997), Dearlove (1998)].       
  
In spite of its chaotic and haphazard appearance, higher education has continued to contribute to 
economic and social progress [Mincer (1984), Krueger and Lindahl (2001), Milligan and Moretti 
(2004), Martins (2004)]. Year after year, millions of students have been educated and graduated, 
and academic research has produced noteworthy results that accounted for major advances in 
health care, technology, economy, and social policy. [Barro (1991), Bassanini and  Scarpetta 
(2002), Huggetta et al (2006)]. One is eventually compelled to ask at least two questions: First, 
how is collective action achieved in academia? Second, how does the rise of the professional 
manager contribute to improving governance in higher education? 
  
Notwithstanding its unique character, the university is at its core an economic organization akin 
to the public corporation. Answering the above questions cannot take place outside the analytical 
framework used to inquire about the nature of the firm [Berle and Means (1932), Williamson 
(1975)]. The notions of collective action, public goods, and property rights are thus central to 
deciphering the dynamics of university governance. 
 
Like any other organization, the university requires collaboration to make collective action 
possible. Collaboration, in turn, requires an economic surplus to be distributed privately. In 
general, corporate governance is the mechanism that frames collective action as a positive sum 
game and sets the standards for negotiating the distribution of the surplus under conditions of 
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uncertainty. The public corporation relies primarily on administrative rule and clear operating 
standards, because the provision of private goods allows for the  internalization of residuals. 
Academia, however, is delivering public goods, cannot internalize the economic surplus, and has 
no residuals to distribute privately.  Collaboration would not be possible without the sectarian 
individualism of academics.  
 
On the one hand, this individualism rejects political authority and provides the internal repellent 
responsible for the institutional idiosyncrasies mentioned earlier; on the other hand, it embraces 
social status based on intellectual prowess as a substitute for residuals; individualism thus 
becomes a shared value, which forms the basis of social capital responsible for collegial 
governance. Collegial governance is also required by the prevalence of human capital - the firm 
specific asset - because the separation between ownership and control would be untenable, unless 
academics were denied the right to self-ownership. In order to function properly, higher 
education has to rely primarily on social capital and trust, and to a lesser extent on administrative 
fiat.  
 
Because the academic community is quintessentially a moral community, self-monitored, and 
regulated by implicit contracts, it is vulnerable to the opportunism of those mimicking 
commitment to its values, and to the patronage of intellectual elites [Pinker (2002)]. This 
represents an agency cost akin to that engendered by the controlling shareholders of public 
corporations [Shleifer and Vishny (1986), Holderness and Sheehan (1988), Morck (1995), La 
Porta (1998) and (1999)]. 
 
The rise of managerialism in higher education can be construed as an attempt to stamp out moral 
hazards and reduce agency costs, by replacing collegial governance with hierarchical rule. 
Whether this approach is viable in the long run remains debatable, for it is not collegial 
governance the culprit, but the unfathomable nature of residuals. If the private good becomes 
emphasized at the expense of the public one, while academia remains publicly funded, the 
manager turns into an opportunist agent who now colludes with the faculty to expropriate the 
taxpayers [Jensen and Meckling (1976), Fama (1980), Shleifer and Vishny (1997)]. Academics 
gradually become relegated to the role of customer service workers, while administrators pursue 
corporate-style accountability goals, customer-centered strategies, and cost management policies 
that command substantial perks and managerial rents [Murphy et al (1993), Bebchuk (1999), 
Bebchuk et al (2002)].  
  
In the next two sections, we briefly discuss the nature of collective action, property rights, and 
the role of economic surplus. Section four analyzes the relationship between unconfined public 
goods, and collegial governance. Section five discusses the paradoxical nature of the sectarian 
individualism in academia. Section six evaluates the managerialisation of higher education. 
Section seven concludes. 
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2. Collective Action and the Separation Between Ownership and Control 
 
Every economic organization is ridden by conflicts of interests. Economic agents are in a 
constant competition for resources and survival. The modern corporation, in spite of being 
legally endowed with rights and obligations, is not really a purposeful monolithic entity. Rather, 
it represents a network of individuals with conflicting economic interests who enter temporary 
contracts allowing them to cooperate in order to compete more effectively against other 
economic agents. Each organization is  conceived as a nexus of contracts. Cooperation is aimed 
at extracting an economic surplus (rent); the existence of an economic surplus makes cooperation 
possible within certain limits1


  
. 


As far as economic organizations are concerned, there has to be an economic surplus to be 
generated, for genuine cooperation to occur. Any approach that fails to frame the process as a 
positive sum game will result in a deeply dysfunctional organization. Moreover, economic agents 
require a fair mechanism to deal with the distribution of the economic surplus under conditions 
of uncertainty. Corporate governance – the crux of microeconomic organization – needs to 
specify a system for measuring the economic surplus, and to identify a group of agents with 
residual rights over the surplus [Rajan and Zingales (1998)]. Corporate governance is thus a 
reminder that  individuals have conflicting claims and contracts are incomplete [(Hart and Moore 
(1988)]; it ultimately represents an exercise in minimizing the cost of collective action. 
   
Financial economists have noted the existence of agency costs associated with large, publicly 
owned corporations. When the ownership of firms is dispersed, separation between ownership 
and control occurs. Individual shareholders have little incentive to monitor the manager simply 
because the monitoring costs are borne alone while the benefits of monitoring are enjoyed by 
everyone. [Jensen and Meckling (1976), Fama (1980), Shleifer and Vishny (1997)].  
  
As it becomes obvious that knowledge increasingly represents the main economic output, the 
separation between ownership and control is blurring. Knowledge is a paramount trait of human 
capital, which is bound to eclipse financial capital in terms of economic significance. Since a free 
and democratic society rejects any form of slavery and servitude, a clear-cut separation between 
ownership and control could never be achieved.  The increasing complexity of modern economic 
life requires teamwork, because teams are better at monitoring their members and evaluating 
complex outcomes that are not readily measurable or observable by independent third parties 
[Baker et al (1988)]. The future of economic organization will arguably revolve around 
knowledge-based goods and services hard to quantify, and around complex production processes 
that cannot be prescribed ex-ante by conventional performance metrics [Drucker (1999)]. The 
post-industrial economic organization relies more on flat networks based on trust rather than on 
traditional hierarchies based on autocratic rule [Rajan and Zingales (2000)].  
  
The traditional university is an organization that exemplified ahead of its time with great 


                                                 
1  Axelrod (1997), (2006) and Axelrod and Hamilton (1981) have used game theory simulation to inquire about the nature of Evolutionary 
Stable Strategies (ESS). The authors recognized that individuals are constantly engaged in Prisoner's Dilemma games. Axelrod noticed that, from 
a large group of game strategies, the emergence of a cooperative ESS was conditional on repeat interaction over a period of unknown duration.  
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eloquence the interplay among human, social, and financial capital. The university is an 
economic network. Academics play a central role because they represent the technological core 
of the university [Waugh (1998)]. Tenure encourages them to specialize their human capital, 
which thus becomes tied-up with the university, and exposed to its idiosyncratic risk.  
  
Just like any entrepreneur, the academic would not agree to specialize one's capital without some 
assurance that the investment is protected from expropriation by other opportunistic agents 
[Jensen and Meckling (1976), Fama (1980)]. While investor rights represent an assurance against 
expropriation for the typical investor, tenure represents an assurance against expropriation for the 
academic. Human capital cannot be managed just like a piece of equipment, and separation 
between ownership and control is untenable here. Hence, tenure is not guaranteed life-time 
employment; it rather represents protection from interference with one's right to self ownership, 
which in turns makes specialized-firm investment possible [Brown (1997)]. Academic freedom 
and autonomy is a direct consequence of this notion [McPherson and Winston (1983), 
Carmichael (1998)]. 
  
As providers of human capital, academics retain some measure of residual control. Exercising 
residual control requires involvement in the governance of the university [Grossman and Hart 
(1986); Hart and Moore (1988), (1990)]; hence the the flat, collegial governance structure. While 
human capital is supplied by academics, financial capital is supplied by taxpayers and private 
donors. It is their money that buys the necessary tangible assets: buildings, labs, technology, 
facilities and many others. As such, there is always a latent conflict of interest between 
academics and the providers of financial capital, similar to that existing between majority and 
minority investors in a public corporation. In principle, it would be easy for faculty and 
administrators to expropriate taxpayers and donors, because it is difficult to establish meaningful 
performance metrics [Baker et al (1988)]: Most of the academic output is intangible and consists 
of public goods.  
 
 
3. The Academic: Individualist and Communitarian 
  
Universities are organizations that provide a unique mix of private and public goods. The public 
goods can be classified according to their degree of confinement2


  


. Highly confined public goods 
tend to be internalized entirely by the group incurring the cost of their production. Security on 
our university campuses constitute such an example. The confined public good - a safer campus – 
is accruing only to the members of the academic community who also incur the costs associated 
with providing it. From the perspective of outsiders, a safer campus amounts to a private good. 
Of course, if one lives at the edge of the university's campus, one might be able to capture a 
certain measure of enhanced safety; but this is only due to the fact that there is no clear-cut 
delineation between private and public goods. Pure public goods, just like pure private goods are 
pure fiction.  


Unconfined public goods are externalized by the group that internalizes the cost of their 
                                                 
2 Some authors classify public goods according to their degree of globalization, see [Stiglitz (1999)] 
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provision. Organizations that produce and distribute open source software are good such 
examples. Objective knowledge is yet another example of unconfined public good. Universities 
create knowledge [Popper (1972), Stiglitz (1999)], invest in social and human capital [Schultz 
(1961), Becker (1964)], and provide important signals regarding the socio-economic value of 
graduates [Griliches and Mason (1972), Arrow (1973)].  Social capital can be defined as the 
propensity of individuals to associate spontaneously in order to produce public goods and 
internalize the cost of collective action.  
  
A vast majority of modern universities are conceived as nonprofit corporations. This arrangement 
is required by the prevalence of the public good component. Higher education is externalizing a 
seizable portion of the economic surplus while having to internalize almost all the costs 
associated with its provision. The costs are well specified and incurred immediately, yet the 
benefits are quite general, uncertain and distant. There can be no taxation of an 
incommensurable, publicly distributed surplus [Hansmann (1980), Rushton (2007)].  
  
In the case of higher education, there are no conventional economic residuals to be allocated 
privately. Nevertheless, academics are fundamentally selfish individuals like any other economic 
agents, and they would refuse to cooperate in a zero sum game. How is cooperation still possible 
in the absence of a profit motive? Higher education needs social capital based on trust 
[Hansmann (1980)] to lower the cost of collective action. All modern organizations rely on some 
combination between social capital and arm's length contracting.  A corporation cannot rely 
exclusively on fiat to function. For higher education, trust is even more important than for other 
organizations because the economic output is not directly measurable. How are academics 
socialized, and what is the origin of trust? 
  
Academics represent a unique breed. In some respects, they share an individualism reminiscent 
of the ascetic protestantism described by Max Weber (1987) and Francis Fukuyama (1996). 
Academia represents a sectarian community whose members practice a similar form of 
individualism. This trait is built in the nature of the profession. The strict training regimen 
bestowed on its members extols at every step a healthy skepticism. Academics are conditioned to 
acknowledge only one source of authority: objective knowledge acquired according to an 
elaborated and rigorous methodological process. By postulating a direct relationship with an 
impersonal ultimate authority, academics have a moral basis to reject other forms of local rule. 
Academics accept no institutional or political mediation in their relation with knowledge [Trow 
(1998)].  
  
At the end of each academic year, the faculty is proudly wearing their regalia, adorned with 
unique markings and colors identifying one's alma mater. This ritual is not much different from 
military parades where elite troops display their uniforms as a symbol of collective identity. The 
academic regalia is  simultaneously an ostentatious display of individuality, and a testimony to 
one's membership to the academic community. In fact, many academics think of the university in 
which they work, not in terms of “institution” or “organization;” rather, they often refer to it as a 
community of scholars. The shared belief in knowledge as the ultimate source of authority, 
generates the cohesion and affinities that cause academics to form a tight moral community. In 
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spite of their militant individualism, or rather in the name of preserving this individualism, 
academics have a natural propensity to band together.  
  
Because deference to objective knowledge is based on one's inner conviction, the socialization of 
academics has been traditionally a voluntary process. While voluntary associations are more 
vulnerable to opportunism, and can break up more easily than those based on conscription, they 
also generate a stronger genuine commitment, and hence stronger ties. [Fukuyama (1996)]. 
Academics master, in the words of Alexis de Tocqueville (2000), “the art of association.”  
  
The ties that bind individuals in such a community are stronger the higher the standards for  
acceding to the community. The training of academics exacts an incredibly high and onerous 
price that would most likely be regarded by a majority of ordinary citizens as repressive and 
despotic. A typical Ph.D. program lasts at least four years during which the candidate is made to 
endure the rigors of a very strict regimen. Due to the intensity and ruthlessness of this regime, the 
only life-style choice that can sustain these efforts is one of asceticism and austerity. Doctoral 
candidates have to demonstrate not only an aptitude for learning the necessary analytical skills 
and methodology; they also have to show an unwavering commitment to an entire system of 
ethical and moral values that underpin the pursuit of objective knowledge. Just like the open 
source community (who was arguably fashioned after the academic example) academics profess 
an ethical code that values the provision of unconfined public goods [Paulsen and Feldman 
(1995)].     
  
The provision of unconfined public goods represents a conduit for increasing intellectual and 
social status outside the walls of Academia. Most academics seek stardom, celebrity and 
recognition just like musicians, writers, journalists, and movie stars. At times, this can generate a 
stronger motivation to succeed than that provided by the profit motive. Profit is merely one 
approach among many to climbing the social ladder. Having spent a great deal of energy and 
time to amass fortunes, rich individuals dedicate the rest of their life to acquiring the social 
recognition and respect to match their opulence. There is no coincidence that tycoons like 
Rockefeller and Carnegie chose to become patrons of knowledge and arts in order to enhance 
their social stature. Nowadays, it has become commonplace among many millionaires to endow 
colleges and universities. Associating one's name with the academic community is viewed as a 
measure of status, and speaks volumes about the type of social reputation entailed by intellectual 
effervescence.  
  
Wealth is valuable  because it provides access to a desirable social status, but is not a necessary 
condition for attaining it. Intellectual prowess represents an alternative path to social attainment. 
For academics, a high intellectual and social profile represents the ultimate surplus, which turns 
higher education into a positive sum game, the ultimate return to their investment in human and 
social capital, making cooperation possible and desirable.  
  
From a corporate governance perspective, the drive for social status has yet another decisive 
advantage. Recognition is the result of intense and ruthless scrutiny from all quarters - peers, 
students, politicians, community members, and donors. This generalized surveillance provides an 
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invaluable substitute for conventional monitoring mechanisms, one that would preclude 
academics from expropriating taxpayers. In fact, it represents the only viable alternative to 
containing agency costs.  The answer that administrators find hard to accept is that there is very 
little one can do to contain the opportunism of academics, except preserving the stock of social 
capital based on trust and selecting academics based on their commitment to public goods. 
Opportunists could and will always exploit the system, hopefully to a limited extent. In the long 
run, however, they would never achieve true recognition and reputation. Recognition and 
reputation are contingent on a genuine intellectual legacy, which is impossible to prescribe in 
advance, but is recognized as such ex-post [Baker et al (1988)].  
  
A much more significant moral hazard is the entrenchment of intellectual elites. Self-righteous 
academics can always press a doctrine that ensures their intellectual patronage over the rest of the 
community. Austrian economist Friedrich von Hayek could hardly find academic employment in 
the period following WWII because his free market philosophy ran against the doctrine of the 
day represented by Keynesian economics. All doors seemed closed in Europe. Only the 
University of Chicago hired him, but not in the Economics Department, owing to the opposition 
from faculty hostile to his views. Eventually, he received the Nobel Prize in 1974, which 
vindicated him as one of the most preeminent social thinkers of the 20th century. 
During the 1970s, Edward O. Wilson's Sociobiology (1975), and Richard Dawkin's The Selfish 
Gene (1976) were chastised as reactionary and fascist by a relatively influential group of 
academics, led by paleontologist Steven Jay Gould, geneticist Richard Lewontin, and 
anthropologist Marshall Sahlins [Pinker (2002)]. Among other things, the books argued that 
natural selection and genetic heritage are crucial determinants of human nature, that the basic 
unit of natural selection is the gene, not the social group, and that humans might be hard wired 
for morality and social justice. These views ran contrary to intellectual fad of the day grounded in 
Emile Durkheim's (1961) anti-reductionism. The proponents of these ideas were harassed, 
insulted, bullied, their lectures boycotted, and their professional reputation attacked.  
 
 
4. The Visible Hand of the Manager and Academic Capitalism 
 
To the no-nonsense manager, the university appears tethering on brink of the abyss, and, like a 
damsel in distress, begs to be rescued [Mahoney (1997)]. Managers view higher education as 
nothing more than a service offered at a cost. The faculty member is merely a professionals who 
tells people what they need to know and do in order to increase the present value of their income 
stream. The university is thus entitled to charging a fee for the services rendered. Students are 
nothing more than customers who purchase what is essentially a private good.  
  
Managers criticize academics for being stuck in an anachronistic world, lacking flexibility in the 
face of a fast changing world, and most importantly, ignoring economic considerations. In this 
light, the collegial model of governance is antiquated and inefficient. It cannot provide the 
nimbleness and adaptability that allows corporations to navigate the troubled economic waters of 
the global economy. The prime mover of higher education is – just like in the case of all other 
corporations – the market. The free hand is always there, blindly, yet efficiently allocating 







International Journal of Arts and Sciences  
3(14): 374 - 390 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 
resources. In order to succeed, universities should - just like any other corporations  - heed its 
hints and signs. When taken to its logical conclusion, this approach will obviously call for 
managerial discretion, re-structuring, downsizing, cost-management and the like – all trappings 
of the corporatist model [Dearlove (1998)]. 
 
Many deplore the commercialization of higher education [Waugh (1998), Lohmann (2004)]. 
Almost a century ago, Thorstein Veblen (1918) voiced similar criticisms. The tug of war between 
academics and administrators is as old as academia itself. However, both administrators and 
academics often fail to acknowledge the distinction between economic value and operating 
performance. The former is originally intended as the ultimate goal, while the latter is merely a 
glorified metric [Goodhart (1998), Goodhart and Mizen (2003)]. The bulk of economic value is 
embodied in the public good - knowledge [Veblen (1961), Habermas (1968), Popper (1972), 
Romer (1986) and (1990), Wisman (1989), Klenow (1998)], human and social capital [Schultz 
(1961), Becker (1964), Mincer (1984), Kamens (1988), Psacharopoulos (1994), Milligan et al 
(2004), Huggetta et al (2006)], and signaling [Arrow (1973), Spence (1973), Taubman and Wales 
(1973), Murnane and Levy (1995)]; yet most operating budgets aim at internalizing a portion of 
the private good - the present value of graduates' future earnings [Ashenfelter and Krueger 
(1994), Kane and Rouse(1995), Ashenfelter and Rouse (1998), (2000), Connolly and Gottschalk 
(2006)] 
  
 
To academics, managerial discretion is synonymous with the blind and  indiscriminate influence 
of market forces. Nothing could be farther from the truth. In reality, managerial discretion is just 
the opposite of the invisible hand embodied by the free market. The market uses the impersonal 
mechanism of relative prices to allocate resources; in a hierarchically organized institution, 
however, resources are allocated based on arbitrary decisions made by bureaucrats [Williamson 
(1975)].  
  
Managers, however, appear to have an equally muddled understanding of the issue of economic 
value. To date, the current managerialist discourse has proclaimed the primacy of the market, but 
in practice has merely embraced a corporate governance model built exclusively on accounting 
conventions. The confusion between market forces and managerial discretion stems from 
equating market demand with students' preferences. Both managers and academics sometimes 
forget that the market of the university is the entire society. Students are just one constituency 
among many, and focusing solely in providing them with a narrowly defined private good, 
generates significant negative externalities for the rest of the market. Unfortunately, due to the 
nature of academic output, market feedback is very slow. We immediately notice shifts in student 
enrollment and funding, yet it takes years to observe broad social and economic changes brought 
about by inadequate institutional policies.  
  
The incongruence between manifest costs and inconspicuous benefits sharpens the conflicts of 
interests among claimholders and creates ample room for opportunism. Both managers and 
academics are prone to favor policies that play to their skills and strengths. The managers prove 
their mettle by making sure that enrollment remains steady, students leave as happy customers, 
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costs are under control and the annual operating budget is balanced. A balanced budget has its 
own virtues because it ensures the continuity of a steady flow of perks and makes jobs more 
secure [Murphy et al (1993), Bebchuk (1999), Bebchuk et al (2002)]. Like any other economic 
agent, the manager responds to incentives [Jensen and Murphy (1990)], which pertain to how 
(public) universities are financed, i.e., enrollment numbers and satisfaction surveys, such as 
teaching evaluations. While nominally the university remains a nonprofit organization geared to 
look after the greater good, there is (and always was) a strong undercurrent that emphasizes the 
private good component at the expense of the public good. Objective knowledge, human capital, 
and signaling should constitute the only standard against which success should be assessed, yet in 
practice, operational efficiency takes precedence.  
  
Managerial heavy handedness is prone to destroy social capital and trust, which forms the 
delicately balanced basis on which academia relies to function properly. The Faculty require 
freedom of expression and non-interference from political quarters in order to gain visibility and 
achieve notoriety. Instead, their academic autonomy is subtly constrained by teaching evaluations 
and other devices aimed at measuring output and ensuring accountability. The administrators 
steal the spotlight, and the managerial gospel takes center stage [Dugger (1989)]. Faculty are 
increasingly relegated to the obscure role of salesmen, cranking away degrees and research 
papers, and, just like car dealers, they are rewarded according to the volume of sales [Sykes 
(1998)].  
  
To the extent to which universities continue to remain tax-exempt and subsidized by the state, 
academic capitalism [Slaughter and Leslie (1997), Slaughter and Rhoades (2004), McNay 
(1999)] could amount to nothing more than siphoning off resources from taxpayers and donors, 
fitting very well the predicament lamented by public choice theorists, such as Buchanan and 
Tullok (1962). Ironically, the smoother and more efficient university governance appears to the 
outside eye, the greater the chance that administrators, faculty, and students are colluding to 
expropriate taxpayers [Sykes (1998)]. 
 
 
5. Concluding Remarks 
 
Academia is a precariously balanced community where collaboration takes place in order to 
maintain the individualistic ethos and to secure a high social profile for its members. Collegial 
governance is necessary because human capital makes separation between ownership and control 
impossible, and the intangible nature of the output makes trust paramount. To be true to their 
professional calling, academics reject any political mediation in the relationship with objective 
knowledge; this leads to a unique type of individualism, which dismisses any form of 
bureaucratic authority. The same individualism becomes a shared value which forms the basis of 
strong social bonds among the members of the academic community. Unwavering commitment 
to the provision of unconfined public goods is the crucible which keeps these bonds in place. Its 
importance cannot be overemphasized: it engenders a positive sum game by allowing academics 
to seek social status outside the walls of academia; and it provides the mechanism for self-
monitoring, the only that would function given that universities do not internalize their economic 
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output. The glaring truth is that in order for meaningful collective action to occur, academia has 
to rely mostly on trust and to a lesser extent on administrative rule.  
  
As a community, however, the university remains highly vulnerable to the moral entrenchment of 
intellectual elites. Higher education is prone to intellectual elitism; this subjects the greater 
academic and intellectual community to a subtle form of dogmatism, which delineates the 
righteous from the unworthy. The inordinately complex nature of knowledge, however, makes 
this agency problem irreducible. If we want to build a society around objective knowledge - the 
quintessential public good -we have to trust those who seek it; and accept the risk that once in a 
while, some will patronize the rest of us. The managerial impetus in higher education is at its 
very core an attempt to stamp out the intellectual elite; unfortunately, it only succeeds in 
replacing one agency problem with another. The patronage of the knowledge elite is being 
supplanted by the opportunism and greed of administrators, just like the public corporation has 
replaced the opportunism of large shareholders with that of the managers. The elusive nature of 
academic output represents an ideal shield for shirking. Under the veil of teaching evaluations 
and journal impact factors, the posturing of faculty and administrators could easily siphon-off 
resources from the taxpayers.  
 
In the end, the governance of higher education remains a delicate act. As long as academic 
autonomy will endure, the collegial model will inevitably project the image of anarchy and 
dysfunction, just like the shouts and gestures of brokers make the trading pit of the New York 
Stock Exchange look chaotic and disorderly.  Beneath the clutter, however, there is more 
structure and coherence than meets the eye.  
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Neoliberalism in Higher Education: A Comparative Approach 
 
Camille B. Kandiko, King’s College London, United Kingdom 
 
Abstract:  Theories of globalization, particularly neoliberalism, provide a framework for 
a comparative study of the student experience in higher education. Neoliberalism is 
influencing many aspects of higher education—its public charter with society, faculty 
roles and responsibilities, and the experiences of individual students. While studies have 
examined the effects of neoliberalism on nations and faculty, there is considerably less 
research on these effects on students. This paper outlines a conceptual approach to 
researching these effects on students in various disciplines.  


 


1. Introduction 
The information age is upon us (Castells, 2004), to the extent the developed world is 
termed a “knowledge society” (Stromquist, 2002). The emerging knowledge-based 
economy highlights the importance of higher education on both individual and national 
levels. Earnings are linked with formal education, with a premium on a baccalaureate 
degree (Bowen 1977; Bowen & Bok, 1998; Boyer & Hechinger, 1981; Nuñez & 
Cuccaro-Alamin, 1998; Pascarella & Terenzini, 2005; Trow, 2001). Research shows 
increased postsecondary education leads to higher salaries, more career mobility, and an 
increased quality of life (Bowen, 1977; Pascarella & Terenzini, 1991, 2005). Nations 
focus on the key role of higher education in economic policy (Neave, 1988), although 
governments face concerns about the global expansion of higher education and escalating 
costs (Altbach, 1991; Teichler, 1996). While there is a focus on decreasing costs, there is 
also a push for increasing quality and quantity (Slaughter, 2001; Torres & Rhoades, 
2006).  
 
As the global knowledge economy becomes increasingly competitive, the role of higher 
education is under intense scrutiny. The complexity of the educational process and the 
significance of education to individuals and society raise the importance and challenge of 
assessment (Wotherspoon, 2004). The function of higher education in nations varies, 
dependent on the system’s history, structure, the traditional roles and responsibilities of 
faculty, and the experiences, involvement, and characteristics of students. However, there 
is a global push for assessment of higher education, particularly across nations. 
 
Although higher education systems are bound by characteristics within nations, global 
forces are changing the nature and purpose of higher education around the world (Giroux, 
2003; Giroux & Myrsiades, 2001; Morrow & Torres, 2000; Scott, 2006; Slaughter & 
Leslie, 1997). Global markets are shifting the scope and operating procedures of higher 
education, creating opportunities for “new groups of students who, for a complex range 
of social, economic and cultural reasons were traditionally excluded from, or under-
represented in, higher education, have come to participate in higher education in 
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increasing numbers” (Schuetze & Slowey, 2002, p. 312). International and global 
movements also alter the methods of studying higher education; the traditional focus 
within the nation-state does not facilitate explanations of many world-wide trends in 
higher education (Hirst & Thompson, 1996; Marginson & Rhoades, 2002; Scott, 2006).  


2. Globalization 
Global forces affecting higher education, including mass enrollment and issues of access, 
privatization and affordability, and decentralization and accountability, can be united 
through the process of globalization. Globalization is not normatively defined, partly 
because “in its current usage [globalization] is quite broad and lacks well-defined 
boundaries” (Suárez-Orozco & Qin-Hilliard, 2004, p. 9). For example, Robertson (1992) 
defines globalization as “a concept that refers to compression of the world and the 
intensification of consciousness of the world as a whole” (p. 8). For Bloom (2004), 
“globalization refers to the process whereby countries become more integrated via 
movements of goods, capital, labor, and ideas” (p. 59). The view of globalization as an 
intensification of relations between the local and the global is shared by many as a 
holistic definition (Held, 1991; Wiseman, 1998). However, some scholars concentrate on 
the political and economic aspects of globalization (Hirst & Thompson, 1996; Rodrik, 
2002; Soros, 1998; Wallerstein, 1991); others see globalization as having intensely 
important cultural and social implications (Appadurai, 1996; Bauman, 1998; Rizvi, 2000; 
Urry, 1998; Waters, 1995). Luke and Luke (2000) caution that globalization does not 
mean Americanization or Westernization, noting various sources of influence in many 
regions of the world. 
 
There are many forms of globalization encompassing political, economic, and cultural 
trends. Some concentrate on the connectedness of the world (Giddens, 1990) and the 
internationalization of markets and societies (Robertson, 1992). Often there is a charge 
that globalization is a guise for Americanization (Marginson & Mollis, 2001), although 
others see the development of a culture that is truly global in scope (Waters, 1995). This 
mode of thinking embraces the idea that local happenings affect global events and forces 
and vice-versa (Arnove, 2003).  
 
This study focused on the political and economic aspects of globalization in relation to 
changes in higher education. Slaughter and Leslie (1997) outline three dominant political-
economic theories of globalization: the neoliberal, liberal, and radical. The neoliberal 
theories focus on the role of the market and the reduction of the social welfare state 
(Friedman, 1981, 1991; Olssen & Peters, 2005). Repercussions of these political and 
economic globalization theories are seen in higher education. The resulting changes 
include declining public funding, a concentration of research funds in technology and 
science fields, and expanded relationships with corporations (Slaughter & Leslie). 
Although there are many facets of globalization, neoliberal forms of globalization 
concentrate on the political and economic aspects that most strongly affect education 
(Morrow & Torres, 2003). This study used neoliberal theories to explore the relationship 
between globalization and students in higher education. 
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The political and economic aspects of globalization dominate changes to higher 
education. Slaughter and Leslie (1997) outline three leading political-economic theories 
of globalization in the mid-1990s: the neoliberal, liberal or post-Keynesian, and radical or 
post-Marxist. The neoliberal theories focus on the role of the market and the reduction of 
the social welfare state (Friedman, 1981, 1991). The liberal, post-Keynesian view 
concentrates on the nation-state as a vehicle to stimulate technological growth, build 
human capital, and open up free trade (Carnoy, 1993; Reich, 1991). In contrast, the 
radical, post-Marxist theories posit that advanced nation-states and select international 
trade organizations are creating conditions for multinational corporations to develop a 
new international division of labor (Chomsky, 1994). 
 
Education, particularly at the post-secondary level, is entering the global economic 
market. The discussion surrounding the inclusion of education in the General Agreement 
on Trade in Services (GATS) through the World Trade Organization (WTO) has shifted 
higher education from the public to the private domain (Altbach, 2004). In turn, the 
political and economic repercussions of globalization can be seen in higher education. 
The resulting changes include declining public funding, a concentration of research funds 
in science and technology fields, and expanded relationships with corporations (Slaughter 
& Leslie, 1997). “Globalization has brought the free market into universities but with 
serious ramifications and significant costs” (Currie & Newson, 1998, p. 6). Neoliberal 
theories help to explain changes in education policy, the role of faculty, and student 
behavior in response to global forces.  


2.1 Neoliberalism 
Rhoades and Torres (2006) argue that globalization is the vehicle of neoliberalism, which 
in turn has marked the character of globalization, although this relationship is not 
inevitable. Rather, it is the consequence of political and economic decisions. The 
neoliberal account of globalization is: 


A discourse about progress and a rising tide that lifts all boats, a discourse that 
takes advantage of the historical processes of globalization in order to valorize 
particular economic prescriptions about how to operate the economy (through free 
trade, deregulation, and so on)—and by implication, prescriptions about how to 
transform education, politics, and culture. (Burbules & Torres, 2000, p. 13) 
 
 


Furthermore:  
The neoliberal ideology of globalization has infiltrated the minds of politicians 
and managers to the point where it has become internalized and, alarmingly, 
normalized. It has become part and parcel of the new scheme of things; the new 
paradigm has linked local practices to globalized social relations. (Currie & 
Newson, 1998, p. 7). 
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2.2 Neoliberalism and Higher Education 
The influence of globalization on higher education can be viewed through neoliberal 
ideology; this encompasses ideologies of the market; new institutional economics based 
on cost-recovery and entrepreneurialism; accountability; and new managerialism (Ball, 
1998). Neoliberal managerialism in higher education is a concept related to corporate 
cost-cutting and the commercialization universities (Bauman, 1997; Deem, 1998; Miller, 
1995). 
 
The neoliberal economic agenda is leading to decreasing funding for public services 
around the world; in education, this agenda attempts “to weaken public control over 
education while simultaneously encouraging privatization of the educational service and 
greater reliance on market forces” (Berman, 2003, p. 253). Globally, decreased public 
funding of higher education is affecting institutions and systems (Prichard & Wilmott, 
1997). Neoliberalism assumes that the market is more efficient than the state, so goods 
and services once considered public should become privatized, which also frees up 
capital for the market. “It seems that the policy of privatizing public science and its 
institutions has proceeded ideologically rather than by rational calculation. Such policies 
are assumed to fuel innovation and maximize wealth creation, but that is a highly 
contested assumption” (Atkinson-Grodjean, 2002, p. 72, emphasis in original). Higher 
education institutions must adjust, and are looking across borders for examples of 
adaptive and entrepreneurial organizations (Clark, 1998; Sporn, 1999).  
 
This coincides with large-scale changes in the economics of academia. There is a global 
trend of cost sharing in funding higher education, which places a greater burden on 
individual students (Johnstone, 2004). This era of privatization and deregulation 
coincides with increasing claims on public money (Slaughter & Leslie, 1997; Slaughter 
& Rhoades, 1990). Slaughter and Leslie coined the phrase, academic capitalism, to 
explain institutional and professors’ market (like) efforts to secure external funding in 
response to global political and economic changes. These institutional and faculty 
responses interact with a push for the development of a well-educated citizenry and 
surging increases in enrollment.  
 
Neoliberalism is an ideology based on individual economic rationality and the idea that a 
weak state is better than a strong state, and what is private is necessarily good and what is 
public is necessarily bad (Apple, 2000). This ideology calls for a dismantling of the 
Keynesian welfare state and the withdrawal of the state from the economy (Hay, 2004; 
Marginson, 1997). Neoliberalism promotes the policies of deregulation (freeing capital 
mobility); privatization; and liberalization (including weakening trade protection and 
tariff reductions) (Stromquist, 2002). 
 
The modern development of globalization and neoliberalism are closely intertwined. 
Neoliberalism developed as an alliance of theories and interest groups centered around 
cultural conservatism and economic liberalism under the governments of Margaret 
Thatcher in England, Ronald Reagan in the United States, and Brian Mulroney in Canada 
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(Morrow & Torres, 2003). “Neoliberal governments promote notions of open markets, 
free trade, reduction of the public sector, decreased state intervention in the economy, and 
the deregulation of markets” (Morrow & Torres, p. 97). The goals of the neoliberal 
ideology are to reduce fiscal pressure on public enterprises by privatization and to 
deregulate practices of the state (Hay, 2004; Torres & Rhoades, 2006). Some see 
globalization as a discourse of neoliberal capitalism (Currie, 1998a). It is important to 
distinguish between globalization as a process of increased connectedness and 
communication and a conception of neoliberal forms of globalization that incorporate 
market ideology and business practices. Much of the resistance to globalization is 
centered on the political elements of globalization, which are so strong that some see 
globalization as a cover-up for the neoliberal agenda; which declares that markets, not 
states, should dominate (Burbules & Torres, 2000). This study uses the term 
“neoliberalism” to encompass the political and economic aspects of globalization that are 
affecting higher education.  
 
Neoliberalism manifests in three major trends in higher education: privatization, 
commercialization, and corporatization (Kezar, 2004). Neoliberal economic policies in 
higher education are characterized by the growth of capitalist and corporate influence 
(Apple, 2000; Chomsky, 1998; Rhoades, 2003). “In the neoliberal model higher 
education is ideally integrated into the system of production and accumulation in which 
knowledge is reduced to its economic functions and contributes to the realization of 
individual economic utilities” (Morrow, 2006, p. xxxi).  
 
Much current research in higher education revolves around changes wrought by 
neoliberalism, including: academic stratification of the disciplines (Gumport, 2000; 
Rhoades & Slaughter, 1997); technology transfer (Slaughter & Leslie, 1997); 
privatization (Anderson, 2001; Campbell & Slaughter, 1999); the rise of managerialism 
in higher education (Deem, 2001), particularly the adoption of practices and values from 
the private sector such as accountability; the vocationalization of the curriculum 
(Delucchi, 1997; Rhoades, 1990); corporatization (Rhoades & Rhoades, 2005; Slaughter 
& Rhoades, 1990); commercialization of athletics, research, and the educational process 
in higher education (Bok, 2003); students as consumers and customers (Bensimon, 1995); 
and a global trend of increasing consumerism and corporatism inside the classroom 
(Dale, 1996). Neoliberalism is also related to recent shifts in higher education funding 
towards the hard and applied sciences (fields close to the market) and away from the 
social sciences and humanities (Bok; Slaughter, 1998; Slaughter & Leslie). Torres and 
Rhoades (2006) note: 


Knowledge is now evaluated with the language of finance, and universities are 
measured by their efficiency in awarding degrees and certificates. Academic 
leaders are replaced by managers with business backgrounds, and the university 
shifts from an educational institution to just another business with a bottom line. 
(p. 32) 


 







International Journal of Arts and Sciences  
3(14): 153 - 175 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


158  
 


Some of the most dramatic effects of neoliberal policies are those that appear to be 
affecting faculty roles and responsibilities. The influence of corporatization is seen in the 
increase of part-time faculty hires, full-time non-tenure-track faculty appointments, and 
graduate student assistantships to create a cheaper and more flexible workforce 
(Anderson, 2002; Currie, 1998b; Rhoades & Rhoades, 2005). From the business world, 
labor flexibility “has infiltrated universities, creating a small core group of academics 
who receive higher pay and benefits and, in turn, a much larger group of contract workers 
(more often women) who receive lower pay and have insecure appointments with no 
benefits” (Currie & Newson, 1998, p. 5). The rising use of part-time instructors and non-
tenure-track faculty is raising questions about the quality and success of undergraduate 
teaching (Ehrenberg & Zhang, 2003; Puplampu, 2004). While neoliberalism has the 
potential to affect many aspects of faculty and student life, some of the more proximal 
links are between faculty work and changing global political and economic markets. 
Therefore, this study concentrates on the role of faculty in students’ experiences and 
learning in the context of neoliberalism. 
 
For example, neoliberal practices in higher education may discourage interaction between 
faculty and students (Marginson & Considine, 2000). As nations try to maximize their 
development of human capital through educating a larger number of students at a lower 
cost (Apple, 2000; Slaughter, 2001), one way to cut costs is by limiting the number of 
full-time faculty, hiring more contingent faculty, and increasing class size, particularly in 
low-cost fields of study. Faculty in research institutions are encouraged to pursue 
externally funded research (Slaughter & Leslie, 1997; Slaughter & Rhoades, 2004; Sporn, 
1999). The increased role of commercial activities has reduced the share of faculty time 
and resources devoted to students and teaching (Anderson & Sugarman, 1989; 
Blumenthal, Epstein, & Maxwell, 1986). Such policies are leading to a devaluing of 
teaching and service (Altbach, 1979; Fairweather, 1996; Marginson & Rhoades, 2002; 
Ross, 1992; Slaughter, 2001; Slaughter & Leslie, 1997).  
 
These changes to the faculty profession are occurring despite the documented importance 
of student-faculty interaction on student performance and attainment (Astin, 1993; Bean, 
1985; Bean & Kuh, 1984; Feldman & Newcomb, 1969; Kuh, Schuh, Whitt & Associates, 
1991; Pascarella, 1985; Pascarella & Terenzini, 1991, 2005; Tinto, 1993). Using faculty 
self-reported data, Umbach (2007) found that part-time and full-time non-tenure-track 
faculty interact with students less frequently, both inside and outside of the classroom. 
Furthermore, contingent faculty require less effort and have lower expectations for their 
students (Umbach). This is of great concern, particularly as student populations become 
more diverse with increased enrollment of non-traditional students, including part-time, 
older, and first-generation students, who benefit from greater faculty attention (Rendón, 
1994).  
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2.3 Neoliberalism and Academic Disciplines 
The effects of the market on higher education are not uniform across academic 
disciplines (Rhoades, 1998). Science, technology, and medicine increase in value, and the 
social sciences and humanities are devalued somewhat, except for their ability to attract 
student tuition dollars. As Vaira (2004) notes, 


All this is expressing in a re-stratification of academic subjects, knowledge and 
disciplines upon the increased use-value and exchange-value of particular 
knowledge in the wider society, but also in the emergence of academic 
consumerism that is reconstructing the relationships between higher education 
institutions and their clients and stakeholders (governments, industries, students 
and their family. (p. 491) 


 
Academic stratification and academic consumerism, along with academic management, 
are leading to academic restructuring of higher education institutions (Gumport, 2000). 
Academic stratification involves both students as consumers and faculty as managed 
professionals. Students are limited by classes and majors that are offered; full-time 
faculty are concentrated in strategic fields, which may or may not coincide with student 
demand. Contingent faculty are used to fill in supply gaps (Rhoades & Slaughter, 1997). 
Stratification occurs both between disciplines and institutions, where the rich are getting 
richer (Gamson, 1997). Neoliberal theories predict greater differentiation within 
academic disciplines, caused by competition, student demand, and market-potential.  
 
In terms of power, prestige, and economic payoff, the distinctions between academic 
disciplines are increasing, with significant differences noted by gender (Clark, 1983; 
Davies & Guppy, 1997). Part of the explanation for gender differences within disciplines 
is due to the gender composition of faculty in certain fields of study, such as large 
numbers of female faculty in education drawing in predominately female students 
(Jacobs, 1995). As noted by Currie and Newson (1998), one repercussion of 
neoliberalism in higher education is that large proportions of the new contingent faculty 
cadre are females. This may lead to a situation where female students follow female 
faculty, who are increasingly located in fields not favored by the market. 
 
Another consequence of neoliberalism noted by Slaughter and Leslie (1997) is the 
concentration of research funds in science, technology, and medical fields. However, how 
such large-scale funding changes regarding faculty work affect students is largely 
unknown. Furthermore, it is unclear if influences upon students are universal, or if they 
vary by academic discipline-based, institutional, and national contexts. Comparative 
higher education literature delves into the complexity of these issues affecting countries, 
institutions, and faculty.  


 
Neoliberalism and the Student Experience 
Neoliberalism is transforming all levels of higher education, from its public charter with 
society (Kezar, 2004), to faculty roles and responsibilities, and the experiences of 
individual students. While research has investigated the influence of neoliberalism on 
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nations (Torres & Rhoades, 2006) and faculty research and hiring practices (Slaughter & 
Leslie, 1997), there is considerably less research examining the effects on students. We 
do not know how these changes are influencing students’ experiences in college, and how 
the changes in faculty roles and responsibilities affect different types of students in 
various disciplines in different countries.  
 
The comparative method allows for consideration of global forces on higher education, 
while taking the history and structure of higher education systems and faculty and student 
characteristics and behaviors into account. Thus answering cautions placed on cross-
national studies of higher education (Deem, 2001), the student voice can inform global 
trends in higher education. A study of cross-national student engagement allows 
researchers to move away from commodifying students (Slaughter & Leslie, 1997), to 
giving them a voice in policy.  
 
Neoliberal theories help to explain changes in education policy, the role of faculty, and 
student behavior in response to global forces. The “massification” of higher education 
globally has led to increased student-faculty ratios in some countries (Rae, 2005; Trow, 
2001); to decreased quality of faculty in others (Husén, 1996); a re-stratification of 
academic disciplines (Vaira, 2004); and generally a decrease in proportion of full-time 
faculty (Slaughter & Rhoades, 2004). The increase in full-time non-tenure-track and part-
time faculty positions is an area of increasing concern (American Association of 
University Professors [AAUP], 2003; Chait, 2002). These are not universal changes; 
institutional, academic discipline, and faculty characteristics, as well as state and federal 
policy, influence the direction and magnitude of response to global influences. 
 
Demands for transparency, efficiency, and accountability are moving down from 
governments to institutions, and further filtering to faculty, staff, and students (Banta & 
Associates, 2002; Brennan & Shah, 2000; Hodgson, 2006; Schugurensky, 2003). In 
response to calls for quality improvement, faculty are measured by hourly productivity, 
number of students and classes taught, and amount of external research dollars brought in 
to the institution. The shift to market-like behavior by faculty and institutions is altering 
the relationships between higher education and society, institutions and faculty, and 
faculty and students. 
 
Comparative research can inform aspects of higher education that single-nation studies 
cannot capture, such as institutional responses to national neoliberal policies and the 
effects on faculty and student engagement. Most comparative research is concentrated at 
the macro-level, rarely reaching the student level. Research conducted at the individual 
level can be contextualized through larger-scale research and provide greater evidence for 
the influence of national polices and practices on students. 
 
The effect of neoliberal polices on students, faculty, institutions, and countries is not 
uniform. Different governmental and institutional reactions to globalization have led to 
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variations in the type and degree of response to global forces. For this reason, the 
comparative method can inform higher education research, as explained below. 


3. Comparative Method 
Analyzing the influence of neoliberalism on higher education from the perspective of 
multiple countries allows for insights into how nations adopt policies and how these play 
out in different sectors of countries’ higher education systems. Comparative higher 
education research informs policies and practices of institutions and systems around the 
world, particularly through international banking and aid organizations. This research is 
primarily supported by networks of agencies, national, regional, and international, that 
sponsor and fund policy-based research (Altbach, 1979). Due to the nature of funding, 
much of the research is descriptive rather than empirical (Slaughter, 2001).  
 
This follows a movement from traditional sociological and philosophical perspectives on 
higher education (Hutchins, 1995/1936; Shils, 1973) to a more political and economic 
focus (Leslie, 1990; Premfors, 1980; Williams, 1983). Consequently, there has been 
development of macro-studies of higher education, such as nation-based studies on the 
rates of return of higher education (Ashworth, 1997; Psacharopoulos & Patrinos, 2004), 
with little comparative analysis of the micro-behavior inside colleges and universities. In 
response, there have been repeated calls for a more individual, student-centered approach 
to comparative research (Altbach, 1979; Ross, 1992; Slaughter, 2001). The failure to link 
the larger domain of higher education to individual decisions and processes, coupled with 
imprecise, undefined measures of outcomes is contributing to public dissatisfaction with 
higher education. 


3.1 Comparative Higher Education Research 
…cross-national difference, or a perspective from multiple places, is a useful 
technique to observe institutions. If we hold the social world like a prism at just 
the right angle to the light, we can see something of its institutional structure 
underneath; cross-national analyses help make that happen. (Baker & LeTendre, 
2005, p. 9) 


 
Any historical analysis of higher education begins with a comparative approach, such as 
the merger of the British residential model and the German research structure in the 
United States, or the transplants from England, Scotland, France, and the United States in 
the formation of Canadian higher education (Harris, 1976; Lucas, 1994; Rudolph, 1990; 
Veysey, 1965). However, after early origins are examined, higher education research is 
often analyzed within national boundaries, particularly in dealing with concerns of 
access, affordability, and accountability. When such issues arise, policymakers begin to 
look outside national borders at how other higher education systems operate. Thus, 
“comparative research faces many problems of a practical nature. Costly research seems 
to be granted sufficient funds only if it addresses issues of current political concern” 
(Teichler, 1996, p. 431). 
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Comparative higher education often takes a macro-sociological approach (Clark, 1996; 
deRudder, 1998; Kogan, 1996). It lacks attention to complex agency outside of the 
nation-state, such as the role of international banking and aid organizations, and of local 
variations, particularly the differences between cultural groups (Marginson, 1997; 
Marginson & Rhoades, 2002). There is a noted absence of social psychology of higher 
education, illuminating the individual experience of students within institutions (Clark, 
1984; Scott, 1986). In response, there have been repeated calls for a more individual, 
student-centered approach to comparative research (Altbach, 1979; Ross, 1992; 
Slaughter, 2001).  


3.2 Comparative Research Methods 
Comparative higher education is a problem or policy-based field, dealing with issues 
such as the global expansion of higher education and escalating costs (Altbach, 1979; 
Flexner, 1930; Shils, 1973; Teichler, 1996). Most comparative higher education research 
is concentrated at the national level, rarely reaching the individual student level. 
Although lacking a specific methodology, comparative higher education has been 
conceptualized by Clark’s (1983) “triangle” with three nodes: professional/collegial, 
governmental/managerial, and market. In turn, this leads to a focus on nation-states, 
markets, and systems of higher education. 
 
Comparative higher education research is completed through a mix of case-oriented 
methods, qualitative historical methods, variable-orientated, and interpretive or causal 
analytic strategies (Altbach, 1998; Bray & Thomas, 1995; Eckstein & Noah, 1969; Mill, 
1967/1843; Phillips, 1999; Ragin, 1987; Weber, 1964). Through these methods 
comparative research can inform aspects of higher education that single-nation studies 
cannot capture, such as government policies and impacts of educational structures on 
students’ engagement.  
 
There are arguments that delve into purposes of comparison. Phillips (1999) borrows 
from Durkheim to say,  
 Comparativists investigating educational issues have precisely the advantage of 


being able to look at situations in other countries which could not be set up 
experimentally in their own. Indeed, ‘indirect experimentation’ is a term which 
might be utilised more widely to describe the processes which many 
comparativists follow. (p. 17)  


 
There are concerns about treating educational systems in countries as equal entities and 
analyzing the difference of one policy, while ignoring the role of historical and cultural 
influences. However, with proper context and care in interpreting results, the comparative 
method does allow the advantage of studying policies and practices that often cannot be 
recreated in other contexts. Through a balance and harmony of methodologies, 
comparative education research can move to informing policy and practice in a careful 
and thoughtful fashion. 
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4. Conclusions 
Reflecting more broadly on the effects of neoliberalism, it is useful to look at some of the 
theoretical assumptions of the neoliberal ideology. Neoliberalism is not necessarily good 
or bad; there is nothing wrong with neoliberalism itself (Rhoades & Torres, 2006). 
Advantages of the increased movement of higher education into the marketplace include 
the specialization that stems from increased competition and within the free-market 
model, the ability of consumers (students) to choose the best product (institution), and 
devolution of power from central governmental control to individual units, (colleges and 
universities). The theory and logic of neoliberalism are valid and have great potential. 
 
Neoliberalism posits that increased competition improves quality. For example in the 
U.S., the movement of financial aid to students in the 1970s put students in the position 
of consumers in the marketplace assuming that market mechanisms would lead to 
increased quality in higher education. In the U.S., where there are numerous and diverse 
institutions, money has already shifted to the student (most often in the form of student 
loans), so at least theoretically competition among institutions for students could increase 
quality. However, the situation is dire in Canada, where there are a limited number of 
large comprehensive institutions, almost all facing cuts in public subsidy and unable to 
increase tuition, which is under provincial control.  
 
However, the advantages that stem from economic and political models are based on 
theoretically perfect world scenarios, which assume consumers are rational, have full 
freedom of choice, are receiving all the available information to make decisions, and that 
institutions are adapting and responding to consumer preferences. However, due to 
market constraints and political dynamics, the theory of neoliberalism does not translate 
into reality. Higher education, particularly public higher education, does not exist in a 
free market; the reality is regulation through state and federal governments, price 
restrictions (currently seen in tuition freezing and capping), course offerings, and 
admissions standards. There are also debates about how rational students act in the 
education choices they make (DesJardins & Toutkoushian, 2005).  
 
Many of the benefits of neoliberalism, such as consumers choosing the best product and 
competition leading to quality improvement, are not apparent and the negative impacts 
are amplified, such as declining public funding without available resources to pursue 
other areas of revenue, the development of cash cow educational programs, and higher 
education funding shifted towards high-return potential research rather than to 
undergraduate education. Rather than blaming current challenges in higher education on 
neoliberalism, the problem is with neoliberalism under the current constraints that higher 
education institutions face that is leading to an erosion of quality higher education. In 
contrast to a focus on the economic bottom-line, Burke (2005) identifies higher 
education-specific accountability and assessment measures that can be used more 
effectively and extensively in the future to improve higher education. 
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In a review of Rhoades and Torres’ (2006) edited book, The University, State, and 
Market: The Political Economy of Globalization in the Americas, Marginson (2006) 
notes that for higher education globally, “neoliberalism is not so much an ideology or a 
political program as a particular zone of imagining and sensibility, where the problems 
and solutions are predefined in economic terms and behaviours are moulded in the 
interests of business” (p. 209). There is concern about the widening scope of markets in 
all aspects of social life (Carroll & Shaw, 2001). This idea that economic rationality 
trumps all others is the cause of much angst regarding neoliberalism and globalization, 
particularly in higher education.  
 
In higher education, problems arise in the gap between the theory and practice of 
neoliberalism. For example, neoliberal theories would suggest that through increased 
competition, students would select the highest quality programs and institutions, or those 
with the greatest economic payoff. In turn, such colleges, universities, and disciplines 
would be rewarded with increased tuition dollars. However, due to enrollment caps 
within institutions and majors, this process is not occurring. Furthermore, students who 
are not accepted into the high-demand programs are funneled into low-cost, “cash-cow” 
programs—which results in a market mechanism that rewards low-demand programs 
with increased tuition dollars.  
 
There is a need to study the barriers that mitigate the positive aspects of competition, 
such as more students enrolling in high quality programs and universities following the 
market demand for students in disciplines. As Torres and Rhoades (2006) note, there is a 
danger that higher education is becoming just another business with a bottom line. Under 
current policies, expenditures for full-time and tenure-track faculty are cut at the expense 
of student engagement. Through careful analysis and planning, it is possible that metrics 
of student learning and student engagement can become the new bottom line in higher 
education. 
 
This study provided an example of student-centered comparative quantitative research, 
which can give students a voice in policy discussions. As higher education is an 
increasingly global enterprise, there is rich potential for research that looks beyond 
borders to other countries for policy comparison, practice improvements, and new 
paradigms for teaching and learning. Furthermore, comparative research offers the added 
bonus that the more you learn about others, the more you learn about yourself.  
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Is there a Significant Pattern in the way Readers Use Procedural 
Information? : A Case Study in Technical Communication 
 
Debopriyo Roy, University of Aizu, Japan 
 
 
Abstract: A simple classification as visual or verbal learner is an over-simplification of users’ 
learning behavior. Often readers approach the task in terms of their interpretation of the situation. 
In this experimental study, readers confronted imagery invoking text with graphic details of 
surgical actions. Readers were asked to mentally animate the impending surgical action based on 
text and graphic instructions. Results showed that readers are inclined towards approaching a 
procedural task situationally and there is insignificant correlation between readers’ range of 
preferences for text or graphics in a scale and actual accuracy with imagery invoking text types. 
Further, there is insignificant correlation between specific situational behaviors and actual 
accuracy. Results show that for complex dynamic procedures, readers’ behavior might not be 
fully predictable within a specific domain. However, some significant results still indicate that 
systematic use of imagery-invoking survey text and graphics can help technical writers to a 
limited extent in understanding if there is any justifiable pattern in the way all individuals 
process complex procedural information.  
 
Keywords: situational, procedure, imagery 


 


1. Introduction 
The literature on technical communication with a focus on situational learning practices indicates 
research on project team communication practices for cross-functional virtual (organizational) 
teams suggesting how the virtual network calls for devising new practices for coordinating work 
(Robey, et al., 2000). There is similar research in technical communication on how readers 
combine instructional, technological and other resources on the spot to suggest situational 
learning (Slattary, 2007). Further, professional communication literature has also focused on 
evolving socio-technical environments for learning (adaptive tutoring, distributed cognition, self-
efficacy, learning versus training etc). However, there is almost no research in technical 
communication to suggest readers’ situational approach with procedural instructions for 
mechanical tasks. Procedural instructions is an important context of application in technical 
communication research because in order to improve the design of procedural instructions, 
technical writers need to know how users proceed when they are using them, from their initial 
reading, and to execute described actions (Ganier, 2004).  
 
A long tradition of research in learning sciences has measured and classified individual 
differences in spatial ability of the reader [(Carroll, 1993); (Eliot and Smith, 1983); Hegarty and 
Waller, 2005)]. However, the relationship between individual differences in visual/verbal 
construct and learning from visual/verbal representations remains understudied (Moreno and 
Plass, 2006). This paper addresses a significant research question about whether readers are 
predisposed to interpret a technical document visually or verbally, or whether the task situation 
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in which they do the interpreting trumps any predisposition in learning style. This is an important 
issue worth exploring for technical communicators because for complex instructions it is often 
the case that readers approach the task differently and it becomes exceedingly hard to pinpoint 
why or the extent to which readers deviate from the task approach as suggested by technical 
communicators. Technical communicators could design instructions in a better way once they 
know how different cognitive, behavioral and external factors play a role when readers approach 
a task situation. So, the primary research question for this study is to understand the extent to 
which readers’ situational approaches might play a role in interpreting specific text-graphic 
situations? In many sources, textbooks and published articles alike, the division between visual 
and verbal learners is taken as a given. However, recent research showed that verbalizers and 
visualizers did not differ significantly. There was never a strong support for the hypothesis that 
verbal learners and visual learners should be given different kinds of multimedia instruction 
[(Mayer and Massa, 2006), (Roy and Grice, 2004)]. Mayer and Massa’s research indirectly 
indicates that situational factors should be scrutinized more closely within the context of the task 
situation. So, how do we understand readers’ learning resources and approach for completing a 
complex procedural task? This study used patient education modules (e.g., explaining surgical 
actions), which might be an effective tool for patients to visualize a complex process and 
understand readers’ learning approach in complex environments [(Farr, 1996); Canada and 
Schover, 2005)].  
 
 
2. Significance for Technical Communicators 
This study is significant for technical communication practitioners in multiple ways.  
1. This study emphasizes the importance of situational learning practices by readers, something 


that is of paramount importance to technical communicators and how it impacts the 
instructional resources. 


2. This study emphasizes the fact that technical communicators should understand readers’ 
mechanical reasoning process well enough before designing instructions. 


3. This study allows technical communicators to understand how readers’ perception of task 
difficulty might not explain how readers access instructional resources.  


4. This study emphasizes the fact that designing instructions is not only about making the 
instructions usable, but also whether, how and to what extent users are willing to use it.  


 
 
3. Gap in Technical Communication Literature 
In order to understand situational responses, it is very important to explore how users perceive 
physical procedures. Research in technical communication has adequately researched the factors 
influencing the design of instructions for physical procedures [(Horton, 1991); (Schriver, 1996); 
Gange and Lipton, 1984)]. However, the problem seems to be that there is too much focus on 
issues in document design. Foremost, there should be adequate research on how readers respond 
differently in varying situations depending on factors internal to the task, learner and the 
document itself.  
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Apparently, the technical communication literature does not reflect on any significant pattern or 
experiments to suggest or even indicate whether there is any tendency from readers involved in 
procedural action to approach the task in any ways that might be termed as purely situational and 
independent of any procedural information studied immediately preceding the task. Even when 
there is no such tendency, it is important to learn such models so that technical communicators 
are in a better position to design procedural documents. This kind of study will also enable 
technical designers to understand how readers prefer to access procedural information in terms of 
the time lag between when the information was studied and the task was approached. Besides, 
such models will also help in understanding how users use the text-graphics information when 
they have to.  
 
 
4. Literature Review  
This literature review points out that readers’ situational response might be a factor of how 
readers are able to mentally animate procedures, which in turn depends on how readers process 
text and graphical information.  
 
4.1 Situational Response 
Why is situational learning so important? Recent work by Marton and Booth (1997) and Bowden 
and Marton (1998) present the theory that it is through the experience of difference, rather than 
the recognition of similarity, that we learn. A radical situated learning model has been put 
forward by Lave and Wenger (1991). They concluded that learning is done in social relationships 
and by co-participation. Cronbach and Snow’s (1977) classic definition of aptitude is a 
characteristic that promotes performance in a certain kind of environment. Snow’s vision of 
aptitude is a property of “person in-situation”. Even Mayer and Massa (2003) has focused on the 
nature and measurement of individual differences, although within specific conditions of 
computer-based multimedia learning environments. In addition, ability has been identified as a 
salient dimension along which to examine group differences (Anderman and Midgley, 1997). 
This indirectly implies that individual differences in how readers prefer to handle text and 
graphical information might play an important role.  
 
4.2 Individual Difference 
Previous research has adequately demonstrated that readers are just not visual or verbal learners 
and their approach is more complicated. Visual learners depend on graphics and illustrations for 
understanding procedures whereas verbal learners depend on text analysis for procedural 
comprehension. Visual learners have two subchannels - linguistic and spatial. Learners who are 
visual-linguistic like to learn through written language, such as reading and writing tasks. 
Learners who are visual-spatial usually have difficulty with written language and do better with 
charts, demonstrations, videos, and other visual materials. They easily visualize faces and places 
by using their imagination and seldom get lost in new surroundings [(Gardner, 1993), (Saettler, 
1990), (Black, 1995)]. However, this classification is often limited. Individual differences in 
response often results from previous experience with similar instructional resources and that 
often means that readers might choose to act differently by using instructional resources in 
different ways, given the specific task situation.  
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4.3 Visualizing Dynamic Mechanical Procedures 
In order to understand individual’s choice of reaction in specific procedural situations, it is 
important to understand how readers generally approach a text-graphic instructional context for a 
complicated procedural context.  
 
The process of imagining the behaviors of components of a mechanical system (as for surgical 
instructions) based on the information about the static configuration of the system has been 
termed as mental animation (Hegarty, 1992). Research by Hegarty & Sims (1994) has discussed 
a piecemeal model of mental animation that actually states how readers switch attention between 
text and graphics for a print manual. Any form of mental animation has to start from the ability 
of the reader to produce a process of mechanical reasoning [(DeKleer and Brown, 1981); 
(Gentner and Stevens, 1983)]. Readers might mechanically reason a process in more than one 
way, depending on experience, skill and the task. Research says that providing subjects with 
causal modes facilitates learning by increasing the ability to operate and solve problems about 
machines (Keiras, 1978). Yoon and Narayanan (2004) and Narayanan and Hegarty (1998) have 
mentioned that during mental animation, people begin their reasoning incrementally, starting 
with a few components and then reasoning out the interrelationships among components and 
domain-specific conceptual knowledge.  
 
It is important to understand for readers of this article how individual’s choice of context-specific 
reaction and ability to mentally animate procedures might change based on the way text is 
written and visuals are shown for instructional contexts. Route perspective shows changing 
positions of the reader in the work environment with relation to landmarks while survey 
perspective shows a bird’s eye view of relative positions of objects in the work environment 
(Levinson, 1996). The route perspective took a body-centered approach (for the owner of the 
body) to describe the positions and landmarks with respect to the replacement parts or the 
surgical instruments in the environment (Tversky, Lee and Mainwaring, 1999). The route 
perspective defines terms as left, right etc. to show the specific position with respect to the object 
under question. The survey text, as used in this study shows the relative positions of the different 
objects in the environment (Tversky, Lee and Mainwaring, 1999).  
 
4.4 Coordinating Text and Graphics 
How readers combine text and graphics should also explain how a complex procedural task 
might be approached contextually. Research by Ganier (2001) suggested that processing of 
instructions, whether textual or pictorial relies essentially on verbal recoding of the information, 
based on separate and specialized cognitive resources for text and graphics. In another study, 
Glenberg and Langston (1992) concluded that for sequential instructions, when appropriate 
graphics accompany text, subjects tended to mentally represent the procedure by combining 
media. There was also substantial research arguing the supporting role that text might play. 
Booher (1975) concluded that pictures were appealing because of their relative processing ease, 
the large amount of information that can be presented in a small space and an advantage with 
long-term memory retention. Gibson (1950) suggested pictures as better than words for showing 
concrete objects or events. Burns and Warren (1986) and Beiger and Glock (1986) showed that 
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an organized display reduces response times and errors significantly for both experts and novice 
users.  Stone and Glock (1981) investigated an assembly task and found that providing graphics 
during learning decreased errors. Beiger (1982) found that graphics coupled with text 
instructions facilitated learning of procedural tasks. Research [(Brewer, 1988), (Paivio, 1986), 
(Sadoski et al., 1993b)] has suggested that concrete, imagery-invoking text is related to 
comprehensibility, interestingness and memorability in various ways. This review of the 
literature suggests that situational responses crop up because individuals respond differently to 
different instructional situations and individuals think differently either because they are specific 
types of learners or because, based on their experience they adjust their task approach by 
mechanically reasoning through the process depending on specific types of text-graphic. 
 
  


5. Problem Statement 
Our primary research question for this study is to understand the extent to which readers’ 
situational approaches might play a role in interpreting specific text-graphic situations? But, 
most importantly, we will need to know how to define situational response. Cronbach and Snow 
(1977) discussed performance in a certain kind of environment. They suggested that aptitude in 
the person’s head should be replaced by aptitude as a property of person-in-situation”.  If that is 
true, does that mean that the aptitude on a purely verbal or visual basis should be replaced by 
how these resources are used in combination with experience, expertise, task complexity, 
environment, practice? A major challenge would be to identify situational factors and then 
fathom how it influences the use of instructional resources.  
 
 
6. Hypotheses 
The following hypotheses are driven by Cronbach and Snow’s (1977), Brindley (1987), Marton 
and Booth (1997), Lave and Wenger (1991) and Bowden and Marton’s (1998) discussion of 
situational performance. 
1.Readers prefer to approach the comprehension process and complete a task more in the context 


of the situation and less on the basis of a pre-defined classification.  
2.When readers are more situation-centric, in most cases, only text and graphical factors could 


not account for the difference in responses.  
3.Users’ self-reports on task difficulty might not have any bearing on whether they could 


actually complete the task accurately or not.  
 
 
7. Methods 
The following study is mainly organized to test the impact of situational responses on text-
graphic resources.  
Sample: 50 participants were tested. The participants were undergraduate students in a technical 
writing class in a technical institute of higher learning. The institute specializes in engineering 
studies, architecture, and bio-informatics and computer science. Participants in this study took 
some introductory coursework in engineering, with supporting knowledge in mathematics, 
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physics etc. However, they mentioned that most of the coursework were overly theoretical, 
foundational and mathematical in nature.  
 


7.1 Test Materials  
How readers handled the task: Fifty readers were tested. In total, readers handled six trials. Any 
particular trial had a test graphic and either route or survey text. Readers saw three trials 
involving route text and three trials involving survey text, presented alternatingly. This ensured 
that the readers were exposed to all the graphics and both forms of text with different graphics. 
Test participants were divided into two groups. The difference between the two groups was that 
the order of route and survey text presentation was switched between the two groups. Thus only 
the text order was changed. This ensured not leaving to chance potential problems that a 
particular reader might have with any particular text or graphic. The difference in performance 
could also have been due to the readers’ spatial ability, reading ability, difficulty of sight, and 
manipulation of parts and instruments. This test design provided the opportunity to test each 
reader with all forms of graphic and text. During the testing session the graphics were presented 
in a sequential order, with readers exposed to the steps in the order that the surgery followed. 
The readers were asked to choose the correct option (from a set of four alternatives) based on 
how the surgery actually took place. Readers were not able to go back on the previous page in 
the questionnaire once a particular trial was completed. This was because graphics were shown 
in steps in a sequence and a graphic used for a subsequent trial might provide an answer for the 
preceding trial. Figure 1B shows the schema adopted for group 1. For group 1, route text was 
presented for odd numbered trial (1, 3, and 5) and for group 2; route text was presented for even 
numbered trials (2, 4, and 6). Participants were handed out printed materials spread across 6 
pages, with one trial per page. Figure 1 explains the experimental model followed.  
 


 
Figure 1. The overall test schema and variables (for Group 1). The arrangement of text is exactly reversed for Group 2 
(everything else remaining constant).  
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The test session was around 25-30 minutes in duration. I asked readers to read the instructions 
carefully and gave them a brief overview of what the overall task is and what each trial 
describes. Although participants were not individually watched during the test session, pilot 
study, inter-coder reliability analysis, the post-test survey and de-briefing suggested that readers 
used both text and graphical instructions in most cases.  
 
Participant Selection Questionnaire: The participant selection questionnaire was designed to 
choose participants for this study whose understanding of medical/surgical issues is not 
specialized. The purpose was to choose participants who will raise questions (based on their 
reading of the trials) like any other potential patient.  
 
Pre and Post-Test Questionnaire: The pre-test questionnaire wanted to see if readers prefer to self-
report themselves as visual or verbal learners. The post-test questionnaire primarily tried to 
define situational responses (based on the literature on mechanical reasoning and text-graphics 
coordination). A Likert scale was chosen for every question in the pre and post-test 
questionnaire.  
 
Independent Variables: The text and graphical features mentioned in Figure 1B.  
Dependent Variables 


1. The percentage of accurate responses in comprehending the impending action based on 
the text-graphic combination provided for replacement parts trials.  


2. The percentage of accurate responses in comprehending the impending action based on 
the text-graphic combination provided for surgical instrument trials.  


3. The self-reported difficulty in comprehending the impending action based on the text-
graphic combination provided for replacement parts trials. 


4. The self-reported difficulty in comprehending the impending action based on the text-
graphic combination provided for surgical instrument trials. 


 
7.2 Rationale for the Experimental Design 
This experimental design was adopted to study how readers process different kinds of text-
graphic combinations. The idea was to understand whether different types of text processing 
allow for different kinds of individual comfort and ability in processing the information and if 
that impacts confidence and task accuracy. If results are random and there is no difference in 
accuracy with different text-graphic types, then it helps to understand and conclude that pre-
defined reader preference and cognitive inclination towards text or graphics-oriented information 
processing might not play any significant role and ultimately, readers process information 
situationally more often that not.  
 
 
8. Results 
As part of a selection questionnaire, the participants reported having some theoretical knowledge 
about mechanical procedures related to robotics, artificial intelligence, circuits, and computer 
chips. However, they self-reported having insignificant or random previous hands-on exposure to 
mechanical instruments or knowledge of mechanical procedures. Further, there is either little or 
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no literature to suggest that there is any transfer effect between engineering expertise and 
comprehending surgical procedures. It is important to remember that the material being tested is 
a patient education module and students or any person can be considered as potential patients by 
every stretch of imagination and the material is designed keeping in mind the common mass 
having no specific skill set that influence performance in this study. None of the participants 
reported having any medical or surgical knowledge and that is an advantage because participants 
do not bring in an understanding of the subject that might load the responses in any particular 
direction.  
 
Overall findings suggest that there are some statistically significant data, which indicate that 
some of individual’s learning styles are strongly correlated with accuracy. Here the significant 
factors in learning style include switching attention back and forth between text and graphics (as 
opposed to using only text or graphics), comprehending actions as a single process or series of 
smaller actions etc. Readers have combined these factors in their learning strategies. Further, 
there is some statistically significant data that indicates that readers’ perceived difficulty in trials 
showing manipulation of surgical instruments is strongly correlated with readers’ amount of 
using of text and graphics and how readers defined the task as a single process or series of 
separate actions. Figure 2 supports the first hypothesis that readers do not possess any strong 
choice, either with verbal or visual information.  
 
 


 
 
Figure 2. Number of participants with different levels of agreement with verbal and visual 
learning styles 
 
This indicates towards the possible conclusion that readers do not prefer any single strategy and 
their approach depends on a combination of factors (task complexity, information overload, 
experience of reader, mood, and expertise) including text-graphic resources.  
 
Correlation of Learning Styles with Accuracy of Task Completion: Results show that out of the 
three possible correct responses with each type of text (three trials each with route and survey 
text), readers were more accurate with survey text (mean value of accuracy = 1.66) than with 
route text (mean value of accuracy = 1.38). To conclude whether any extent of pre-defined 
learner classification as a visual or verbal learner actually makes readers perform any better with 
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any specific type of imagery-invoking text and graphics, it is imperative to know how readers 
have actually performed with both route and survey text types when agreeing or disagreeing at 
different levels with the statement “I am a visual learner” and “I am a text learner”. Results are 
shown in Table 1. The Pearson correlation values (calculated between numbers of correct 
responses over all the six trials and the individual reader’s rating on verbal and visual scales) for 
route text and survey text demonstrates that there is no significant correlation between how 
readers rate themselves on learning styles and what their actual performance is with specific 
kinds of text-graphic situations.  
 
 
 
Table 1. Correlation between reader's self-reported learning style and # of correct 
responses with text types:  


Measures  Number of Accurate Responses with 
Route Perspective in Text 


Number of Accurate Responses with 
Survey Perspective in Text 


 
 
 
 
“I am a Visual Learner” 
 


Pearson 
Correlation 
 


Sig. (2-tailed) Pearson 
Correlation 
 


Sig. (2-tailed) 


 
    -.190 
 


 
     .187  


  
     .104 


 
     .473  


 
“I am a Verbal Learner” 


 
    -.087 


 
      .550  


 
     .095 


 
     .512  


 
This suggests that even when readers think themselves more as a situational learner; the 
performance is also situational and arbitrary with no pattern. This supports the second 
hypothesis.  
 
Situational Learning Behaviors: The next hypothesis is tested by defining a few situational 
learning practices and then testing whether the way readers adopt such strategies influences the 
outcome with imagery-invoking text and graphics. The post-test questionnaire tried to analyze 
the way readers approached the learning process situationally in the trials both with route and 
survey text. Situational responses were divided into 4 major blocks.  
• Accessing both text and graphics (literature concerning simultaneous use of text and graphics) 
• Sequence in which text and graphics are handled 
• Pattern in which attention is switched between text and graphics (literature on mechanical 


reasoning) 
• Way readers consider a task as action, activity or operation (literature on activity theory and 


constructivism) 
To study the self-explanatory nature of text and graphics, I asked readers whether, while 
completing the task, they looked at the text, graphics or both. Participants reported that most of 
the time their attention was towards the graphics, or trying to visualize (mentally animate) what 
the text suggested, rather than looking at the text itself.  
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Figure 3. Extent to which readers accessed text and/or graphics 
 
To study readers’ order of text-graphics attendance and mental animation, the second question 
dealt with whether readers started with text or graphics first (Hegarty, 1992). More than half the 
participants (around 35) reported using “text first”, “mostly text first” or “mostly text first than 
graphics” 
 


 
 
Figure 4. Sequence in which text and/or graphics are accessed 
 
The third questions asked readers how they switched attention between text and graphics.  
 
 


 
 
Figure 5. How did readers switch attention between text and graphics? 
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The highest frequency is in the category where readers reported that they read one sentence at a 
time and then switched attention to the graphic. In the next question, majority of the readers 
reported that they read all the provided text.  
 
 


 
 
Figure 6. The extent to which text was read 
 
As part of the next question, I asked readers how they perceived individual trials. Did readers 
view trials as one whole process, or just one action in total, or as a series of separate actions? 
Results showed that readers most often thought the task was a series of separate actions. 
However, there were occasions when readers thought the task of comprehending the entire task 
was one whole process. Data also suggest that while sometimes readers prefer to differentiate 
between parts identification and manipulation as separate actions (as argued by Heiser and 
Tversky, 2001) by differentiating between structural and functional identification); sometimes 
they prefer to handle it as one single action.  
 
 


 
 
Figure 7. Whether readers considered identification and manipulation of parts as one 
whole process or separate action? 
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Figure 8. How Readers Mentally Approach Identification and Manipulation of Parts 
 
The current study showed that task approach did not have any consistent effect on terming a 
specific trial as easy or difficult. It was worth exploring if there is a potential correlation between 
how the task was approached (switching attention, time spent with text or graphics, text first or 
graphics first, actions versus activities etc) and accuracy. 
 
Reader’s Situational Learning Style and Accuracy: Results showed that there is no pattern to 
help us make conclusions about any specific mental model. However, there were quite a few 
positive correlations when readers used survey text. A negative r=-.422 (significant value) 
suggest that more readers were accurate with survey text; the more they focused on text first and 
then graphics. A positive r=+. 415 (significant value) suggest that more readers were accurate 
with survey text; the more they focused on text first but then positively switched their attention 
to explore the graphics. A positive r=+. 425 suggest that more readers were accurate with survey 
text; the more they considered the entire task as one whole process. In other words, it might be 
reasonably safe to conclude that survey text helped readers to see the process as one whole 
action.  
 
Table 2. Correlation between situational learning styles and accuracy (Group 1 and 2) 
- Significant Results only 
 


Accuracy with Route and Survey Text Correlation Did you access both 
text and graphics 
when completing 
the task 


When completing 
the tasks, did you 
either start with text 
or graphics first? 


How much of the 
text did you read 
approximately? 


Number of Correct Responses with Route 
Text 


P Value 
 
Sig. (2-
tailed) 


  .440** 
 
  .03 


Number of Correct Responses with 
Survey Text 


 
P Value 
 
Sig. (2-
tailed) 
 


 
-.422* 
 
   .04 


 
.415* 
 
  .04 
 
 


 
.425* 
 
  .03 


**Correlation is significant at 0.01 levels;   *Correlation is significant at 0.05 levels 
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Reader’s Situational Learning Styles and Task Difficulty: This study reported some strong 
correlation between reader’s self-reported difficulty during task completion and actual accuracy. 
The significant results can be seen with trials 5 and 6.  
 
Table 3. Correlation between situational learning styles and task difficulty (Group 1 and 2) 
- Significant Results only 


Levels of Difficulty with Trials Correlation Would you be able to complete the task 
only by reading the text or graphics? 


How much of the text did 
you read approximately? 


Difficulty with Trial # 5 P Value 
 
Sig. (2-tailed) 


 -.434* 
 
 
   .03 
 


 


Difficulty with Trial # 6  
P Value 
 
Sig. (2-tailed) 
 


 
  .409* 
 
   .04 


 
.461* 
 
  .02 


*Correlation is significant at 0.05 levels 
 
Thus, based on what the data suggest, it can be concluded that in some cases, difficulty is 
strongly due to the readers’ learning ability involving both text and graphics and whether 
comprehension of body parts, artificial parts, is one whole process or a series of separate actions. 
“As one whole process” is the high end of the scale. Previous data suggests that for trials 4, 5, 6, 
readers reported levels to be mostly moderate to very difficult. Further, data also shows that the 
highest frequency is for readers using more graphics than text.  
 
Linear Practice and Transfer Effect: Another indicator of readers’ situational approach is 
whether readers improved through practice. Readers did not consistently show improvement in 
accuracy from one trial to another. The pattern of improvement from trial 1 to 4 was somewhat 
random, suggesting insignificant practice effect. The sudden sharp drop in performance from 
Trial 4 to Trial 5 might be because of the transfer effect. This transfer effect might result due to 
various reasons. First, readers faced a route text trial, although not for the first time. Second, 
readers faced a trial, which, for the first time, introduced them to the surgical instruments in the 
graphic and required comprehension of how these should be manipulated. Third, it might be the 
unique combination of text and graphics. Until trials 1 to 4, readers were facing replacement 
parts in the graphics and their related text explanations. Figure 9 shows the trend.  
 


 
 
Figure 9. Reader Performance across Trials 
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9. Discussion 
This study clearly shows that in most cases, it is hard to quantify readers’ situational learning 
approach. However, one thing is established. Readers have numerous learning strategies that are 
neither part of any predetermined set of actions, nor something that is purely verbal or graphical 
or any predictable combination of both.  
 
Implications of the Current Findings: There are several implications of the current findings. It is 
difficult to relate an individual with a single approach like verbal or visual learning. More often 
it is a combination of several strategies and approaches and yet it is difficult to pinpoint what the 
exact combination under a specific task situation might be. The situational strategies as discussed 
in this article provide some insight into how readers might see processes and approaches in a 
constructivist mode. The more important question is how readers process text and graphics. That 
processing style might be unique to the task context and the same reader might not repeat the 
same process for a similar task situation. However, it still provides some insight into the thinking 
pattern. This study is not designed to identify an individual with visual or verbal learning but to 
see where they stand on the Likert scale. The idea is to see the extent to which readers agree with 
specific preferences and then relate it to their actual performance. It is very important to 
understand that preference for a resource and final outcome does not map into one another 
automatically. There are other factors like experience, content complexity, expertise, motivation 
etc that plays important roles in deciding that the final outcome might be.   
 
Do results fill the knowledge gap? Task difficulty and its relation to task approach could not be 
established as part of the above results. Brindley (1987) suggested that three clusters of factors 
determine task difficulty: those internal to the learner; those internal to the task; and those 
internal to the text. An interaction effect of the above-mentioned factors might make it difficult 
to interpret individual impacts. Further, the importance of the task situation is very important. 
The way an individual chose to react for trial 1 might not be the same as in trial 2. Similarly, two 
different people’s reaction for a trial might be different due to a different interpretation of the 
work situation. An identical text-graphic content for different trials might certainly help in 
thinking similarly, but still a basic difference in problem solving approach or the approach taken 
to designing text and graphics might make difference in accuracy. Further, people may respond 
differently, depending on the specific characteristics of the situation.  For example, people may 
respond differently to instructions (that uses similar instructional resources and strategies) about 
automobile repair than about knee replacement surgery. Data has shown no consistent practice 
effect in terms of self-reported difficulty. In psychophysical tasks, practice affects the 
performance (Pellett et al., 1998). For example, reaction time decreases with the simple 
repetition of the experiment trials (Langston et al., 1994). The findings in this study showing 
insignificant correlations between combinations of learning styles, text types, accuracy, and task 
approach with self-reported difficulty are not consistent with what the literature suggests about a 
steady improvement. What this means is that every task situation is different and unique in its 
own way.         
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Do results address the practical problem noted earlier? Results from this study made reasonable 
indications that survey text, if used properly, in combination with factors internal to the task and 
learner might result in some significant understanding of how readers might react to specific task 
situations. From this study, we had some indication of what might be considered as situational 
response and the extent to which it might or might be influenced by the way text is used in 
combination with graphics. Further, from this study we also had strong indications that factors 
internal to the task and learner might overwhelm the text factors to a large extent. So, future 
studies might work towards exploring Brindley’s (1987) study from a new perspective where 
each of text, context and learner factors can be tested and incorporated in the final instructions to 
a reasonable extent. It is a reasonably difficult task beyond a certain point, because ultimately 
factors like user motivation, aptitude etc has to be translated into document design. Frequent 
usability testing should be done to gauge these factors and instructions should be updated 
accordingly.  
 
Recommendations for Technical Communicator Practitioners: The above findings indicate 
towards multiple strategies that technical communicators might adopt before and while designing 
instructions.  
1. Complete the task yourself and see how it is done. Mark down all the activities, actions and 


operations completed along the way.  
2. Differentiate between learning styles between same and similar product and manuals and take 


note of the specific conditions (resources available, task sequence, motivation etc) in which a 
task is completed.  


3. Maintain outcome logs for each small action and/or operation for sequential tasks and for same 
or similar tasks undertaken one after another and at different times to record practice effect and 
how situational approaches/strategies changes with practice.  


4. Complete a usability testing and a debriefing session where individual actions and approaches 
are explained by the reader in details. There should be parallel logs maintained between actions 
completed and task approach. Concurrent and retrospective think-aloud protocols might be the 
most effective way to do this. This allows for capturing user thoughts on the approach.  


5. Let the user complete the same task twice and with a gap in time and record individual actions. 
It is important to find out how the task approach or processes are dissimilar so that the gap can 
be bridged in terms of design.  


6. Let readers self-report on their approach but also use observational techniques to find out what 
they did. Follow it up with a de-briefing to bridge the gap between their self-reports and what 
has been observed.  


7. Situational responses can be systematically broken down into issues like developing a mental 
model of the program, identifying screen elements and objects, movement between text and 
graphics, and verifying screen states. 


8. During usability testing, try to differentiate situational response (in terms of specific task 
approach) from practice effect.  


9. Future studies can consider a new scale for similar experiments. Research indicates using a 
new instrument, the Object-Spatial Imagery Questionnaire (OSIQ), was designed to assess 
individual differences in visual imagery preferences and experiences. The OSIQ consists of 
two scales: an object imagery scale that assesses preferences for representing and processing 
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colorful, pictorial, and high-resolution images of individual objects and a spatial imagery scale 
that assesses preferences for representing and processing schematic images, spatial relations 
amongst objects, and spatial transformations (Blajenkova et al., 2006).  


 
 
10. Conclusion 
The findings clearly suggest that it is extremely challenging, if not impossible, to quantify 
situational responses within the scope of a definite range. However, it is still possible to have 
some basic understanding of situational behaviors for a given context without being very specific 
about how the resources are handled. One reason for that is because no two individual might 
access resources in exactly the same way and also because the range of activities for a given task 
situation might be too robust to calculate. The test materials were designed to explore whether 
readers can be made to think from specific spatial perspectives and if that can channelize and 
bring in some pattern in the situational responses. The results suggested that although there are 
some indications of how some trials work better than others with specific situational responses, 
there is nothing definite to conclude from these findings. There are too many variables at play 
and subjectivity in user response.  
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Abstract: Our civilization is threatened by barbarization. Starting with Platon, Pascal, 
Descartes, Durkheim, Schopenhauer or Freud’s ideas concerning the dual essence of human 
being – homo duplex – some specialists consider barbarism as consubstantial for human 
existence. Some other specialists are talking about a new barbarism starting with Galileo 
Galilei’s work; and a third category of specialists consider it as a fundamental transmutation 
where specialization replaces depth, speed replaces reflection, mental surfing replaces 
thorough study, and pleasure replaces effort. Shortly, it is about losing sense and soul. In this 
context we have made a research concerning some specific expression forms for adolescents 
(as future parents, models for future generations): indifferent aggression and passive 
aggression. Our first surprising finding is the frequency of aggressiveness expression forms; 
so, we have found that a very high percentage of investigated adolescents have obtained 
above limit scores: 76% for general hostility, and 86% for resentment and 82% for suspicion 
(resentment and suspicion as hostility subscales). Those conclusions confirmed our 
suppositions concerning the presence of passive – aggressive behaviours on postmodern 
adolescents. We have also identified some differences in gender specialization for aggressive 
expression forms: girls obtained high scores for irritability and resentment, and boys for 
physical reaction (assault). So, we considered it necessarily to propose a Program for 
Limiting Aggressive Behaviours on Adolescents; our main goal is to develop adolescents’ 
self esteem, self control and self motivation, to help them become more conscious about their 
emotions (and their sources), and to develop healthy interpersonal relationships in order to 
reduce aggression and to get control over their fury and anger. More, developing abilities and 
educative practice skills, necessary to both parents and teachers who are dealing with 
adolescents, optimizing teenager – parent and school – family relationship, personal 
development, getting informed about risk factors, expression forms and preventing and 
limiting measures for hostile manifestations of aggression etc. are only a few goals of our 
programme. 
 
Keywords: society’s barbarization, passive aggression, programme for aggressive 
adolescents 


 


Introduction 
As people and teachers, we have to recognize that, both outside and inside school perimeter, 
barbarity has extended, which means that we can not underestimate anymore its force, 
magnitude, effects. So, it is important for educators to pay attention to the barbarism 
phenomenon, either to discourage any manifestation of it, or to find ways to reduce its 
presence in school and society. 
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Barbarism and some of its approaches 
In the specialized literature we notice that there are several approaches of barbarism: 
1. A first approach focuses on the more extended and more accepted way (by more and more 
people) to live on the surface, on horizontal and less on depth and vertical position. For A. 
Baricco (2009), we are not in the presence of the worst manifestation forms of barbarism the 
mankind has known it till now, but we are confronting an existential mutation. Most of us 
destroy what is sacred, we lose our soul, and we do an existential surfing. Books’ civilization 
is obviously decreasing. In return, we see an increasing attraction to navigate on the surface 
of the network, the attraction for transient systems. Barbarians haven’t just the instinct to 
simply destroy; they try to immediately transform everything they meet into a transient 
system. They did not tarry, do not reflect too long. For them, everything is movement and 
speed. Barbarians no longer explore the stony surface of our existence (Baricco, 2009). 
Barbarian way of being is to travel with speed on and over the world, and life. Shortly, the 
existential mutation caused by barbarians is "the surface instead of depth, speed instead of 
reflection, surfing instead of thorough study, communication instead of expression, multi-
tasking instead of specialization, pleasure instead of effort" (Baricco, 2009). 
 
2. A second approach of barbarism is the one that states, under the sign of objectivity, that 
science (the one based on the creation of G. Galilei) and the technology (derived from this 
paradigm of science) have eliminated all that is more profound and intrinsic to life: human 
sensitivity. By eliminating this, human humanity is destroyed. Presenting his point of view, 
Henry M. (2008) notes: "as an impressive assembly of instrumental devices, of ways to 
create, of operations, of procedures more and more efficient and sophisticated", technique is a 
reality that has no connection with life. It is a "dark transcendence", which eliminates 
subjectivity, human emotions. In his indifference to any value (a humanist one), the 
technological universe proliferates – in the vision of M. Henry - like a cancer, self 
multiplying, far from the law and coherence intrinsic to life. All our world values - ethical, 
aesthetic, religious ones - are staggering. 
 
3. Starting from the premises of the dual essence of man as homo duplex, as it was considered 
by Platon, B. Pascal, Descartes, R. E. Durkheim, A. Schopenhauer or S. Freud, the third 
approach considers that the barbarism is consubstantial to human existence, and that it isnt’t 
anymore an unfortunate accident of history or of a particular period of human history. 
According to this view, civilization and barbarism, the two sides – contrary and accomplice – 
belong to the same humanity. In this regard, J. Fr. Mattei (2005) states: "Barbarian is no less 
humane than is barbarism far from the civilization or death far from life; each of the items of 
the couple, without being alike, is inseparable from the other one, this meaning that the 
barbary is part of humanity or differently said, that it is inside it". It follows, for us, the 
teachers, an extremely important consequence: that humanity is always under threat of 
barbarism. The teacher not only has the fundamental mission to perpetuate and build 
civilization, but also to defend from the destructive, regressive virus of violence / barbarism. 


Investigative Research 
1. Theoretical Background 
In this context - of a society on the way of barbarization – we developed a research refering 
to the specific manifestation forms of aggression to the adolescents (as future teachers, 
parents, role models for the next generations). Aggression, as intentional behaviour in order 
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to produce injuries or discomfort, has a broad spectrum of events which vary from physical 
injury to more discreet forms - but with consequences maybe equally serious- such as 
pasivity, indifference or the denial of involvement. 
 
Thus, beyond the common perception, experts found that aggression takes extremely various 
forms: physical ones (hitting, injuries), verbal ones (insults, threats, irony, sarcasm, slander), 
emotional ones (intimidation, indifference, boredom).  
 
So, the aggressive behaviour knows, therefore, a multitude of faces, which can be expressed 
in a variety of ways. Murder or hitting a person are clearly defined forms and accepted of the 
aggressive behavior, but also some events, less obvious, such as "gossip" or "unintentional" 
omission of telling an important message to a colleague in order to put him in a unfavorable 
light to his boss can also be interpreted as forms of (verbal aggression).  
 
Some researches aproach the aggression manifested in the school space; they make the 
distinction, as the object of aggression, between the aggression against: school property, 
peers, teachers (Astor, Pitner, Benbenishty and Meyer, 2002; Herrero, Estevez and Musitu, 
2006 E. Estevez Lopez, 2007, www.sciencedirect.com). 
 
D. Parrott and P. Giancola remind us that one of the most famous dichothomy in terms of 
manifestations of aggressiveness is promoted first by Feshbach (1964), then by Bandura 
(1973), and Geen (2001), as hostile aggression and instrumental aggression: 


• Hostile aggression (sometimes called affective, impulsive) is an unplanned behaviour, 
accompanied by anger, which intends to harm another person; 


• Instrumental aggression is premeditated, without any emotional involvement whose 
primary goal is to get rather a stimulus run out of aggression than to prejudice it. 


 
So, starting from the definition of aggression as a behaviour manifestation (different from the 
concepts of hostility and anger) which has as an aim to produce harm to other person who 
wants to avoid such treatment, D. Parrott and P. Giancola propose a new taxonomic model 
based on the combination of two dichotomous variables that reflect various ways through 
which the aggression is expressed: directly / indirectly, actively / passively. They analyse in 
the light of this taxonomy (following the two axes) 5 types of aggressive expression: 
physical, verbal, postural aggression, property destruction and theft. 
 
Our research analyses forms less "visible", sometimes ignored as expressions of aggression: 
passive aggression and the indifference agression. As regards the passive aggression, the 
debates on this subject are still open (D. Parrott and P. Giancola, 2006, 
www.sciencedirect.com). Sometimes it is difficult to recognize the signs of aggressive 
events; it is the case of that indirect aggression. For instance, it is possible for the partner to 
be late too much or to forget about the meeting mutually settled, causing us to miss other 
important events. Moreover, there are those "always misunderstood” persons, that all time 
have something to reproach to the others, with an ambivalent behaviour - now they have an 
outbreak, and then they apologize. What are the causes of such behaviors? 
Manifestations described in the above examples may describe what is called passive 
aggression by specialized literature. Tim Murphy and Loriann Hoff Oberlin stated in their 
book Overcoming Passive – Aggression: How to Stop Hidden Anger from Spoiling Your 
Relationship, Career and Happiness (2005) (translated and published in Romania in 2007) 
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that first time the concept "passive - aggressive" was used in 1945 by Col. W. Menninger in 
"U. War Department Technical Bulletin", a publication of the U.S. War Department. 
Usually the causes of such events are deeply rooted in childhood, and the minimal 
information about social intelligence, "the new science of human relations" as is called by D. 
Goleman, could help parents to understand the overwhelming influence - of the experiences 
lived by their children in the family - on their future social development:  
"The well cared children for and those who feel the empathy of the people they are 
responsible of, acquire an attachment of the security, without being overly dependent, nor 
isolated. But those whose parents neglect their feelings and who feel ignored become 
withdrawn (...). And the children whose parents are ambivalent, unexpectedly passing from 
anger to tenderness, become anxious and insecure. "(D. Goleman, 2007)  
(D. Goleman, 2007, p. 224) 
 
Another form of aggressive behaviour, less obvious, is aggressive indifference. Aggressive 
indifference expression defines very well the type of educational relationship specific to 
postmodern era. More often lately we see the effects of lack of involvement in the 
educational relationship. On the one hand teachers, concerned rather of information they have 
to transmit than the quality of educative relationship, state their "lack of motivation." 
Furthermore, parents seem to have resigned much of their educational responsibilities and 
claim "lack of time" for "ordinary" discussion with their "ungrateful" children for the efforts 
that the adults are making for a decent living. Students / children, as a response to the model 
of their adult educators, also become indifferent to others and even to their own existence. 
 
But what is the form that manifests the indifference in human relationship? She may know 
more forms (see L. and C. Şoitu Havârneanu, 2001): not to participate, not to answer, do not 
get involved, do not think, do not create, do not live the event around, do not live your own 
state. 
 
Trying to decipher some of the forms and consequences of indifference to educational 
relationship, we find the effects of indifference on the child's relationship with family, school 
and peers. Miscellaneous sociological currents (functionalism, conflictualism, 
neofunctionalism, constructivism, etc.) bring a number of theoretical arguments for and 
against the way the contemporary family fulfills its educational function. Contemporary 
families continue to fulfill an important educational function in relation to the overall social 
system: excepting the primary socialization, it occurs in various ways in the social evolution 
of the individual; beside the transmitting / the cultural and social reproduction, the family is 
involved in the adaptation (innovation) of the existing structures (in the context of a world in 
a process of an accelerated change). Also, the educational function is performed by family as 
long as society rewards, direct or indirect, its services. Studies show that the presence of 
children affects both attitudes and behaviours of parents, but also the relations within the 
family. 
 
However, recent empirical observations indicate that, more often, adults who have a family, 
in the absence of "decent" income prefer, even after the appearance of a child, to devote most 
of their time to produce additional income hoping to a better life. New family member is left 
in the care of nannies - often without recognized qualifications -, or grandparents or 
educational institutions (nursery). In order to keep the connection  with the job issues, from 
family life privacy do not miss the phone, the email and other means of communication, but 
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"of course, children do not really notice – they are absorbed by their own email, playing on 
the Internet or TV in the room "(D. Goleman, 2007). Lacking a genuine relationship with 
their family, children - became pupils – do not give credit to their teachers, either. The 
apprenticeship of social relationships which the children bring from the family, the fatigue 
and lack of motivation, but also the lack of vocation of teachers transformed the educative 
relationship into a “job” relationship, a modular one (A. Toffler). 
 
Postmodern era is dominated by the idea of relativity. It seems that relativity can be found in 
the human relationship also. As if the lack of involvement in the educational relationship is 
not sufficient, there is the problem of continuously moving of teacher in schools. Not feeling 
connected to school, many young teachers - who see the teaching profession just like "a 
backup solution, a" temporary solution" to the problem of finding a job - easily abandon their 
"job" as soon as it emerges a better payed job and probably one that involves less 
responsibility and- why not- uses less stress. Thus, during a year of study, children are taught 
by several teachers; so, those teachers do not live the satisfaction of seeing children progress 
in the classroom. 
 
Which are the effects of this modular human relationhips for social evolution of children? 
 
It can be seen easily that the child became a teenager, reproducing the type of relationship 
"from Monday to Friday" in a "continual process of social discovery, during which they 
search new friends to replace those who either are no longer present or are not sharing the 
same interests." (A. Toffler, 1995). 
 
What children learned in "relationship" with adult educators? That the values promoted in 
statements, theoretical (such as solidarity, tolerance, love for others, friendship) is translated 
into reality by "abandoning the rules of solidarity" by the large number of relations and not 
by their intensity (L. Şoitu and C. Hăvârneanu, 2001). 
 
And, to disconnect from real life which disappointed so many times, to withdraw their world 
with headphones on their ears and, unfortunately, and when they them take off, they "notice 
they have become deaf “ (G. Sartori, 2005). The problem is that these children and 
adolescents themselves become parents, educators. How does look like the future built on the 
shoulders of such individuals? And the responsability for such a state of affairs does it belong 
to whom? 


2. Research Methodology 
"Adolescence crisis", for long considered universal value is largely due to biological and 
psychological changes. Adolescent overdraws his child condition, but he is not legally and 
morally entitled to assume adult roles; and this situation leads to "identity crisis" and 
"confusion of roles" specific to adolescence (E. Erikson). In response, he tries to take adult 
roles, but that forms of unacceptable behaviour (smoking, alcohol or drugs, even 
delinquency, dropout, vagrancy). 
 
R. Epstein, contrary to current opinion, believes that today's adolescents specific agitation is 
due to the phenomenon of "artificial extension of childhood" beyond puberty. In the last 
century, young people were "infantilized, and the elderly were treated them as children; they 
were also isolated from adults. This is why we are not so surprised seeing that in many 
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Western cultures, teenagers socialize almost exclusively with other adolescents. Moreover, 
studies of intelligence, perception and memory reveal that teens are superior in many aspects 
comparing to adults. In other words, this particular agitation of adolescents is a creation of 
our times and hence drifts and changes in their brain neurophysiology. R. Epstein therefore 
note concludes: "We need to replace the myth of the immature brain of adolescents with a 
correct view of the ability and understanding of adolescents in history, the adolescents in 
other cultures and the truly extraordinary potential of our young people today." (R. Epstein, 
2007). 
 
We argue, therefore, for a change of attitude towards the problems of teenagers today, 
considering that natural changes are specific to their age and could include limits considered 
normal, under the condition that those involved in their education to recognize them as 
normal children changes and to provide appropriate educational models. 
 
The operational definition of the analyzed variables. Aggressive children have been 
described in literature as rather solitary, with problems of inclusion in the group (groups in 
which individuals are sharing their values and give them security, and they feel valued), 
suspicious (do not trust others), resigned and pessimistic (they do not accept the possibility of 
changing the course of their lives). 
 
Longitudinal studies (U. Petermann, 1992, Ferguson 1998; Scheithauer and Petermann, 2002 
apud F. Petermann and U. Petermann, 2006) show that aggressive behavior is stable and 
under certain conditions can lead to delinquent behaviour. If early onset, aggressive 
behaviour is manifested home in the form of disobedience and pertinacity; then, in school, 
problems increase, in relationship with teacher and peers, leading to poor academic and social 
adjustment and stable aggressive behaviours (and delinquency in adolescence). Late-onset 
occurrence of events requires aggressive early adolescence, usually under the influence of 
group peers (family having secondary role). Adolescents in the latter category are dealing 
with the basic social rules and educational requirements, but come to commit theft, fraud or 
abuse; in this case the therapeutic intervention may be sufficient, says F. Petermann and U. 
Petermann (2006). 
 
A premise of our investigative approach is that, unfortunately, one of the causes of aggressive 
behaviour is the lack of a clear picture for the concept of aggression, and hence the confusion 
and / or lack of awareness about the forms of manifestation, risk factors and prevention 
measures and limitation of aggressive behaviour. Furthermore, we accept dual targeting 
aggressive behaviours: positive roles (the effective behaviours, increasing the chances of 
achieving the goals, discharge tensions accumulated during social interactions), and negative 
roles (of undermining the nature of social relationships, even impaired social identity, self-
image of victims). 
 
In conclusion, we start from the premise that aggressive behaviour involving the production 
of damage or injury to someone without him / her to wish that, expressed through a hostile 
attitude and which can experience various forms of manifestation: the involvement refusal or 
failure load (negativity), distrust and envy of others (suspicion and resentment and passive 
aggressive), malicious gossip or breaking objects (indirect hostility), going to the lowest 
violent reaction stimulus (irritability), crying, threats (verbal hostility) and physical 
aggression (attack). Therefore, the indicator chosen for the analysis of aggressive 
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manifestations is the factor of hostility (calculated from the application of hostility 
questionnaire) and the seven subscales of her negativity, resentment, indirect hostility, attack, 
suspicion, irritability and verbal hostility. 
 
Assumptions and objectives. Our research design was based on the following assumptions: 
1. Teenagers have a high frequency of aggressive forms of expression (negativity, 
resentment, indirect hostility, attack, suspicion, irritability, verbal hostility). 
2. There are significant gender differences regarding aggressive forms of expression 
(negativity, resentment, indirect hostility, attack, suspicion, irritability, verbal hostility). 
3. The lack of informing teenagers and teachers with whom they interact on risk factors, the 
forms of manifestation and consequences of increased aggressive manifestations and 
alternative behaviors for conflict situations can lead to an increasing frequency. 
 
Research objectives: 


- Frequency analysis of forms of manifestation of aggression in adolescents 
investigating; 


- Identifying information needs of adolescents and adults who interact in relation to risk 
factors, forms of expression and the possible consequences of aggressive 
manifestations; 


- Developing a training programe (to the same extent in adolescents and adults who 
interact with them) in order to inform them on the factors and aggressive forms of 
expression, of increasing the emotional coefficient and of acquiring some alternative 
behaviours for the conflictual situations as a means of preventing and / or limitation 
aggressive manifestations. 


 
Sample. Characteristics of the investigated population. Participants in this study were 
selected from schools in Prahova County: 312 adolescents. They were selected with school 
manager support, teachers and school counselors of the classes that have frequently reported 
aggressive manifestations (involvement in conflict situations, adolescent inability to identify 
non-aggressive solutions to interpersonal problems, low emotional conflict, absenteeism and 
even dropout). 
 
Thus, our research groups have used the following subjects: 
G1: 312 students from IXth to XIth classes, aged between 15 and 18.5; 
G2: 50 teachers (working in different educational stages: primary, gymnazium, and upper 
secondary school). 
 
Methods and research tools. Methods field examination which we propose are consistent 
with our approach to research. Research methods and tools were chosen in order to achieve 
objectives and checking assumptions. Also they specify the intention of qualitative 
interpretation of data obtained for quantitative analysis considering only those demonstrated 
statistically significant correlations with SPSS statistical program processing. 
 
Our research involved four distinct moments: 1. identify characteristics of adolescent sample 
by calculating the coefficient of hostility (with its subscales: negativism, resentment, indirect 
hostility, attack, suspicion, irritability, verbal hostility) and analysis in terms of gender 
differences, 2. identify and analyze the information about the investigated subjects (sample of 
adolescents and teachers) on the factors, forms of expression and ways of intervention to 
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prevent or limit the aggressive manifestations  3. based on needs identified in the sample 
analyzed and the results of focus group type meetings with adolescents and teachers (in 
primary, secondary and high school), we developed a proposal for a program geared towards 
limiting aggressive behaviour, addressed both to adolescents and adults with whom they 
interact. 
 
To achieve the objectives, we chose the following methods of investigation: 
• Document analysis: pedagogical characterization papers prepared by the school 


counselor, register, teachers documents (teachers with supportive counseling, the school 
head masters and teachers); 


• Hostility Questionnaire; 
• Statistical processing methods: frequency, mean, median, mode, correlation index; 
• Focus group method; 
• Method of observation: aggressive behavior observation scale (U. Petermann and 


Petermann F.); 
• Interview. 
 
Data analysis and interpretation. Collection procedures with respect to sample 
characteristics. In analyzing aggression phenomenon to investigated adolescents, we have 
conducted a more extensive research that took into account the following variables with the 
value of predictors for variate expression forms for aggressive behaviour: gender, age stage, 
self-image, specific family environment, emotional quotient, self-image, information about 
causes, forms, and prevention of predatory behaviour. Of these, according to our article, we 
focused here only on the analysis of the correlation between gender and age of adolescent 
stage investigated and specific forms of aggressive expression (by calculating the coefficient 
of general hostility and negativism subscales, resentment, indirect hostility, assault, 
irritability, verbal hostility).  
 
Data analysis resulted in the application of research methods and instruments specified 
above: analysis of school documents (registers, pedagogical characterization form, contract 
supervisor, etc.), individual interviews and focus - group technique (teachers and counselors), 
hostility questionnaire and observation. Data analysis was done using SPSS statistical 
analysis program. Early indicators taken into account on sample analysis were frequency, 
mean, median and mode. Subsequently, we proceeded to analyze possible correlations 
between variables - predictors (gender and age stage) and dependent variables - indicators of 
predatory behaviour (general hostility subscale its seven - negativity, resentment, indirect 
hostility, assault, suspicion, irritability, verbal hostility).  
 
Results of investigation 
The first step of our research was to analyze statistical documents and interviews with an 
exploratory goal with advisors from Prahova County Centre for Psycho-pedagogical 
assistance. Analysis of school documents, registers, documents of masters and teachers and 
school counselor, our research led us to select the 312 adolescents. Data on characteristics of 
the sample students were summarized in the table below: 
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Table 1. - Frequencies of variables - predictors of aggressive behaviour (grouped data) 
Variables Values Frequency Percent Cumulative Percent 


AGE 
15 - 16,5 years old 146 46.8 46.8 
17 - 18,5 years old 166 53.2 100.0 
Total 312 100.0  


GENDER 
masculine 172 55.1 55.1 
feminine 140 44.9 100.0 
Total 312 100.0  
 
 
Analyzing the data, we deduce a relatively balanced distribution of subjects in terms of 
frequency scores for age and gender variables (grouped data). 
 
Age. The average age of subjects selected (with a standard error of the mean of 0.09 and a 
standard deviation of 1.14) is approximately 17 years (equal to median), and the mode 
indicated a predominance of subjects aged 18 years. 
 
To collect data with respect to dependent variables, we applied the hostility questionnaire. 
Thus, we identified general hostility scores for its seven subscales: negativity, resentment, 
indirect hostility, assault, suspicion, irritable, verbal hostility. 
We will continue these case frequencies for grouped data and the table with averages, median 
and mode. 
 
 
Table 2 - Indicators for general hostility (unclustered data) 


Variables 
 


Indicators 


General Hostility 
(2 intervals) 


Numer of subjetcs 312 
Mean 42.51923 
Median 43.00000 
Mode 43.00000 
 
Analysis of raw scores, obtained for variable unclustered general hostility finds that the 
average (42.51 points) are beyond the values considered normal. We draw attention also 
increased median values (43 points) and how (43 points) beyond the normal limit (38 points). 
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Table 3 - Indicators of hostility and its subscales (data unclustered) 
Variabiles 


/ 
indicators 


General 
hostility 


Negati 
vism 


Resent 
ment 


Indirect 
Hostility 


Assault Suspicion Iritability Verbal 
Hostility 


Normal 
Scores 
Values 


0 – 38 0 – 3 0 – 3 0 – 5 0 – 5 0 – 3 0 – 7 0 – 8 


Mean 42.6218 3.0730 5.0511 5.8759 6.1859 6.8321 6.2044 9.2920 
Median 42.0000 3.0000 5.0000 6.0000 6.0000 7.0000 6.2044 9.2920 
Mode 42.00 3.00 6.00 6.00 6.00 8.00 7.00 11.00 
Low 
scores 


14.00 .00 2.00 1.00 1.00 .00 2.00 1.00 


High 
scores 


58.00 5.00 8.00 9.00 10.00 10.00 11.00 12.00 


 
We draw attention to high average values for resentment (5.05 points, maximum possible 
score was 8 points), indirect hostility (5.87 points, maximum score 9 points), assault (6.18 
points, maximum score 10 points), suspicion (6.83 points maximum score 8 points) and 
verbal hostility (9.29 points, maximum score 13 points). These values put a warning signal in 
both the level of general hostility and manifestations both direct physical aggression (assault) 
or indirect (indirect hostility) and direct verbal (verbal hostility) or indirect (resentment, 
suspicion). Next we examine each of the dependent variables - the indicators for hostility. We 
notice that due to their size, we avoided inclusion of all tables with analysis of correlations 
between variables considered, the reason being fluidity and the easiness of following the data 
analysis we present below. 
 
General Hostility 
 
Table 4 - Frequencies for general hostility (grouped data) 


GENERAL HOSTILITY (2 INTERVALS) 
  


Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00, 0-38, normal 
scores 76 24.4 24.4 24.4 


2.00, 39-66, high scores 236 75.6 75.6 100.0 
Total 312 100.0 100.0  


GENERAL HOSTILITY (3 INTERVALS) 
  


Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00, normal scores 74 23.7 23.7 23.7 
2.00, high scores 78 25.0 25.0 48.7 
3.00, extremely high 
scores 160 51.3 51.3 100.0 
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GENERAL HOSTILITY (2 INTERVALS) 
  


Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00, 0-38, normal 
scores 76 24.4 24.4 24.4 


2.00, 39-66, high scores 236 75.6 75.6 100.0 
Total 312 100.0 100.0  


 
 
With average scores of 42 points beyond the normal range (38 points), general hostility 
presents an alarming situation, as indicated in the tables above: 75% of investigated teens 
have the level of hostility over the rules. Beyond the value the over the limit normal average, 
draws our attention to very high frequency of subjects with scores over the normal of 
hostility. In the second part of the table (the scores grouping at general hostility in 3 intervals) 
we have made a cutout of subjects exceeding the normal scores; so what concerns us is that 
51% of investigated adolescents had high scores (over 53 points in 66). Alarming situation is 
consistent with high scores for variables defining hostility subscales: except negativism and 
irritability, all other variables (subscales of hostility) have achieved an over normal limits 
average, as can be seen from the analysis below. 
 
Negativity 
 
Table 5 - Frequencies for negativity (grouped data) 


NEGATIVITY Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 214 68.6 68.6 68.6 
2.00 high scores 98 31.4 31.4 100.0 
Total 312 100.0 100.0  
 
So, we have found that 28.3% of investigated adolescents exceeded the normal limits of 
negativism. The result is not surprising, given that both research and other signals coming 
from teachers participating in our research revealed attitudes of rejection rate (failure loads, 
lack of involvement, denying the authority) to their students, yet it seems that only a quarter 
of our subjects fall into patterns described by teachers. 
 
Resentment 
Table 6 - Frequencies for resentment (grouped data) 


RESENTMENT Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 44 14.1 14.1 14.1 
2.00 high scores 268 85.9 85.9 100.0 
Total 312 100.0 100.0  
 
We draw attention to the high percentage of subjects who obtained scores over rules: 86%. 
3% of them have even obtained the maximum possible points (8). 
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Indirect hostility 
 
Table 7 - Frequencies for indirect hostility (grouped data) 


INDIRECT 
HOSTILITY Frequency Percent Valid Percent 


Cumulative 
Percent 


1.00 normal scores 120 38.5 38.5 38.5 
2.00 high scores 192 61.5 61.5 100.0 
Total 312 100.0 100.0  
 
As far as the frequencies of the indirect hostility variable we see a fairly high percentage 
(62%) but lower than for resentment (86%), with an average of 5.87 scores, beyond the limits 
accepted as normal. Beyond these frequencies are interesting correlations with predictors’ 
variables that we’ll present later. 
 
 
Assault 
 
Table 8 - Frequencies for assault (grouped data) 
ASSAULT 


Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 124 39.7 39.7 39.7 
2.00 high scores 188 60.3 60.3 100.0 
Total 312 100.0 100.0  
 
We see the same trend: high enough frequency (60%) of adolescents who show physical 
aggression, with an average score of 6.18 which exceeds the limits. 
 
 
Suspicion 
 
Table 9 - Frequencies for suspicion (grouped data) 


SUSPICION Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 56 17.9 17.9 17.9 
2.00 high scores 256 82.1 82.1 100.0 
Total 312 100.0 100.0  
 
Note very high frequency (82%) above the permissible values as normal (3 points) for a 6.83 
average scores. 
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Irritability 
 
Table 10 - Frequencies for irritability (grouped data) 
IRRITABILITY 


Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 230 73.7 73.7 73.7 
2.00 high scores 82 26.3 26.3 100.0 
Total 312 100.0 100.0  
 
Irritability and negativism are only dependent variables that have achieved average scores 
which are in the normal range (average of 6.20 for irritability and the negativism average of 
3.07); this conclusion is confirmed by the relatively small percentage of scores above rule: 
26%. 
 
 
Verbal hostility 
 
Table 11 - Frequencies for verbal hostility (grouped data) 


VERBAL 
HOSTILITY 


 Frequency Percent Valid Percent 
Cumulative 


Percent 
1.00 normal scores 96 30.8 30.8 30.8 
2.00 high scores 216 69.2 69.2 100.0 
 
The increased scores frequency is high enough of 69%, and, as we shall see later, is present 
more in adolescent boys than girls (despite the so widespread prejudice that "girls are the 
most fierce of speech", as we confessed some of the subjects interviewed). 
 
Significant statistical correlation analysis. To reveal possible correlations between 
predictors variables (gender, age) and dependent variables (general hostility and its seven 
subscales - negativity, resentment, indirect hostility, assault, suspicion, irritability, verbal 
hostility) in order to verify the research hypotheses, we have used the following types of 
analysis: Crosstabulation Tabels, verification and calculation of statistical significance of the 
correlation coefficient using Pearson chi-square test. 
 
First, we sought possible correlations between variables and predictors of general hostility 
factor. Unfortunately we did not found correlations between overall coefficient of hostility 
and gender or age stage with statistic significance. 
 
Next, we have tried to find possible statistically significant correlations between predictors 
variables and general hostility subscales. We will review the following pages with 
statistically significant detected results. 
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For negativity subscales, indirect hostility, suspicion, verbal hostility, variables like gender or 
age stage did not proved to be good predictors (with statistically significant value). For the 
other subscales of general hostility, we present further results of correlation analysis. 
 
Resentment. There is a statistically significant correlation between resentment and gender 
with a significance valuesof 0.00 and the correlation coefficient is 0.217. Out of the 172 male 
adolescents, the percentage falling into the category of those with normal levels of resentment 
is higher than those with elevated one: 82% had a score to resentment falling within normal 
limits and 51% had a score the resentment that goes beyond normal limits. And the 
percentage of female adolescents increases as growing resentment scores: 18% have a score 
to resentment falling within normal limits and 49% had a score exceeding the normal range 
for resentment. Although we find that there are gender differences in the subjects with 
resentment over rules (55% boys and 45% girls), the difference is obvious on subjects with 
normal scores of resentment (82% boys and 18% girls). So, gender might be a predictor for 
high level of resentment at the investigated adolescents in that: the percentage of girls with 
scores of resentment over the rules increases and decreases as the boys' scores of resentment 
variable increased. 
 
We have also noted a correlation (with a value of statistical significance of 0.03) between 
resentment and age stage of the adolescent, although statistical significance is not very high 
(significant value approaching 0.05), observation confirmed by the coefficient value of -0.122 
correlation. We see the percentage of the teenagers aged between 15 and 16.5 years tends to 
increase as resentment scores grow: 32% of resentment scores falling within normal limits 
and 49% had exceeding the normal resentment scores. Conversely, the percentage of 
adolescents aged between 17 and 18.5 years tends to decrease as the resentment scores 
increase: 68% of resentment scores falling within normal limits and 51% had exceeding the 
normal resentment scores. The conclusion is that the adolescent stage age might be a relative 
predictor of adolescent resentment, meaning that as teens get older, the percentage of those 
with normal scores of resentment might increase and decrease at the above-average scores. 
 
Assault. We identified a statistically significant correlation between gender and assault. So, 
out of the 172 male adolescents, the percentage falling into the category of those with normal 
levels of assault is lower than those with an elevated one (percentage of boys’ increases as the 
values for the attack increase): 44% have a score for the assault in normal limits and 63% had 
a score for the assault beyond normal. And the percentage of female adolescents decreases as 
the attention scores increase: 57% had a score for the assault in normal limits and 37% had a 
score the assault beyond normal. 
 
So, we conclude that gender could be a predictor for high levels of assault at the investigated 
adolescent in that: the percentage of boys with scores of assault increases above normal, 
while the girls’ falls as assault scores increased. 
 
Irritability. There is a statistically significant correlation between irritability and gender 
variables. With a significant value of 0.00, the correlation coefficient (0.281) indicates a 
relatively correlation between analyzed variables. Out of the 172 male adolescents, the 
percentage falling into the category of those with normal levels of irritability is higher than 
those with elevated ones (the percentage of adolescent boys decreases while the irritability 
values increase): 64% had a score for irritability falling within normal limits and 32% had a 
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score exceeding the normal range. And the percentage of female adolescents subjects 
increases as scores increase irritability: 37% for irritability score at or within normal limits 
and 68% had a score exceeding the normal range.  
 
Thus confirmed that experts say, although gender seems not to be a certain predictor of 
aggressiveness (generally high scores recorded both on girls and boys), that differentiation 
occurs in the forms of expression. Thus, apparently, high scores for irritability variable, at 
least for our group of adolescents, tend to be more evident in girls than in boys.  
 
Finally, gender might be a predictor for high levels of irritability in the investigated 
adolescents in that: the percentage of boys tends to decrease as irritability scores increase, 
while that of the girls grow; each percentage of boys tends to increase as to reduce 
irritability scores and percentage of girls drops. 
 
Conclusions about statistically significant correlations between analyzed variables 
Gender significantly correlates with resentment, irritability and attack. The fewer significant 
correlations were caused by variable age stage. Thus, age stage might be a relatively predictor 
only for resentment. 
 
For a deeper analysis of the dynamics of aggressive adolescents selected events, we made 
two cutouts in the initial sample: replication adolescents aged between 15 and 15.5 years; and 
replication adolescents aged between 18 and 18.5 years. 
 
Our findings indicate differences between the two stages of age considered. Although 
sometimes the differences are not significant, we can make a general observation: it is 
surprising that for all dependent variables analyzed scores (hostility, negativism, resentment, 
indirect hostility, assault, suspicion, irritability, verbal hostility) we noticed an increase in 
scores from a lower stage to the higher age. More, excepting negativism and irritability, all 
other variables have significantly higher frequencies for the scores which overpass the normal 
range. 
 
Analyzing the data for the replications of adolescents aged 15 -15.5 years, respectively from 
18 to 18.5 years, we can formulate the following conclusion: girls more than boys, seem to 
have high levels of suspicion, irritability and verbal hostility in early stages of adolescence, 
than the negativism, resentment and irritability, in their late teens. It can be seen a dynamic of 
predictive power of our variables for some aggression expression forms. 
 
Another aspect of our research interesting for us was the awareness of teachers and 
adolescents regarding the concept of aggression, the causes (factors), expression forms and 
measures in order to prevent / limit aggressive behaviors. 
Informations’ level was highlighted through qualitative analysis: focus-group meetings with 
50 adolescents (groups of 10 subjects) randomly selected from large sample (312 subjects); 
focus – grup meetings with 50 teachers (groups of 10 subjects). Starting from the premise that 
aggressive manifestations of adolescence are actually the result of influences and experiences 
of earlier age, we have invited to attend our meetings and teachers from primary and 
secondary schools (50 subjects: teachers - schoolmasters and teachers of different specialties 
to the secondary level, aged between 23 and 55 years, coming from schools located in both 
rural and urban areas, with professional experience from 3 years to 35 years).  
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After analysis we found a markedly higher level of knowledge factors, forms of expression 
and ways to prevent / limit aggressive behaviors for teachers compared with investigated 
adolescents. Interestingly, both sides - students and teachers - mostly propose measures 
concerning the effects, less self shaping for their behaviour, although most refer correctly that 
one of the common causes of aggression is the relationship with others (environmental 
influences). Brought together and systematized, all the information collected from all 
participants could became a relative picture of the meaning of factors, forms of expression 
and measures to prevent / limit aggressive behaviour. At the same, we have noticed the high 
degree of information of teachers and students who participated in programs intended for 
prevent / limit the aggression and violence, who have mastered the concepts of alternative 
behaviours conflict situations. 
 
We have also noticed a difference in terms of awareness of teachers in primary and middle 
level / secondary schools, surprisingly; so, even the biggest problems were noticed especially 
at secondary and upper secondary level, school teacher’s proved a higher level information 
comparing to other categories of teachers. Hence our proposal that in future training 
programs for teachers (the Teacher Training Departments) to introduce several hours 
preparing for the prevention / limitation of aggressive events (specifically destined for 
aggression courses, several hours of psychology and age stages of age-specific issues, etc..), 
to propose participation in prevention programmes for aggression at school, the hours of civic 
education / counseling for pupils organized by teachers that  could propose discussions on 
this topic etc. 
 
Interesting suggestions made by the teachers and adolescents regarding prevention / 
limitation of aggressive behavior, suggestions that gave us clues towards designing our 
programme to limit aggression. 
 


3. Conclusions 
A first finding of our investigation which draws particular attention to it is the frequency of 
aggressive forms of expression. Thus find that a very high percentage (76%) of adolescents 
has investigated scores above the normal range of general hostility (of whom 51% had high 
scores that have achieved over 53 points of the 66 possible). On its subscales, we draw 
particular attention to high frequency of subjects with scores above limits resentment (86%) 
and suspicion (82%), which confirms our assumptions with respect to the presence of passive 
aggression to postmodern adolescent. Alarming finding is that, except negativity and 
irritability, which lies within normal limits on most investigated subjects, for more than 60% 
we have seen higher scores on all other indicators of hostility. 
 
There is, therefore, gender differences in terms of some expression forms of aggression: the 
girls appear to be prone to irritability (brutal response to the lowest stimulus) and resentment 
(feelings of dissatisfaction with the attitude of others to lived or imagined experience), and 
boys rather use natural reaction to the trigger factors of aggressive behaviour (attack). This 
differentiation can also occur as a result of specific family environment of lived experiences 
with its members, or of the differentiation process of socialization for girls and boys. So, we 
consider necessarily to aply measures in order to prevent such events by supporting families 
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in making (young couples), families in a risky situation (with a history of violence, often 
associated with alcohol consumption, lack of support adolescents in need, etc.). 
 
As for the information on the factors, manifestations and prevention / limitation of aggressive 
behaviour, if the definition of aggression is unclear and confusing for many investigated 
subjects, the potential factors that could cause actual events are identified predominantly 
aggressive ones related to social environment (first family, then school, peers group). Are 
almost neglected biological factors (natural changes specific to certain age periods, such as 
hormones, alcohol or other drugs comsumption), factors related to physical environment 
(heat, crowd spaces), the type of personality factors such cultural or economic, etc.. Identified 
forms of expression are obvious: verbal and physical, except those related to emotional 
(harassment) or passive forms of aggression (resentment, suspicion) etc.. Concerning 
prevention and limitation of aggressive behaviours’ measures, our subjects are often 
indicating: discussions with people involved (students, parents, colleagues, etc.) and punitive 
measures (expulsion, intervention of parents) and less the change in attitude, changes that go 
from teachers to students ("The phenomenon must be prevented rather often intervention is 
late.” said one of our subjects). The obtained responses were quite different, but, beyond 
expectations, they showed no more than cursory knowledge, sometimes superficial, 
concerning factors, forms of expression and especially measures to prevent and / or limit 
aggressive behaviour. Although for teachers, the theoretical knowledge of factors and 
expression forms is higher than for teenagers, prevention and / or limitation measures 
proposed demonstrates a theoretical framework rather than a systematic knowledge of 
specific intervention. As evidence there are numerous examples of cases remained without 
solution and application - strongly – to currently organize meetings with specialists in order 
to advise teachers and pupils to solve aggressive behaviour cases. 
 
Limits and recommendations for future research directions. First we note the lack of 
representativeness of our sample, but acceptable for a qualitative research (focus groups, 
documents analyze, interview etc.). However, this shortcoming is offset by the statistical 
significance of various results data. Moreover, our interpretive approach has taken into 
account only those data which resulted to be statistically significant, although sometimes the 
correlation between variables was not considered very strong. In a subsequent research we 
intend to achieve a more rigorous selection in our approach involving investigative and other 
specialists, such as a social and / or a statistician.  
 
Another shortcoming of the research can be considered for a particular orientation of the 
forms of expression of aggression, the hostile one. This shortfall is due to choose the 
instrument (questionnaire hostility), but it is largely compensated by filling the results with 
those obtained from application of other instruments, such as observation and interview. 
Future investigations will consider the more complex instruments covering other forms of 
aggression, such as instrumental (which implies intention into aggressive act). Disclose our 
intention to continue research through more rigorous selection of teenagers who will be 
invited to participate in our therapeutic programme. 
 
All these shortcomings will be removed, starting with a program proposal to limit aggressive 
demonstrations that we present below. This programme is like a later stage to be 
implemented (pre-test phase) in high schools where we have conducted research. Moreover, 
with support of educative authorities from Prahova County, the Centre for Counseling and 
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Career Development from Petroluem-Gas University of Ploiesti, we intend to implement the 
expanded programme and create a support center for adolescents in need. 
 
Programme for limiting aggressive behaviour in adolescents. Following the needs 
revealed by our investigation, we proposed a programme to limit aggressive behaviour in 
adolescents, a programme that addresses both teenagers, but adults who interact with them 
(parents, teachers). 
 
The programme goal is aggressive adolescents' personal development (self esteem 
development, recognizing their own emotions, self-motivation, development of interpersonal 
relationships) in order to reduce aggression and anger and anger control. The proposed 
programme will be initially on a trial is of 20 adolescents selected from schools in which our 
investigation took place. Following the impact assessment will decide on necessary changes 
and implementing the program will be expanded. The selection of participating teens will be 
based on an initial assessment (in collaboration with teacher and counselors) through a 
preliminary interview (to identify the needs and motivation of candidates). We also request, 
and obtain parental consent for participation of both children and their own participation in 
the meetings scheduled for therapeutic purposes. Participants will be informed in detail about 
the purpose, duration, date and place of work and contracts will be signed to participate. 
Assessment will be made during and at the end of the program, in order to see the progress 
for adolescent involved in our therapeutic program. 
 
In designing the programme we have assumed that to move without difficulty during 
adolescence, young people need to develop a range of skills: to have control of their 
emotions, to acknowledge and deal with their emotions without being overwhelmed reaching 
them, to understand the consequences of genuine emotion events as compared with those of 
their dissimulation on self and on others, to use symbolic thinking to restore a negative event 
into a less unpleasant, to separate the emotional experience of identity and recognize that self 
may remain intact and despite continuous emotional fluctuations, to distinguish feelings of 
facts, to avoid reasoning based on emotions; to negotiate and maintain interpersonal 
relationships in the presence of strong emotions, to manage emotional experiences, to 
stimulate empathy and compassion, to use cognitive skills to gather information about the 
nature and sources of emotions (Adams, G., Berzonsky, M. (coord.), 2009). 
 
To achieve our aspirations we have proposed attending a ten weeks program to limit 
aggressive behaviour. During this period monitoring progress will be made by completing a 
reflective journal by the participants, but also through discussions at the beginning of each 
meeting which we call "warming moments”: every week, the first 10 to 15 minutes in groups 
2-3 participants, will be investigated events / experiences of the past weeks, to what extent 
they succeeded, the difficulties encountered in applying information, skills acquired. 
Moreover, adolescents are encouraged to share with colleagues and friends from past 
experience, without breaching confidentiality rules and, to the extent that there is an 
agreement, parents / teachers are invited to attend meetings / appointments at certain times of 
the separate groups or with their children. 
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Examples of activities to be carried out in meetings:  
1. (Self) Knowledge: about us: Who are we? Let us know! - (self) knowledge, establish 
contacts with fellow group; Setting rules and objectives of group activities - self-knowledge, 
establishment (negotiation) live in groups of rules, setting goals for group activities.  
 
2. The language of emotions: Emotions - identify and secure experience different emotions, 
forms of expression, the physiological experiences related to their sources, identify possible 
ways to remove negative emotions (activity sheet - What can I / others feels when I ...); 
Negative emotion recognition - recognition of negative emotions, experiencing negative 
emotions in terms of security awareness of physiological states caused by negative emotions 
and analysis of possible consequences. 
 
3. Aggressive expression forms: Is this an aggressive behaviour? - Analysis of 
manifestation aggressive forms (the forms subtle, less visible - passive aggressiveness: 
resentment, jealousy, gossip, harm "unintentionally"), to the obvious (threat, impact, theft, 
destruction of objects); Nonverbal indicators of aggressive, passive and assertive behaviour - 
(self) knowledge, identification of nonverbal signals of different forms of behaviour: 
assertive, aggressive or passive.  
 
4. Strategies to limit aggressive behaviour: Relaxation, breathing techniques: muscle 
relaxation - self-knowledge, learning the art 'deep breathing' (inner anger control), triggers 
analysis of aggressive behaviour and the consequences of these events; Practice assertive 
techniques - Compliments / comments - consider the significance of the concept of 
assertiveness, describe the importance of assertive as an alternative to the aggressive 
behaviour, assertive communication practice - receiving and giving compliments and 
comments, the appropriateness of behaviour in relation to the received message handling 
resistance techniques - practice assertive techniques (language calmly, without aggressive 
gestures, empathy, negotiation), adequacy behaviour against the received message. 
 
5. Aggressive beliefs rejection: Automatic thoughts - self-knowledge, analysis of the concept 
of automatic thoughts and aggressive and non-aggressive differences between the 
interpretation of a situation, set of values - identifying own set of values, awareness set of 
values for human existence; What does the other feel? (To empathise with the victim of 
aggression) - analysis of the concept of empathy, awareness of the consequences of 
aggression (both for the victim and aggressor) Alternative solutions - identifying alternative 
behaviours in response conflict situations, awareness of an alternative to conflict situations, 
etc..  
 
In accordance with previous results of our extended research, the relationship between 
hostility and family environment remains valid regardless of mediation other variables 
(control), which leads us to suggest that family environment remains a strong predictor of 
hostility factor. Thus, working with family is recommended as a prerequisite for the success 
of the proposed program. Furthermore, research carried out by specialists in the field until the 
present, together with the lack of consistency of teacher education (under various stages of 
education) in relation to inputs, forms of expression and measures to prevent and limit the 
aggressive manifestations highlighted by our research demonstrates the need to involve the 
school - as a key partner – into the programmes of prevention / limitation of aggressive 
behaviour. 
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Practical skills and educational skills required both to parents and teachers who work with 
adolescents, adolescent relationships optimization - parents, school - family, personal 
development, and information on risk factors, expression forms and measures to prevent 
events etc. are just some of the objectives of our program. Results expected from 
implementation of this programme are:  
- Increasing awareness of risk factors, forms of expression and measures to prevent hostile 
demonstrations of aggression,  
- Developing a guide to the adolescent (which may also include worksheets and materials 
developed during group meetings);  
- Developing a guide for parents and teachers covering useful information sheets 
investigation activity sheets, scorecards already used or proposed by students;  
- Publication of a final evaluation report of the programme (strengths, weaknesses, 
recommendations for improvement);  
- Conclusion of partnerships with authorities concerning the extension of programme 
implementation (with modifications, improvements);  
- Establishing a centre for adolescents with partner institutions mentioned before – the 
participants (children and adults) that “graduated” our program will be invited to volunteer to 
this center (information campaigns carried out by teenagers for teenagers, the "graduates" to 
share experience, organization of extracurricular activities in which children and adults work 
together), extending the "school after school" as a means of entertainment under supervision. 


Conclusions 
So, in the context of society’s barbarization our research has demonstrated the existence of 
some specific expression forms in adolescence: indifferent aggression and passive 
aggression. The frequency of aggressiveness expression forms (especially passive 
aggression) justified our proposal for a Program for Limiting Aggressive Behaviours on 
Adolescents in order to develop adolescents’ self esteem, self control and self motivation, and 
healthy interpersonal relationships. 
 
More, we have proposed to develop these abilities and educative practice skills, both to 
parents and teachers who are dealing with adolescents in order to optimize teenager – parent 
and school – family relationship, personal development, getting informed about risk factors, 
expression forms and preventing and limiting measures for hostile manifestations of 
aggression. 
 
Therefore, we recommend that programmes for adolescents to be matched by significant 
adults involved in their life (parents, teachers). Thus, adults will receive advice about 
understanding their own situation and the needs of adolescents, getting informed about the 
factors that are leading to "stormy" events specific to adolescents’ age and about aggression 
expression forms more or less visible. 
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To What Extent are Sixth Form Students in a Grammar School 
in the UK Aware of Reflective Practice in their Own Learning? 
 
Gary Hickey, Adams’ Grammar School, UK 
 
 
Abstract:  This work is a case study of a piece of small-scale research evaluating the 
extent to which Sixth Form students (senior year 13 in the US) are aware of reflective 
practice during their learning. The outcome of the research was to be used to inform 
the planning of the Senior Leadership Team at the school with regard to student voice 
and the Every Child Matters agenda. Information and data were collected via 
questionnaires and a focus group of the students concerned, with collaboration from 
seven teaching staff. The research concludes that when students are aware of how 
their own input can influence and affect a lesson, their level of cognitive engagement 
increases. They can recognise effective teaching and comment on how it can be 
reinforced through further study. Recommendations are made as to how to embed the 
process of student observations across a year group, and how staff/student 
collaboration can encourage true reflective practice. 
 
Keywords: learning, test, sixth form, grammar school, reflective practice 
 
 
 
Context of research 
Recent reports from OFSTED (the UK regulatory body for school and education 
standards) suggest a growing number of schools are ‘teaching to the test’ with regard 
to the construction of the curriculum, and as such students are becoming more and 
more alienated from the learning experience. They see the timetable as prescriptive 
and didactic, and feel they have no part to play in their own education, other than as 
passive passengers. The OFSTED National Context for Pupil Consultation (2003, p.3) 
document acknowledges the issue: 
 


“In school, many young people claim that they continue to be ‘treated 
like children’ and so become increasingly disengaged.”  


 
As the concept of student voice increases in schools I feel it is pertinent to explore 
how the students themselves view their own learning, and in doing so to engage them 
in reflection of their classroom experiences. In “Accelerated Learning in the 
Classroom” (1996, p.7) Alastair Smith states; 


 
“Learning and maturation cannot be separated. Nor can the physical 
 readiness or ‘state’ of the learner and learning. The emotions  
direct conscious attention. One cannot isolate the cognitive from  
the affective.”  


 
He also cites Jensen (1996): 
 


“Unless learners are in the appropriate learning state it’s time to  







 


stop everything and start changing their states.”   
 


This is a clear link to Vygotsky. A successful classroom requires the learning state to 
be fully engaged, and vice versa.  So now we see why the success of any dialogue in 
schools relies as much on the students being in a position to learn as on what they 
learn. This seems to be aligned with Vygotsky’s Theory of Social Development; 
whereby social interaction plays a fundamental role in the development of cognition. 
Vygotsky (1978, p.57) states:  
 


"Every function in the child's cultural development appears twice: first, 
on the social level, and later, on the individual level; first, between 
people (interpsychological) and then inside the child 
(intrapsychological). This applies equally to voluntary attention, to 
logical memory, and to the formation of concepts. All the higher 
functions originate as actual relationships between individuals."  


 
This is supported by work by Matsuzawa (2001) where he considers how the notion 
of kinship and direct communication affects social behaviour throughout an 
individual's lifetime. This contact and interaction with others (physically and 
mentally) I believe is fundamental to successful school-based learning. We must be 
conscious of what happens to particular aspects of human experience as globalisation 
puts all of us ‘on the move’. Bauman (1998, p.2) discusses how the compression of 
time and space made possible by the worldwide proliferation of ICT in schools alters 
the "parameters of the human condition". These alterations affect individuals 
differently; the majority become learning ‘tourists’, with rapid access to information, 
sensations, images and transactions emanating from all points of the globe, but in a 
transitory and often insubstantial way. 
 
The exposure to other people enhances learning in an educational society (i.e. a 
school) - learning that is becoming increasingly singular as more students, in more 
subjects, are working on projects designed for the individual, not the group. With 
more and more students relying on computer-based learning, and computer-based 
communication, the emphasis has moved away from face-to-face contact. With this 
shift away from direct contact there is the danger of young people losing the ability to 
interact at all. In the UK a lot of social communication between school-age young 
people is currently conducted through a mobile phone, which in itself is usually text-
based (and abbreviated text at that), or via the net (which often uses the same text 
abbreviations). Is it any wonder that young people are losing the social skills 
necessary for interaction in society?  
 
I believe it is crucial to move away from the didactic, traditional approach to learning 
which is still prevalent in classrooms all over the world. Even though lessons are 
more far-reaching in their scope, the emphasis is on results – but at what cost? 
Certainly in the UK and Europe there has been a shift towards individual projects and 
a more modular approach to the curriculum. This has benefits but it also reduces the 
contact time students have to interact. The idea of learning something seems to have 
been diluted by teachers simply imparting knowledge. Where is the discovery? In the 
curriculum of today so much is being taught but very little is being discovered. I 







 


believe the key to successful learning is in the discovery of the new facts and 
information. 
 
 
 
 
 
 
 
 
If there is a balance between ‘being told’ and ‘discovering’ then learning is generally 
better. But what if the balance is being tipped in favour of discovering more? If we 
view the notion as circular and therefore self-perpetuating, then learning becomes a 
continuing voyage of discovery that is more stimulating and challenging than the 
mere storage of information. 
 
 
 
 
 
 
 
 
 
 
 
I wanted to find out if students were aware if they ever consciously reflect on their 
own work. Alongside this I wanted to ascertain the perceived level of the connection 
between the reflection and then how that reflection can influence subsequent learning. 
When talking with the students in focus groups I would be asking them questions such 
as how do they use feedback, can they identify their own weaknesses, do they self-
assess, etc’. With this in mind I refined my research questions as follows: 
 


• What do Sixth Form students think reflective practice means? 
• What do they think allows them to learn most effectively? 
• What methods/strategies do they use to improve their learning and 


achievement? 
 


It is this development of metacognition, the ability to think, reflect and 
solve problems, which I think could be so powerful in the student/teacher 
relationship.  Students are actively involved in the learning process and have control 
over its outcome. They feel ownership of the task and with this sense of ownership 
comes authority. They feel valued and empowered, and feel they are able to assert a 
form (however limited) of intellectual authority.  
 
Literature review 
The practice of students as observers is still an emergent area, though reflective 
practice can be traced to Dewey’s work (1933).  However, there have been a number 
of case studies published that I think highlight important issues that are relevant to my 
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research. The aim of the research project was to train students as observers of lessons 
in order to involve them in discussions about teaching and learning. I wanted to 
investigate what Morgan (2008, p.19) called a: 
 
 “Vision of developing a partnership with students to promote 


dialogue about learning.” 
 
The process was to encourage them in the development of their own learning, and so 
ultimately encourage positive and constructive discussions between teachers and 
learners. I saw the students as having an actual input into the lesson and so wanted 
them to explore what Cook-Sather (2008, p.475) described as: 
 
 “… the traditional notion of reflective practice of the practitioner 


tacking between analysis of assumptions and feelings on one hand 
and how those play out in practice on the other.” 


 
I believe that students need to recognise what contributes to outstanding learning from 
the student and teacher perspective, as well as other contributory factors such as 
environment, ethos and curriculum design, because all of these things are important, 
as Glover and Law (2004, p.325) recognise: 
 


“The learning experience of the students arises from the interplay of 
many cultural factors.” 


 
It is vital that students are trained properly, and that the observation does not result in 
negative criticism but constructive development of learning. Students must feel they 
are being pushed as in any normal lesson, but also be able to recognise when they do 
well. Glover and Law (2004, p.330) state that such recognition is vital: 
 
 “Students have rated their learning experience most positively where  


they feel under pressure but know they can achieve and will be  
encouraged and praised for their achievements.” 


 
Staff must feel comfortable with the observation and be warned in advance, with clear 
‘ground rules’ being agreed between staff and students.  
 
There were naturally potential problems with tackling such a project. The first being 
that students could miss their own learning, and secondly staff could feel pressured 
with too many observations. Morgan (2008, p.20) saw the inherent problems with 
teachers being scrutinised by students, notably that observations could: 
 
 “… feed into teachers’ fears of giving students the power and 


opportunity to influence classroom practice.”  
 
The key to this is on making it a part of the fabric of the educational experience. It 
could be argued that students make the perfect observers due to their extensive 
experience, as Cook-Sather (2008, p.476) notes: 
 


“The student’s angle of vision is informed by many years of observing 







 


while participating in classrooms, often in high-stakes circumstances and 
from a position of relative vulnerability.” 
 


Any observations by students would in fact be retrospective – they would be 
reflections on a lesson after the class itself, not a stand-alone exercise during the 
lesson. It was also important I felt to spread the department observations as widely as 
possible and not to concentrate on a small group of subjects. This is because it is the 
overarching approach to learning and teaching that I am researching, so students 
would be reflecting on an overall learning culture, so the specific subject should not 
be relevant. This approach is supported by Glover and Law (2004, p.327): 
 


“The teaching and learning culture is revealed where similar positive 
response rates emerge whatever the subject within the same school”. 


 
For the research project selected staff were approached directly, with the selection 
criteria being staff that have made it known already that they are interested in 
exploring the student/teacher partnership in order to extend the learning experience. 
This also served to hopefully reduce teachers feeling threatened by the students’ 
appearance of being a judgemental rather than a learning process, as they have been 
involved from the outset, and are fully aware of the project and all stages of its 
development. Again, Morgan (2008, p.20) recognised the hurdles that needed to be 
overcome: 
 
 “Observational learning is difficult and demanding. Feeding back 


requires skill and wisdom, particularly if the lesson is less than perfect.” 
 
In this respect the student and staff should begin to work together as partners, both 
complicit in the work process. So it becomes what Fielding (1999, p.22) called 
‘radical collegiality’ which identifies students as: 
 


 ‘Agents in the process of transformational change’.  
 
This aspect of trust and confidentiality is naturally paramount in the process, because 
as Cook-Sather (2008, p.475) states both student and teacher much respect: 
 
 “The critical importance of confidentiality and how best to engage 


in constructive, respectful collaboration”. 
 
It is a major and key element of the project that it is learning about learning from a 
staff point of view as well as the student perspective. This takes a degree of faith from 
staff, something that Cook-Sather (2008, p.478) is keen to point out: 
 
 “Looking into the mirror in motion takes real courage, as what one 


sees might be unfamiliar and, potentially, less than flattering.” 
 
It is specifically not an assessment of a particular teacher in a particular subject. 
Morgan (2008, p.21) is keen to stress this point: 
 
 “Remembering that the learning is what matters in a lesson, not 







 


what the teacher is doing minute by minute, is often a major hurdle.” 
 
The concern over lack of confidentiality from students should be negated as I devised 
a feedback form to concentrate on the learning process, and the students’ reflections 
on it, as well as of course, their active role in the process. 
 
Research approach 
The methodology was based around the use of two instruments of data collection – 
the student focus group (appendix A) and a questionnaire (Appendix B). I wanted the 
opportunity to combine statistical evidence with more personal and objective 
responses. This is backed up by Krueger (1994, p.29): 
 
 “Increasingly, researchers are recognising the benefits of  
 combining qualitative and quantitative procedures.”  
 
I was also aware that we only had a very limited amount of time before the Upper 
Sixth students left school, something that Morgan (1997, p.8) sees as an advantage: 
 


“The main advantage of focus groups in comparison to participant  
observation is the opportunity to observe a large amount of interaction  
on a topic in a limited period of time.” 


 
Eight Upper Sixth Form students were invited to participate in the focus group 
(equivalent to the senior year 13 in the US). They were a cross section of the year 
group; two males (boarders), two males (non boarding), two girls from the local 
comprehensive (who joined the school for the Sixth Form), and two girls from the 
local Girls High School (Grammar).  
 
We initially met at the start of April 2009 to discuss the project and see if they would 
be willing to be involved. All said they found the idea of student involvement at this 
level very exciting and were keen to see learning (as they put it) “from the other side 
of the fence”. The focus group allowed me to introduce the notion of reflection to the 
students, but also it gave us all the opportunity to explore questions about how they 
use feedback from their teachers, do they try to identify their own weaknesses, do 
they use peer support, whether they try to self assess, and so on (see Appendix A). It 
was also the ideal place to present key questions such as: 
 


• What allows you to learn most effectively?  
• Do different types of questioning have greater success than others? 
• Are you aware of what you need to do to progress and improve? 


 
This discussion area in itself was fascinating. I had originally intended to get the 
students to diagnose their own learning styles using a learning styles inventory (e.g. 
Honey and Mumford) but due to the time constraints this proved too time-consuming. 
The timescale for the project was deliberately short. The training for the students 
would be completed before the Easter break, which left a maximum of four weeks 
after the holiday before they left. We decided to aim for two observations for each 
student – thereby giving us sixteen sets of reflections and opinions. From this we 
would have the rest of the term to analyse and evolve the project, ready for 







 


dissemination to staff. Using this small group of students and staff as a successful 
pilot would hopefully allow me to gather results quickly and have a bank of 
colleagues ‘on side’ so that the momentum would grow with the new term. The idea 
would be to then feed the project down to the current Lower Sixth, to allow them to 
engage with the work as they start their final year. That way the student observers 
project becomes a ‘cycle’ that could embed itself in the life of the school. 
 
The students and I then met over two sessions to look at what good learning is. I used 
video clips of genuine classes and teachers at work (not from our school) and invited 
comments and discussion as objective observers. We also looked at the official 
OFSTED guidance on outstanding lessons. It was pertinent that all the students found 
the official OFSTED grading very poor in reflecting the learning experience. They 
wanted to know where the assessment levels were for things such as teacher warmth, 
relationships with students, making lessons exciting, encouraging the less confident 
(not necessarily the less able). These were the areas they considered to be as 
important as all the others in establishing an outstanding lesson.  
 
A crucial strength of the programme would be their ability to comment on and 
feedback positively to staff. This was, unsurprisingly, the area that the students felt 
most apprehensive about.  In order to address this I used Drama techniques to break 
down some of the concerns. I believe that Augusto Boal and his ideas on Forum 
theatre give young people an excellent introduction to ‘issues’ based drama and how 
to use theatre as a way of presenting a message or a point of view.  
 
First I briefly introduced Boal and his theories and I describe Forum theatre and it’s 
uses. Young people (regardless of age) relish the opportunity to put across their views 
and have no problem whatsoever in relating to Boal and his work. I selected two 
students and they sat face to face and I give them a situation and allowed them to 
present a short piece. I then opened the work up to the rest of the group. At any given 
time anyone could ‘step in’ to the scene and take over from one of the performers. I 
then stopped the piece and invited suggestions from the group as to the style of the 
piece, any improvements that could be made, and so on. This is very important as they 
get a sense of actively participating in the making of the drama itself – they know they 
can influence the outcome and the sense of ownership in the work is heightened. Once 
this was completed I introduced the ‘hot-seating’ idea to a new scene. Once again, at 
any time an individual could interrupt the presentation and question the performer on 
their motives or thoughts. The actors have to have the confidence to think for 
themselves very quickly but at the same time be conscious of their character’s 
thoughts, which may not reflect their own. The parallel is an obvious one between this 
and a real-life situation of being aware of somebody else’s feelings and modifying 
your behaviour accordingly – something that would be crucial in feeding back to 
teachers. 
 
By now the students are aware that it is not specific acting skills they are learning. 
The process we are collectively working through is very much one of discovery. 
There is a lot of teaching happening in schools but is there much learning? Students 
are fed lots of information in an average school day, and a lot of it by rote, but rarely 
do they discover things for themselves, especially things about themselves. By 
participating in these group activities, such as trust exercises, Forum theatre and 







 


working the imagination, the students learn things not by being taught directly, but by 
doing. As Boal (1995, p. 20) said, Drama can have: 
 


“…properties which stimulate knowledge and discovery, cognition  
and recognition: properties which stimulate the process of learning  
by experience.”   


 
This interaction is at the heart of what I am trying to achieve with student observation 
of teachers. If we can successfully open a dialogue between teacher and student I 
think we will ultimately have stronger and more profound learning. 
 
In order to assess in a non-judgmental way students were asked to complete a 
‘reflections on learning’ questionnaire (Appendix B). This is unashamedly not an 
‘observation’ form as the thinking and philosophy behind the exercise is one of 
reflection upon their own learning, in order to ultimately encourage dialogue between 
staff and students. Although it was felt that a ‘tick-box’ style of approach could be 
better, as it gave information but did not allow for too much subjectivity, it was also 
apparent that we needed a certain degree of subjectivity to allow for the students to 
elaborate on their thinking. Hence the final form is an amalgamation of the two 
approaches. 
 
The fundamental areas therefore that I believe are central to the work are as follows: 
 


1) Subject assessment that allows students to know:  
o Where they are at present 
o What they need to do to improve 
o Knowledge of the level of expectation for individual pupils  
o Standards expected for levels in the subject 


2) Student assessment of themselves: 
o Having clear levels in ‘student speak’ so they are able to recognise present level 
o Clear instructions from the teacher to help them to move to the next stage 
o A focus on each student taking responsibility for their own learning  
o Peer assessment using model answers at different levels 


 
Validity, triangulation and ethical considerations 
I had a 100% response rate on the questionnaires, and attendance to the focus group 
sessions. This was undoubtedly due to the relatively small sample size (eight students) 
and the quick timescale of the research project. With triangulation inherently being 
the use of more than one data source, I believe that the questionnaires, coupled with 
the responses in the focus groups, gave a clear and valid indication of attitudes and 
opinions towards the questions. As there was a degree of overlap in the findings this 
reassured me of the security of the responses, as confirmed by Cohen and Manion 
(1994, p.234): 
 


“If, for example, the outcomes of a questionnaire survey correspond  
to those of an observational study of the same phenomena, the more 
the researcher will be confident about the findings.” 


 







 


With a project such as this there was a concern that students may feel they can use the 
feedback as a way of making derogatory comments about specific staff. It was 
stressed that the point of the research is centred around their reflections on learning 
generally and not involved with identifying teachers in any way. Likewise when I 
discussed the observations with colleagues who offered to take part, all these details 
were reiterated and confirmed before we continued. I did not foresee any issues 
arising relating to diversity and equality whilst undertaking this research, as I had 
selected the students carefully (see above). 
 
Issues and constraints 
Following one of the focus sessions I reviewed my original questionnaire. I was 
conscious that that the students were enjoying the process but I was not confident that 
all the questions were relevant. I decided to remove the first question, on gender bias, 
as it seemed redundant. I went on to remove the questions on understanding what 
level the students were at, as I felt it was more weighted towards an academic 
inspection, and also the question on behaviour in the classroom, as this was not the 
issue I was investigating.  
 
I felt I needed to reinforce the focus on learning more in the opening question, so I 
changed the prompt from “Can you describe the ones most helpful to you and why?” 
to “Can you describe the ones that that most helped your learning and 
understanding?” For the last question “What do you think allows you to learn most 
effectively?” I altered to now read “What allows you to learn most effectively?” and 
added “Tick all that apply” to the ensuing answers. This allowed students to answer in 
more than one area should they so wish. To allow them to expand on any answers, I 
also added “Other” to the list of possible answers. The final version of the 
questionnaire is attached as Appendix C. 
 
With regard to the focus group questions, the only change to the initial set of prompt 
questions was to add “How does the learning make you feel?”  I did this to address 
the positive affirmation aspects of learning. I felt this inclusion of a question relating 
to a student’s emotional intelligence was important to the overall results. 
 
 
Presentation and analysis of data  
What do Sixth Form students think reflective practice means? 
It was clear from the focus groups that the majority of students perceived reflective 
practice as a teacher-led process. They said that good questioning often led to 
discussion, and so this allowed for reflection on the topic. The majority of students 
thought effective questioning a crucial part of a ‘good’ lesson, and could recognise 
when it was present in the successful lessons, as Figure 1 shows. 
 
 
 
 
 
 
 
 







 


Fig. 1 questioning was used effectively
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During the focus groups I had time to explore a little more deeply their perceptions of 
reflective practice. It was apparent that some thought that by staff simply asking 
individual and whole-class questions, this equated to inviting the students to be 
reflective. However, other students countered that good questioning was simply the 
beginning of the process, and that questions should allow for further exploration of 
the issue, and should not be a closed process, as one student commented: 
 


“What’s the point of just asking a question, then getting the answer, 
then moving on to something else? What happens if you want to find 
out more about the answer – that’s when you really learn about it.”   


 
When asked “What is meant by reflecting on your own practice?” students thought 
that being given the chance to discuss their work, and the work of their peers, was 
tantamount to reflective practice. A number of the students in the focus group said 
they enjoyed sharing the results of their work, and hearing opinions from peers. It 
seems the experience of having to justify your thoughts was a powerful one, as 
described bluntly by one of the group: 
 
 “If you can’t explain it to someone, you shouldn’t have written it down.” 
 
The majority of the group thought that commenting on each other’s work was a 
significant factor in retaining the information shared. Yet 12 of the 16 students noted 
that they were not given this option in their lessons (Figure 2). 
 
 
 
 
 
 
 
 







 


Fig. 2 


Fig. 3 there were opportunities within the lesson to asssess 
other students work
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Similarly, 14 of the 16 reported that they had no opportunities to give their own 
assessment of other student’s work during a lesson, something they reported in the 
focus group as being a key factor in furthering their own knowledge and 
understanding (Figure 3).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
This I think is a pertinent point. If the students themselves are reporting that 
discussion of their own work is important and useful, yet it appears not to happen 
often in a classroom, then here perhaps is a significant point to learn from. If we do 
achieve a closer dialogue though collaboration between students and staff on the 
process of learning and teaching, this is one of the points to consider. 
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Fig. 4 there were a variety of activities in the lessson
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What do they think allows them to learn most effectively? 
A lot of discussion was generated in the focus group around the subject of what 
constitutes effective learning. Having a variety of tasks and approaches was a popular 
method of engaging attention, and 14 students reported that their lessons had varied 
tasks, as shown in Figure 4. By ‘varied’ they were referring to the time given to 
different tasks; i.e. listening, discussing, experimenting, observing and reflecting. This 
seemed to suggest that shorter-term challenges had more success. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
While most teachers generally are told to provide variety in lessons, it is still reassuring 
to hear that students not only like this approach, but see it’s validity in terms of 
engagement and progress. Furthermore, in the focus groups they reported that most of 
their lessons throughout the school, not just in the observed lessons, had a variety of 
activities. This in turn gave them a rich diet of learning throughout the school day, as 
each lesson and subject had its own experiences and objectives, as one student 
reflected: 
 


“The more varied the activities are then the more you are engaged. The 
more you are fully engaged the more you learn.” 
 


Clear instructions were also listed as effective tools to aid successful learning. In 15 of 
the 16 lessons observed clarity of expectation and guidance were evidenced (Figure 5). 
 
In conjunction with clear guidance, ongoing assessment and subsequent marking of 
work was a factor that all students said helped secure their learning. All reported that 
their lessons contained helpful feedback and advice (Figure 6), which would suggest 
that these tactics were a key part of their own improvement.  
 
 
 
 







 


Fig. 5 instructions were always clear
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Fig. 6 any marking of your work helped you to improve
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What methods/strategies do they use to improve their learning and achievement? 
As already mentioned, being allowed to discuss and reflect on their own work, and 
that of their peers, was clearly a significant factor in self-improvement. When asked 
about what they would then do to improve, the focus group felt that once their 
comments had been sought, it gave them a lot more confidence when they felt that 
their input was both noted and valued. They said that in their most successful lessons 
they felt secure enough to comment and interact, and not simply be passive. This gave 
them a greater feeling of engagement and so led to heightened involvement. 
Comments from the group would seem to support this view: 
 
 “If you feel that the teacher is bothered to ask for your opinion, you want to  


know that they are asking because they are interested and value what you 
have to say, not just because they feel they should ask.” 


 







 


Fig. 7 


your input to the lesson was noted
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Fig. 8 you know what you need to do to improve
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Of the lessons observed, 13 of the 16 responses indicated that this interaction in a 
collaborative sense was apparent in their lessons, and that teachers actively invited  
participation (Figure7). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
With regard to subsequent improvement, all agreed that knowing what to do next was 
vital. It was one thing to get it right in the classroom and further their knowledge, but 
they all said that it was guidance on what to do outside of the classroom setting that 
was just as important. To this end, all members of the focus group said that detailed 
instruction and direction were evident in the best lessons, when the teacher had a clear 
rationale for the delivery of the lesson, which included a clear route for further study. 
This security in knowing, as one student put it, “where to go next” was a point that 
was repeated a lot in the focus group. The students felt that good teaching had further 
study and learning “built in”. The best teachers referred not only to what they had 
covered before, but also articulated how the current work would be scaffolded by 
future lessons. All students reported that they knew what was expected of them in 
lessons, and this was important to them in the whole learning experience (Figure 8). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







 


 
 
 
 
From a student perspective, the process therefore of successful reflective learning 
seemed to be one of preparation, coupled with a variety of approaches to the 
execution of the lesson itself, and then enough guidance following the classroom 
session to allow them to continue without the teacher. Having all these factors 
securely in place allowed them to spend time on the outcome of the lesson, and not 
simply be a participant in the teacher-led journey. 
 
Conclusion 
My original intention was to try to ascertain to what level students were aware of 
reflective practice in their lessons. As the research progressed it became clear that 
there was a difference between what students thought reflective practice actually 
meant. Through the focus group sessions we explored the different opinions and 
evidence of the group members, and the perceived effect this had on their learning. 
My aim was to formalise the terms of reference for reflective practice, and so create a 
unified and cohesive dialogue that all participants could relate to. 
 
The questionnaires provided a clear insight into what the students then thought was 
happening in their lessons, and also how useful this learning subsequently was. They 
clearly identified aspects that they wanted to engage with, such as more time to be 
spent on interaction and discussion of each other’s work, as well as being able to 
deviate from the lesson when required and explore further areas of a particular topic. 
They saw teacher ability to follow this deviation and yet still return to the lesson as a 
trait of good teaching. 
 
The students reported that being given the opportunity to reflect on their learning also 
allowed them to appreciate teaching more, as they were enabled to observe, reflect, 
discuss and form their own opinions in a way that was impossible under normal 
classroom situations. Creating this climate of mutual trust between teachers and 
students was the hardest part of the process, and I can foresee this will always be the 
case in work such as this. The OFSTED National Context for Pupil Consultation 
(2003, p.5) document warns: 
 


 “It can take time to build a climate of trust that allows teachers and 
pupils to review their work together openly and constructively.” 


 
However, I think that having evidence of a clear rationale, coupled with a methodical 
approach with all parties (staff and students), then the research has shown that this 
process of student reflection on learning could be a catalyst for discussion and 
collaboration which ultimately would lead to improving the quality of the learning 
experience.  
 
A recommendation therefore for follow-up work would be to extend this approach 
across the new Lower Sixth year group, and increase the amount of staff willing to 
participate. This research was small-scale, with eight students from the Upper Sixth 
year group and seven staff members. Once the process was embedded across an entire 
year group, then the students would hopefully begin to feel that their direct 







 


involvement and input into their learning was a collaborative journey, and as such 
they had a pivotal part to play in it. Staff equally could feel that it was less of a risk to 
be observed by students, and it could indeed become a valued and important part of 
good teaching practice. 
 


 


 


References 


The OFSTED National Context for Pupil Consultation (2003). London, OFSTED 
 
Boal, Augusto (1992) “Games for Actors and Non-Actors”. London, Routledge 
 
Boal, Augusto (1995) “The Rainbow of Desire”. New York, Routledge  
 
Bauman, Z (1998) “Globalization: The Human Consequences”. Cambridge, Polity 
Press 
 
Cohen, L. and Manion, L. (1994) “Research Methods in Education”. London, 
Routledge and Kegan Paul 
 
Cook-Sather, Alison (2008) “What you get is looking in the mirror, only better - 
inviting students to reflect on college teaching”. Reflective Practice, 9:4,473 - 483 
 
Dewey, J (1933) “How we think”. Buffalo, NY: Prometheus Books 
 
Fielding, M (1999) “Radical Collegiality: Affirming teaching as an inclusive 
professional practice”. Australian Educational Researcher, 26(2), 1 - 34 
 
Glover, Derek and Law, Sue (2004) “Creating the Right Learning Environment: The 
Application of Models of Culture to Student Perceptions of Teaching and Learning in 
Eleven Secondary Schools”. School Effectiveness and School Improvement, 15:3,313 
– 316 
 
Jensen, Eric (1996) “Completing the Puzzle” Turning Point 
 
Krueger, R (1994) “Focus Groups – A Practical Guide for Applied Research” 
London, Sage Publications 
 
Macbeath, J. Demetriou, H. Ruddick, J. and Myers, K (2003) “Consulting Pupils: A 
toolkit for teachers”. Cambridge, Pearson Publishing 
 
Matsuzawa, T (Ed.). (2001). “Primate Origins of Human Cognition and Behaviour”. 
Springer-Verlag. Tokyo 
 
Morgan, Joy (2008) “Student Observers at the Central Foundation Girls’ School”. 
Management in Education 22; 19, 1 – 3 
 







 


Morgan, David (1997) “Focus Groups as Qualitative Research” California, Sage 
Publications 
 
Naylor, A and Worrall, N (2004) “Students as Researchers: How does being a 
student researcher affect learning?” National Teacher Research Panel 2004 – 
available at www.standards.dfes.gov.uk/ntrp/lib/pdf/WorrallNaylor.pdf 
 
Smith, Alastair (1996) “Accelerated Learning in the Classroom” UK, Network 
Educational Press  
 
Vygotsky, L.S. (1978) “Mind in Society” Cambridge MA, Harvard University Press 
 







 


Appendix A – focus group questions 


 


 


Reflections on Learning 
 


FOCUS GROUP QUESTIONS 
 


What allows you to learn most effectively? 
 
Do different types of questioning have greater success than others? 
 
Are you aware of what you need to do to progress and improve? 
 
What is meant by reflecting on your own practice? 
 
What do you do to improve your own learning in a lesson? 
 
How does the learning make you feel? 
 
 
 
 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







 


Appendix B – original questionnaire 


 


Reflections on Learning 
 


Name: Form: 
 
Subject: Date and time: 


Please tick below using the following guide: 
1 = strongly disagree      2 = disagree      3 = agree      4 = strongly agree 


 
 1 2 3 4 
There was a gender bias in the amount of 
answering 


    


There were a variety of activities in the lesson     
Can you describe the ones most successful for you and why: 
 
 
 
Questioning was used effectively     
You understand what level you are currently at     
You know what you need to do to improve     
How was this improvement suggested to you: 
 
 
 
Your input to the lesson was noted     
Any marking of your work helped you to improve     
Instructions were always clear     
There were opportunities to comment on other 
students work 


    


There were opportunities within the lesson to 
assess other students work 


    


Was behaviour generally good in the lesson? What successful strategies are used to deal with any 
potential behaviour issues? 
 
 
What do you think allows you to learn most effectively: 
An ordered calm environment     
A room with students at different stages on 
various tasks 


    


Short term tasks     
Longer projects involving more research     
Constant reinforcement of levels and attainment      
Peer assessment     
Working collaboratively     
Discussion     







 


 


Appendix C – revised (final) questionnaire 


 


Reflections on Learning 
 


Name: Form: 
 
Subject: Date and time: 


Please tick below using the following guide: 
1 = strongly disagree      2 = disagree      3 = agree      4 = strongly agree 


 
 1 2 3 4 
There were a variety of activities in the lesson     
Can you describe the ones that most helped your learning and understanding? 
 
 
 
Questioning was used effectively     
You know what you need to do to improve     
How was this improvement suggested to you: 
 
 
 
Your input to the lesson was noted     
Any marking of your work helped you to improve     
Instructions were always clear     
There were opportunities to comment on other 
students work 


    


There were opportunities within the lesson to 
assess other students work 


    


 
 
What allows you to learn most effectively (tick all that apply): 
An ordered calm environment     
A room with students at different stages on 
various tasks 


    


Short term tasks     
Longer projects involving more research     
Constant reinforcement of levels and attainment      
Peer assessment     
Working collaboratively     
Discussion     
Other (please give details): 
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Examination of Adoption and Diffusion of eLearning:  
A Comparative Case Study Using Giddens’s Theory of Structuration 
 
Gurmak Singh, University of Wolverhampton, England UK 
 
 
Abstract: This exploratory study identifies the factors that influence the adoption and 
diffusion of instructional technology at five prominent universities. The study examines the 
organisational factors that enable and inhibit organisational adoption and diffusion of 
innovation. Using Giddens’s Theory of Structuration, data is collected through thirty-seven 
semi-structured interviews. Five diverse approaches to adoption and diffusions of 
instructional technology were examined; top-down, integrated top-down and bottom, research 
driven and project driven approach. The paper argues that senior management need to 
acknowledge the need to bridge the gap between ‘local context’ and top-down strategic 
change. The findings suggest there are tensions between ‘signification of meaning’, ‘power 
and dominance’ and cultural norms in adoption and diffusion of eLearning.  
 
Keywords: Adoption, diffusion, eLearning, structuration, Giddens. 
 
 
Introduction 
 
Despite the advances in eLearning technologies and plethora of examples of good practice, 
number of studies report that a great number of lecturers are making little use of technology to 
genuinely enhance the teaching and learning experience (Bell, Martin and Clarke, 2004), and 
the adoption of e-Learning has failed to reach the predicted expectations (Salmon, 2005; 
Birch and Burnett, 2009). Despite all the institutional investment (Collis and van der Wende, 
2002), the adoption of eLearning by the lecturers, according to many, have been disappointing 
(Bell, Martin and Clarke, 2004; Salmon, 2005) and eLearning has failed to revolutionise 
education and training as predicted by a number of commentators content design and process 
(Sharpe, Benfield and Francis, 2006). Furthermore, the adoption of learning technologies 
applications are small-scale initiatives developed in isolation from institutional infrastructure 
relying on the efforts of local enthusiasts’ and goodwill of tutors rather than a widespread, 
integrated, coherent, institutional phenomena (Marshall, 2004; Salmon, 2005).  
 
Research Rationale 
 
Current studies examining the adoption and diffusion of eLearning can be categorised as 
having macro- or micro-level approach. Macro-level studies are concerned with systemic 
change that transforms the entire institution through organisational and structural change 
(Yates, 2001). The aim of studies in this category is to develop organisational theories in 
which technology is a major driver for the change. The underlying premise of these 
approaches is that technological superiority is a precursor for the adoption of innovative 
products and practices and advanced or superior technologies will, over time, replace inferior 
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technologies. The main aim of macro-level based approaches is, through the study of 
organisational factors; enhance diffusion by maximizing the efficiency and effectiveness of an 
innovation. Thus, macro-level studies have endeavored to identify the unique characteristics 
of organisations in the process of diffusion of learning technologies (Surry and Farquhar, 
1997). Macro-level approaches are limited as they fail to appreciate that users do not 
necessarily adopt technologically superior products (Surry and Farquhar, 1997), such 
approaches fail to take into account the complex, ambiguous and networked nature of 
technologies in social systems (Yang, Yoo, Lyytinen and Ahn, 2003).  
 
Surry and Farquhar (1997) warn against a complete adoption of one approach against another. 
Research analysis would benefit from a combined approach by combining analysis of 
institutional factors and taking into account of individual factors that lead to adoption or 
otherwise of eLearning (Freitas and Oliver, 2005). Furthermore, there needs to be link 
between macro- and micro-level perspectives and theories to explain change (or stability) in 
terms of the interaction between individual actions and structural influences (Rogers, 2003). 
From a theoretical perspective, authors such as Birch and Burnett (2009) and Eynon (2005) 
have noted the shift in innovation research from solely macro and micro-level perspectives 
towards a more interactive view which emphasizes the interactions and interconnections 
between individual actions and structural influences.  
 
However, trawl of the eLearning literature shows that whilst there only a few substantive 
theoretical accounts which adequately integrate multiple levels of analysis and explain 
adoption and diffusion of eLearning in terms of the interconnections between structural 
influences and individual action. Addressing this challenge requires an explanatory 
framework that takes into account both micro and macro perspectives. Giddens's theory of 
structuration recognises the need to integrate the two perspectives and provides a framework 
to analyse interactions between structure and agency. These perspectives enable the 
integration of both macro and micro levels of analysis by recognising the equal contributions 
of both structural processes and human agential powers (Parker, 2000). 
 
Applying Structuration Theory 
 
The main aim of structuration theory, according to Giddens, is to reconcile two the long-
standing divisions between two differing perspective held by social theorists.  On the one 
hand, he argues, structuralists and functionalists (macro-level studies) have provided 
explanations of social behaviour in terms of structural forces that limits individual’s capability 
to do things in their own way, on the other hand, studies focusing on the individual as the 
salient factor (hermeneutics, phenomenology) explain the social life by have generally 
ignored the influence of external entities.  However, Giddens contends that there is no clear-
cut line between the difference of emphasis between the two approaches (p. 288) and rejects 
the view that studies should be able to identify laws which will predict how societies will 
operate, without looking at the meanings understood by individual actors. Giddens’s 
structuration theory asserts that both perspectives are interlinked, in that, social life is not 
simply a  'micro'-level activity and conversely it cannot be studied by purely 'macro'-level 
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approaches. In his ‘duality of structure’ theory, Giddens draws together the structuralist 
traditions, that have emphasised social structure as constraining human behaviour and 
phenomenological and hermeneutic traditions where human agent has been the major focus. 
Structuration theory views structure and agency as an inherently dependent duality.  
 
In Giddens’s Duality of Structure social structure and human interaction are broken down into 
three columns (Figure 1). Each structure and interaction are then associated with each other 
recursively via the linking modalities (interpretive scheme, facility, and norm). Giddens 
identifies three dimensions of structure; signification, domination and legitimation that are 
interlinked with corresponding dimension of agency; communication, power and sanctions.  
 
Signification refers to how individuals produce meanings of the structure through 
communication and language. Agents draw on interpretative schemes to make sense of actors 
own actions and actions of others. The structure of domination relates to the use of power 
through the modality of facility. Facility refers to allocative resources (control over objects or 
materials) and authoritative resources (command over individuals). In the context of 
eLearning, institutional management are able to exercise power through allocation of 
resources (for example, providing administrative and technical support, allocating time to 
develop eLearning courses, (allocative resources) or through issuing guidelines, policy 
requirements, procedures, that actors are expected to adhere to (authoritative resources). The 
justification of action focuses on the individuals ability to maintain ‘understanding’ of their 
activities so they could provide reasons for their conduct" if necessary (Giddens, 1984, p. 7). 
Individual actions are guided by application of normative sanctions, expressed through the 
cultural norms prevailing in an organisation. These norms impose social obligations to act in 
certain ways under particular conditions through cultural norms and values.   


 
 


Figure 1: Duality of Structure (Giddens, 1984, p.29) 
 


 
 
Structure 
 
 
 
 
Modality 
 
 
 
 
Interaction 
 


Signification 


Communication Power Sanction 


Domination Legitimation 


Interpretative 
Scheme 


Facility Norm 







International Journal of Arts and Sciences  
3(14): 351 – 362 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 
Acceptance of eLearning by lecturers of a subject discipline (Eynon, 2005) can determine 
how and if eLearning is likely to be adopted. Individuals and small groups, such as 
departments in universities, have their own desires, abilities, histories and preferred artefacts; 
in other words, they are closely situated (Salmon, 2005). Thus cultural differences between 
institutions, departments and subject groups have implications for diffusion of eLearning 
(Gibbs and Gosper 2006), therefore ‘one size’ of eLearning system does not fit all (Oliver et 
al., 2002). When undertaking learning technology strategies, policy makers need to be 
cognizant of the different cultural perspectives and loyalties that exist at different levels of the 
university organization.  
 
In this study the ‘Learning’ component of eLearning refers to the processes and systems of 
learning and instruction. The Association for Educational Communications for Educational 
Communications and technology, this refers to ‘the theory and practice of design, 
development, utilization, management, and evaluation of processes and resources for 
learning," (Garrison and Anderson, 2003). Therefore, in this study, eLearning definition 
excludes management and administrative technologies and systems. The ‘e’ component of 
eLearning, in this study, refers to the software (or information systems) to aid the process of 
learning. These include learning software (purchased from commercial suppliers or developed 
in-house), these range from institutional Virtual Learning Environments or software for a 
specific learning activity. The definition excludes the hardware components, such as laptops, 
overhead projectors, calculators. Internet and Intranet are viewed as hardware for 
communication and not included in the definition, however, the instructions or software that 
is being transferred along this form of hardware has been included.  
 
Research Design 
 
Five case studies projects were examined that allowed for different contexts of eLearning 
adoption and diffusion to be examined. Within each case study a number of respondents were 
interviewed. Figure 2 provides an overview of the five studies. Case 1 approached eLearning 
by adopting a ‘top-down’ approach. The top management of the institution developed the 
eLearning strategy and issued directives that all lecturers and course teams had to adhere to. 
Case 2 had adopted a ‘devolved’ eLearning strategy. This approached was designed to 
provide an overview of the corporate strategy in terms of eLearning and also allow flexibility 
for individuals and subject groups to develop their own technology-based courses. Individuals 
and course teams had the full autonomy in the design of their course and were supported by 
local management. Cases 3 and 4 were team-based projects with a ‘bottom-up’ approach. 
These projects were driven by the course teams who took the full autonomy of the course 
design. The project investigated in Case 3 was funded by external income. Case 5 was project 
driven by the eLearning research unit and funded by external revenue. The research unit had 
designed a specific training and support method which was used to help teams to develop 
eLearning courses. In Case 5 the strategy was to encourage bottom-up approaches to the 
adoption of eLearning.  
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Site Focus Data collection 
1 Top-down strategy  


 
2 Senior Management, 5 Middle 
Management, 5 Lecturers 


2 Project driven approach 1 Senior Management,  3 Middle 
Management, 3 Lecturers 


3 Integrated (Top down/Bottom up) 
 


2 Senior Management, 3 Middle 
Management, 4 Lecturers 


4 Course Team (Bottom-up) 
 


1 Senior Management, 2 Middle 
Management, 2 Lecturers 


5 Individual/Course Team (Bottom-up) 1 Senior Management, 2 Middle 
Management, 3 Lecturers  


 
Figure 2: Overview of Case Studies 


 
Drawing on the structuration theory to conceptualize the diffusion of eLearning composed of 
three modalities. The micro-analysis focused on examining how participants drew on, and 
mobilized their context in adopting (or otherwise) eLearning. Using Giddens's structuration 
theory three components framed the data collection. The interview design focused on how 
structural, cultural, and agential elements influenced each other in the development of this 
process. Thus the interview questions sought shifts in meanings, social structure, and their 
associations with specific participant actions. The macro-analysis was conducted using two 
guiding questions: (i) What were the causal mechanisms for diffusion of eLearning within the 
organization; and (ii) How did contextual influences and conditions shape the diffusion of 
eLearning? The diffusion mechanism were drawn from the literature and contextualised to 
structuration theory. 
 
Discussion 
 
In the interpretative schemes, communication is the general element of interaction and agents 
routinely incorporate features of this interaction to construct meanings (Giddens, 1984, p.29).  
The findings from this case study suggest there are two levels of communication that are 
significant. First, the influence of top-down communication through eLearning strategy has 
been proposed as an important factor in the diffusion of eLearning (Lisewski 2004; Stiles and 
York, 2006). Second, the influence of local communities and ‘near peers’ can have an 
important bearing on the decisions of adoption of eLearning (Eynon, 2005; Katz and Shapiro 
1986). 
 
Whilst, there appeared to be little influence on the adoption of eLearning from eLearning 
strategy, the interpretative schemes of academic staff appeared to be influenced by 
collaboration with other members of staff who had successfully developed eLearning courses 
(Cases 2 and 3). The sharing of ideas and practice with fellow colleagues who had 
successfully adopted the learning technologies was one of the key enablers in motivating 
other staff to develop eLearning courses. This ‘sense-making’ through collaboration has been 
highlighted in the eLearning literature (Mason, 2003; Freitas and Oliver, 2005). Rogers 
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(2003) states that the rate of innovation adoption is dependent on the social systems where 
engagement of interrelated units, such as individuals, informal groups, organizations, or 
complex subsystems solving a mutual problem for a communal goal can have significant 
influence on decisions to adopt or reject an innovation.  
 
The analysis shows that academic staff draw on their accumulations of knowledge, most 
typically in the form of pre-existing cognitive frames, shaped by their interactions with 
students and their subject knowledge. Psychological and pragmatic motivations of the 
lecturers included; desire to learn about new innovations, enhancing student learning 
experience, efficiency in delivery of teaching and learning material, and meeting changing 
student expectations. There was significant difference in how respondents justified their 
actions. The academic teaching staff rationalised the specific approaches they had adopted by 
claiming they had understanding of the needs of their subject and students. This legitimised 
deviations from the institutional requirements. Majority of the lecturing staff suggested that 
decreasing number of students on traditional-campus based courses was, to some extent, 
influencing their decision to develop eLearning courses. Giddens proposes that the force 
underlying individual motivation is psychological anxiety. Anxiety in this sense refers to the 
knowledge that declining student numbers on traditional campus-based courses may result in 
the institution considering redeployment or even redundancies. This anxiety then acts as a 
motivator to mitigate the need that causes anxiety. This anxiety enforces respondents to 
consider alternatives such as developing eLearning courses.    
 
There were variations in how lecturers viewed eLearning technology. In Cases 1 and 2 the 
lecturers perceived technology and teaching and learning closely integrated. Their approach 
was to develop the teaching and learning material using the technology themselves with very 
little input from central IT support units. Whilst, in Case 3, the project team comprised 
academic staff who developed the teaching and learning material and once completed 
forwarded this the learning technologies who produced the technology aspects of the course. 
The lecturers were more concerned with the teaching aspects of the eLearning project. Thus 
they were content with leaving all the technology aspects of the project to the learning 
technologists. For the lecturers in Case 3, the technology only came into existence through 
their creative action in the development of teaching and learning material. On its own, 
technology had no existence. In Case 4, the course team, comprising academic and learning 
technologists, all worked together to develop the course. In Case 5, the learning technologists 
worked closely with the course teams in attempts to build ‘technical capabilities’ within the 
lecturers.    
 
However, all the respondents in Case 2 developed eLearning courses in isolation. Lecturers 
claimed to have very little interaction with near peers, local management or senior 
management. The findings from this case study contradicted much of the earlier research on 
social systems as being one of the determinants of the levels of adoption. The respondents 
were impervious to their social environments, claiming there was no motivational influence 
from their colleagues. However, this did not appear to influence their decision to develop the 
eLearning course.  
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Power and Domination 
 
The modality of facility is linking of power and domination. The concept of power in 
Giddens's (1984) duality of structure is closely linked with two types of resources. Allocative 
resources refer to the "transformative capacity generating command over objects, goods or 
material phenomena" and authoritative, which involve “transformative capacity generating 
commands over persons or actors" (p. 258). These resources focus on components of power 
that individuals use to affect others (Rose, 1998). Power and domination are exercised 
through resources that are constituted and reconstituted through individual action.  
 
In all the five case institutions the eLearning strategy was developed and controlled by senior 
management. The consultation during the development of the strategy was mainly with the 
senior management of the institution. Almost all of the lecturing staff in all the five case 
institutions claimed that they were not consulted during the development of the eLearning 
strategy. Furthermore, there were no mechanisms in place to disseminate the eLearning 
strategy to the academic teaching staff, thus, most of the academic staff were unaware of the 
eLearning strategy.  In terms of Giddens concept of signification (how individuals produce 
meanings of the structure through communication and language), academic teaching staff 
were impervious about the relevance of the strategy to the work in adopting eLearning and 
suggested that the eLearning strategy had little or no relevance to their work. Number of 
reasons were cited as to why eLearning strategy was not appropriate for them, including 
length of the document, not relevant to academic work, unaware of the strategy and 
perception that eLearning was strategy only important at senior management level. At the 
structure level, domination is also significant as ‘Top down’ approaches to introduction of 
eLearning can signify shift in locus of control from academic teaching staff to designers and 
developers 'with little or no experience of, or interest in, underlying educational goals' (Gibbs 
and Gosper 2006). Study by Eynon (2005) concluded academics felt they should have a 
greater role in shaping institutional strategies in this area; and a prescriptive “top down” 
strategy was thought to have a potentially damaging effect on the future adoption of ICTs for 
teaching and learning. Such sentiments of have been echoed by others, for example, Clegg et 
al. (2003, p. 47) concluded that a crucial issue for academics in HE is ‘who has control over 
curricula and teaching methodology’. 
 
In all the five institutions the support and training for eLearning was centralised. However, 
there were e differences in how this mobilised. In Cases 1 and 2 the training and support was 
situated in centralised learning technology support units and the lecturers were expected to 
request this support. In both of these institutions there was an overwhelming view from the 
lecturers that the support was either inadequate or inappropriate rarely used. In Cases 4 and 5 
the Learning and technology support units were part of the course teams. Whilst this caused 
initial conflicts during the early course team meetings, overall, the lecturers agreed that there 
was much better working relationship with the support units and this led more positive 
approach to adoption of eLearning.   
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Lecturers in all the five case institutions claimed, whilst they had very little interaction with 
the top management, the support and motivations from middle management was critical. The 
relationship between the lecturers and their local management was an important enabler of 
eLearning project. The respondents acknowledged the management support through 
allocation of resources and in terms of motivation support by regular interaction. Management 
commitment and support is perceived to be an important factor that can hinder or enable the 
adoption eLearning (Marshall, 2004; Benson and Palaskas, 2006). Hanson’s (2003, p. 119) 
work examined the diffusion of e-learning in Australian universities, concluded that pivotal to 
any successful diffusion of eLearning technologies is the importance of management support. 
Hanson further adds the significant factor as being the ‘winning of hearts and minds of 
lecturers’, by encouraging lecturers to adapt their teaching methods to incorporate eLearning. 
Case studies have also shown that the ‘middle level’ management have not always been 
supportive of eLearning approaches (Eynon, 2005; Frietas and Oliver, 2005; Gibbs and 
Gosper, 2006). However, in this case study, the analysis of the interviews showed the middle 
management support was an important component leading to the adoption of eLearning.  
 
In two of the institutions (Cases 1 and 2) top-down directives were issued requiring lecturers 
to conform to specific guidelines in developing eLearning courses. In case 1 there was a 
strong feeling against this approach and the lecturers petitioned the Vice Chancellor and had 
the ‘checklist’ approach with drawn. In Case 2, the lecturers managed to have some of the 
directives changed from mandatory to optional. The actual materiality of resources is not 
significant, but rather, to the capabilities or capacities of agents to command either allocative 
or authoritative resources (Giddens, 1984). The lecturers were dismissive and in some cases 
challenged the domination through the use of these authoritative and allocative resources 
(Case 1, 2, 3 and 4).  
 
Conclusion 
 
Giddens's structuration theory provided a sensitising framework for understanding the 
dialectical nature of adoption of eLearning within five universities in the UK.  The tensions 
between institutional structures, such as strategies, training, access to technology, technical 
support and time resources,  and levels of adoption can captured by dialectic of control in 
Giddens’s Theory of Structuration.  
 
The locus of control played a significant part in the adoption of eLearning. Lecturers need to 
perceive they are able influence the eLearning initiatives within the institutions. They need to 
be involved in strategic change that is likely to have an influence on their academic roles. 
Failure to acknowledge this call by lecturers is likely to result in rejection or ‘false’ 
compliance to top down directives. This supports the findings of number of studies. Findings 
from eLearning studies have shown the individuals are more likely to adopt eLearning if they 
have control over their academic roles in teaching and learning. Simply communicating 
strategies, policies or directives from the top through formal channels or via emails of intranet 
are unlikely to be influence lecturers. Senior management need to engage the staff who they 
rely on to implement their initiatives by appreciating that the drivers for eLearning are 
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significantly different from the institutional pressures. Pragmatic and psychological drivers 
influence if and how lecturers adopt eLearning.  
 


P1: Top down directives are likely to have no significance to the levels of adoption of 
eLearning 
 
P2: Pragmatic drivers are more significant than institutional drivers in decisions to 
adopt  eLearning by the lecturing staff.  


 
Allocative resources, such as training, IT support, time allowance, access to technology, help 
desks; all these material resources themselves have no structural relevance unless they are 
instantiated in situations through structural principles. Simply making these available using 
central institutional systems and hoping lecturers will access with them is highly unlikely.   
This conceptualization of structure is that it is a ‘virtual order’ of transformative relations that 
exists only in its instantiations in practices as memory traces. Thus, been in the case of the 
apparently material allocative resources which might have a ‘real existence, but which 
‘become resources only when incorporated within the processes of structuration (Giddens, 
1984, p.33). Indeed, in proposing structure in the minds of social actors and only given 
substance through their actions, Giddens adopts a specifically subjectivists position. To talk of 
corporate training plans, centralised IT support or user manuals inscribed in artifacts is 
therefore inconsistent with Giddens’s views.  
 


P3: Corporate or centralized diffusion support mechanisms, such as training, IT 
support, help desks, are significant to the levels of adoption if they are instantiated by 
the lecturers. 


 
Structuration theory is concerned with the interplay of agents’ actions and social structures in 
the production, reproduction, transformation and regulation of any social order. The 
structuration of relations in time and space takes place along the dimensions of signification, 
domination and legitimation, which are inextricably intertwined, and agents draw on these 
dimensions as an integrated set. Lecturers use meanings of signification that are drawn from 
their pragmatic and psychological motivations. Whereas, top management interpretative 
schemes are driven by external factors such as widening participation, competitive factors and 
need to reduce financial costs. Contrary to extant literature decisions to adopt or reject 
eLearning were not influenced by communication from top management but from success of 
near peers and ‘local management’. Thus the use of authoritative resources (non-material 
resources used in exercising power and domination) by senior management had insignificant 
influence on the decisions to adopt or reject eLearning by the lecturers. The centralised 
control of allocative resources, such as access to specialised technical support, training, 
administrative support and development and delivery time for eLearning courses (common in 
all five case institutions), had little influence on the lecturers. Only in its instantiations do 
these allocative resources have ‘transformative capacity’.  
 


P4: The successful implementation of eLearning by ‘near peers’ has a positive impact 
on the decisions and levels to adopt similar practices.      
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P5: The use of sanctions and top-down directives are not significant to the levels of 
adoption of eLearning by the lecturing staff. 
 


The application of Giddens’s Theory of Structuration, has demonstrated that the lecturers are 
essentially knowledgeable about their actions. For Giddens (1984), implicit in the duality of 
action in which power is a central element, is not only humans doing, but also the possibility 
of their not doing or doing otherwise.  Giddens (1984) argues, in its narrow sense, power is 
relational and very rarely a unidirectional social process. In duality of action, he further 
argues, that subordinate agents always have some allocative and authoritative resources that 
they can drew on to influence the actions and activities of the super ordinates. The analysis of 
the interview showed that despite the control of allocative and authoritative resources they are 
unable to control fully the actions of lecturers to adopt eLearning. The lecturers are able to do 
otherwise, for example, utlising other resources or even refuse to conform to the institutional 
requirements. At the discursive level, they are able to provide explanations of their actions. 
They are engaged in reflexive monitoring of their own and other conduct, rather than as 
‘structural dopes’ and not passive recipients of the impact of structures. The lecturers 
maintained the capacity to ‘do otherwise’ and make a difference in an ongoing course of 
practices. The lecturers had the ability to intervene or refrain from action thus having 
influence on adoption processes. Acting at the discursive level of consciousness, lecturers are 
not powerless; rather, they have several options open to them to bring about a difference to 
the ongoing course of events. 
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A Pilot Study Phonological Processing in a Logographic Language:  
A Case Study of a Slow Reader in Japanese 
 
Hiroko Sotozaki, Western Illinois University, U.S.A. 
Ruth Kelly, Western Illinois University, U.S.A. 
 
Abstract: The importance of phonological processing is well documented in alphabetical 
languages, particularly in English. The present study investigated whether the importance of 
phonological processing underlies in the Japanese language, which is logographical. Twenty-one 
junior and senior high school students and one slow reader student were recruited in Japan. They 
completed several tests including reading Japanese phonology, Japanese phonological tasks and 
cognitive standardized tests. The ANOVA, Regression analyses and Correlations revealed that 
the slow reader student could read Japanese phonology but at a significantly slower speed than 
the control group. He showed poor performance in the phonological tasks, whereas the control 
group showed a ceiling effect. The results indicate the importance of phonological processing in 
Japanese, supporting the phonological representation hypothesis.  
 
Keywords: phonological processing, Kanji, Hiragana, Katakana, phonological representation 
hypothesis 
 
 
Introduction 
Phonological processing is very important in developing reading skills. It is well documented 
that poor phonological skills cause reading difficulty in the English language (e.g., Ellis, 1991; 
Bradley, & Bryant, 1983; Goswami, & Bryant, 1986; Rack, Snowling, & Olson, 1992; Shaywitz, 
2003; Snowling, 2000). Children with reading difficulties demonstrate poor performance in a 
variety of phonological tasks, such as a rhyming task, e.g., rhyming “ten, pen and man”, a 
deletion task, e.g., saying the word “cat” without the first sound, as “at”, and an oddity detection 
task, e.g., indicating which word is different from others, as in “hill, pig, and cot”. English 
phonology uses inconsistent phoneme-grapheme mapping, i.e., the phonology is opaque, and in 
English, many words, particularly irregular words, do not follow English phonological rules. As 
a result, children cannot rely on one-to-one phoneme-grapheme mapping to read a word.  
 
In contrast, children who speak transparent languages which have consistent phoneme-grapheme 
mapping, such as German, Italian, or Spanish, do not show as many reading problems as English 
speaking children do. They demonstrate, however, their reading difficulty with reading speed 
rather in decoding problems (Burani, Marocoini, Luca, & Zoccolotti, 2008; Davies, Cuetos, & 
Glez-Seijas, 2007; Landerl, 2003; Nikolopoulos, Goulandris, & Snowling, 2003). Goswami 
(2002), however, argued that in these transparent languages, children also demonstrated 
phonological problems in a variety of tasks in which phonological systems are required, such as 
phonological awareness tasks (e.g., spoonerisms in which children exchange the initial letter of 
two words to create a new word, man-hat  [han] – [mat]), an oddity detection task, short term 
memory tasks, and speeded naming tasks (e.g., Bradley & Bryant, 1983; Denckla & Rudel, 
1976). She then proposed the phonological representation hypothesis stating that reading 
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difficulty primarily stems from poor phonological representation in the mental lexicon in all 
languages, although the degree of the deficit varies depending on its phonological consistency. 
These studies indicate that phonological skills are essential in all alphabetical languages. 
 
This raises the question – are phonological skills essential in non-alphabetical languages, such as 
Chinese and Japanese? Ho (2003) found that phonological skills are important to acquire reading 
skills in Chinese. She argued that reading difficulty equally occurs among Chinese, Japanese and 
English because reading is derived from speech, which is phonology; thus, phonological skills 
are universally important for reading. In contrast, Wydell and Butterworth (1999) argued that 
reading difficulty is very rare in Japanese because its phonology is a perfect one-to-one mapping 
of phoneme-grapheme, and the phonology is invariant regardless of the position in a word (e.g., 
ne-ko, cat; ko-do-mo, children), and thus it is very easy to learn to read. Makita (1967) reported 
that the prevalence of reading problems in Japanese is only 1%. Since Japanese writing systems 
use both logographic scripts (kanji/Chinese characters) and phonological scripts (kana) in 
combination, it is of interest to investigate the role of phonology in Japanese writing systems.  
 
Because the Japanese language is very different from alphabetical languages, it is useful to 
describe its characteristics.  
 
In Japanese, there are 112 basic phonologies (Kindaichi, 1991). Each has a distinct sound and 
each sound is represented by a distinct symbol (Kana), with the result that Japanese phonology 
has perfect one-to-one mapping of phoneme-grapheme. There are two types of Kana: Hiragana 
and Katakana. Each script has exactly the same sound (e.g., やya Hiragana, ヤ ya, Katakana), 
but the usage is different. Hiragana is usually used for names and grammatical or morphological 
support, while Katakana is used for foreign names, such as “John” or “computer”. In addition, 
Japanese has Kanji (Chinese characters). There are two ways of reading Kanji: On-reading and 
Kun-reading. On-reading was derived from spoken Chinese and represents only sounds, e.g., san 
for 山, while Kun-reading was derived from the original Japanese spoken language and 
represents meaning, e.g., yama (mountain) for 山. Most Kanji characters can be read by both 
On-reading and Kun-reading. When a single Kanji character represents a word, mainly Kun-
reading is used, e.g., 山yama. When a single Kanji character is combined with other Kanji 
character(s) to form a word, On-reading is mainly applied (e.g., 山脈sanmyaku, mountains). 
Japanese written language uses both Kana and Kanji in combination in a sentence. Kanji is 
applied for nouns, verbs, adjectives and adverbs while Hiragana is mainly used for grammatical 
support.  
 
How do Japanese children learn to read Kana and Kanji? Young children first learn Hiragana 
because it is easy to learn, and they gradually replace Hiragana words as they learn Kanji words 
(e.g., や (ya) ま(ma), Hiragana  山(yam), Kanji). Ishii (2004) reported that most Japanese 
preschoolers can read Hiragana and 60% of them can write Hiragana before elementary school. 
When they enter elementary school, they start learning Kanji beginning with easy Kanji words 
and progressing to more complex ones. The Japanese Ministry of Education has specified 1006 
Kanji words to be learned by elementary school children (grades 1-6) and 939 Kanji words for 
junior high school students (grades 7-9). Approximately 3000 Kanji words are necessary to read 
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a Japanese newspaper. Since Kanji cannot be phonetically broken down into components as an 
alphabetic word can, Kanji learning relies solely on rote memory or penmanship. It is thus very 
important for both elementary and high school students to keep practicing Kanji in order to write 
Kanji words and select correctly between On-reading and Kun-reading.  
 
According to Ishii (2004), little research (including nationwide surveys) has been conducted on 
reading difficulty in Japanese. She further reported that a recent survey of students in grades 1 to 
6 in two cities with populations of 400,000 and 50,000, respectively, indicates that the 
prevalence of reading difficulty is 1% for Hiragana (phonology) and 2-3% for Katakana 
(phonology), while the prevalence of writing difficulty is 2% for Hiragana, 5% for Katakana, and 
7-9% for Kanji (Chinese characters). As shown in the survey, the prevalence of reading difficulty 
varies depending on the type of Japanese script. Thus, when reading tests focus only on Kana 
reading (either Hiragana or Katakana phonology), the prevalence of reading difficulty is shown 
to be low (1%). However, when reading tests include Kanji, and in particular writing Kanji, its 
prevalence becomes high (7 - 9%).  
 
Since there has been little research on the role of phonology in reading in Japan, the present 
study was conducted as a pilot study. The goal of the study was to investigate whether Japanese 
phonology is involved in reading skills in Japanese.  
 
Methods 
Participants 
The participants for the study were recruited in a Japanese city through Girl Scouts and Boy 
Scouts organizations, through a Buddhist temple, and from the researcher’s acquaintances. 
Twenty-one junior and senior high school students (13 males and 8 females; M age = 14.8 years), 
who were enrolled in a general class, voluntarily participated in the study. The questionnaire 
showed that none of the students had reading problems. One junior high school student (age = 
15.8, male), who was enrolled in a Special-Ed class, voluntarily participated in the study. He was 
professionally tested in Grade 2 (age 7), and the results showed his verbal and non-verbal 
performance was between 1 and 2 standard deviation from the norm. He was transferred to a 
Special-Ed class at Grade 5 (age 11) because he could not keep up with his classmates. It is not 
clear whether the student’s reading difficulty stemmed from his lower cognitive abilities or from 
a lack of phonological reading skills; however, we decided to treat him as a slow reader. The 
other 21 students served as a control group. All participants were paid twenty thousand yen 
(about $20 in U.S.) for their participation. The profile of the participants is shown in Table 1. 
 
Procedure 
Each participant was individually tested in a quiet room of a Buddhist temple in a city in Japan. 
Since all the participants were under 18 years of age, a letter was given to parents to explain the 
study and voluntary informed consent was obtained from the participants and their parents before 
the study began. The participants were first asked questions about their school grades in Math, 
English, and Japanese, and how much they enjoyed these subjects including reading (Appendix 
A). The testing was conducted in the following order: (1) RAN Test-Color, (2) RAN Test-
Number, (3) RAN Test-Object, (4) Cube Test (from the Universal Non-Verbal Intelligence 
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Test/UNIT), (7) Visual Memory Test (UNIT), (8) Reading test in Hiragana (phonetics), 
Katakana (phonetics), and Kanji (Chinese characters). The time required for testing was about 1 
hour and 15 minutes.  
 
 
Table 1 
Profile of participants 


 Slow Reader Control 
Number 
Mean age (years) 
Grade 
Gender 
 
School 
Reading problem 


                  1 
                  15.8 
                  9 
                  male 
 
                 Special-Ed class 
                 yes 
 
* Results of the K-ABC IQ test at Grade 2 


     Sequential processing: 80 ± 10 
     Simultaneous processing: 66 ± 7 
     Cognitive processing: 71 ± 6 
     Achievement : 72 ± 5  


        21 
        14.8 (SD = 1.01)  
         8 - 11 
        male = 13 
        female = 8 
        General class 
        no 


 
 


 
Testing materials 


• The RAN Test (Rapid Automatized Naming Test, Denckla & Rudely, 1976; Wolf & 
Denckla, 2006) measures the speed of the naming retrieval process. Previous studies (Wolf, 
1999) have demonstrated that the test scores are well correlated with reading ability in 
English and other languages, e.g., German. 


• The Cube Test from the UNIT (Universal Nonverbal Intelligence Standardized Test, 
Bracken, & McCallum, 1998) measures nonverbal fluid reasoning. 


• The Visual Memory Test from the UNIT measures memory for visual objects which may 
relate to knowledge about Kanji symbols. 


• Phonological Tasks in Japanese 
• A deletion task: to delete an initial or final sound in a word, e.g., ねこ/cat こ 
• An odd-one-out task: to find a different sound in a group, e.g., とり, とし, いけ いけ 
• A rhyming task: to find the words rimed, e.g, たこ、はこ、いろ  いろ 
• Reading aloud 32 Hiragana and 32 Katakana words (Appendix A) 
• Reading aloud Kanji words on a list in 45 seconds (Appendix C) 
• Writing five easy Kana and three easy Kanji words 
 


Statistical analyses 
The raw scores were used for all analyses. An Analysis of Variance (ANOVA), Regression, and 
Correlations were used for the data analysis. 
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Results 
Overall analysis 
An ANOVA was separately performed on the dependent variables of time and test scores to see 
the group differences. The first One-Way ANOVA was run on the time required to complete the 
task: (1) RAN-Color, (2) RAN-Number, (3) RAN-Object, (4) Reading Hiragana words, and (5) 
Reading Katakana words. The second ANOVA was run on the scores: (1) Cube (UNIT), (2) 
Visual Memory (UNIT), and (3) Reading Kanji words. 
 
The first ANOVA (time) revealed that there were significant group differences in all timed task 
variables, i.e., RAN-Color: Slow reader (M = 43.16) vs. Control (M = 24.83, SD = 3.24), F (1, 
20) = 30.57, p < .0001; RAN-Number, Slow reader (M = 30.30) vs. Control (M = 15.34, SD = 
1.96), F (1, 20) = 55.36, p < .0001; RAN-Object: Slow reader (M = 40.38) vs. Control (M = 
30.80, SD = 4.36), F (1, 20) = 4.61, p = .044; Reading Hiragana: Slow reader (M = 93.00) vs. 
Control (M = 19.72, SD = 5.19), F (1, 20) = 190.45, p < .0001, and Reading Katakana: Slow 
reader (M = 93.00) vs. Control (M = 21.35, SD = 6.00), F (1, 20) = 136.24, p < .0001. It is 
important to note that no participants in the Control group made any reading errors in Hiragana 
and Katakana reading, while the slow reader made 5/32 reading errors with the Hiragana words 
and 8/32 reading errors with Katakana words. These results apparently suggest that the slow 
reader was able to read Kana (Japanese phonology) accurately but at a significantly slower speed 
compared to the Control group.  
 
The second ANOVA (test scores) revealed that the UNIT Cube Test (non-verbal fluid reasoning) 
showed close to a statistically significant level (α = .05), between Slow reader (M = 24.00) and 
Control (M = 42.52, SD = 9.21), F (1, 20) = 3.86; p = .064. There were significant group 
differences in the UNIT Visual Memory Test and Reading Kanji: Visual Memory Test: Slow 
reader (M = 12.00) vs. Control (M = 22.52, SD = 2.79), F (1, 20) = 13.62, p = .001, and Reading 
Kanji: Slow reader (M = 19.00) vs. Control (M =76.95, SD = 16.94), F (1, 20) = 11.17, p= .003. 
The result of the UNIT Cube Test indicated that the non-verbal intelligence, as measured by a 
fluid reasoning visual task, of the slow reader was just below the border line of the normal 
distribution. The data are summarized in Table 2.  
 
Phonological processing in Japanese 
An ANOVA was performed on the Japanese phonological tasks (a deletion task, an odd-one out 
task, and a rhyming task) to see the group differences. The results showed significant group 
differences in all tasks, the deletion task: Slow reader (M = 4.00) vs. Control (M = 9.95, SD = 
.22), F (1, 20) = 710. 23, p < .0001; the odd-one-out task: Slow reader (M = 5.00) vs. Control (M 
= 9.52, SD = .81), F (1, 20) = 29.51, p < .0001 and the rhyming task: Slow reader (M = 2.00) vs. 
Control (M = 9.67, SD = .48), F (1, 20) = 240.46, p < .0001. Since the participants in the Control 
group demonstrated the ceiling effect, suggesting that the tasks were fairly easy. Thus, the 
significant group difference in the phonological tasks suggests that the slow reader demonstrates 
poor phonological skills (Table 2).  
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Writing Hiragana and Kanji 
It became clear that the test material was too easy for all participants. Even the slow reader 
scored 5/5 in writing Hiragana words and 4/5 in writing Kanji words.  
 
Table 2 
Results of the One-Way ANOVA 


 Task p value 
Overall 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Japanese phonological tasks 
 


 


 


 


DV = Time 
RAN-Color 


Slow reader: M = 43.16, Control: M = 24.83 (SD = 3.24),   
F (1, 20) = 30.60 


RAN-Number 
Slow reader: M = 30.30, Control: M = 15.34 (SD = 1.96),  
F (1, 20) = 55.36 


RAN-Object 
Slow reader: M = 40.38, Control: M = 30.80 (SD = 4.26),  
F (1, 20) = 4.61 


Reading Hiragana 
Slow reader: M = 93.00, Control: M = 19.72 (SD = 5.19), 
F (1, 20) = 190.45 


Reading Katakana 
Slow reader: M = 93.00, Control: M = 21.35 (SD = 6.00),  
F (1, 20) = 136.24 


DV = Raw test scores 
Cube Test (standardized non-verbal IQ test) 


Slow reader: M = 24.00, Control: M = 42.52 (SD = 9.21), 
F (1, 20) = 3.86 


Visual Memory Test (standardized non-verbal IQ test) 
Slow reader: M = 12.00, Control: M = 22.52 (SD =2.79), 
F (1, 20) = 13.62 


Reading Kanji 
Slow reader: M = 19.00, Control: M =76.95 (SD = 16.94), 
F (1, 20) = 11.17 


 
Deletion task 


Slow reader: M = 4.00, Control: M = 9.95 (SD = .22), 
F (1, 20) = 710.23 


Odd one-out-task 
Slow reader: M = 5.00, Control: M = 9.53 (SD = .81), 
F (1, 20) = 29.51 


Rhyming task 
Slow reader: M = 2.00, Control: M = 9.67 (SD = .48), 
F (1, 20) = 240.46 


 
 
 
.000** 
 
 
.000** 
 
 
.044* 
 
 
.000** 
 
 
.000** 
 
 
 
.064 ns 
 
 
.000** 
 
 
.003** 
 
 
 
.000** 
 
 
.000** 
 
 
.000** 


 
 
Regression analyses 
A regression analysis was separately performed on time and test scores to see which independent 
variable was the best predictor of the group membership. The STEPWISE method was used to 
select models to find the best predictors among the independent variables. First, the timed tasks 
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were put into the equation, i.e., the RAN-Color, RAN-Number, RAN-Object, Reading Hiragana 
and Reading Katakana. The method chose only the Reading Hiragana for the best predictor: M = 
23.05, SD = 16.42, F (1, 20) = 190.45, p < .0001, Adjusted R² = .900. Next, the odd-one-out task 
and a rhyming task were entered into the equation. The STEPWISE method chose only the 
Japanese deletion task for the best predictor: M = 9.68, SD = 1.29, F (1, 20) = 710.23, p < .0001, 
Adjusted R² = .971. The data are summarized on Table 3. 
 
Table 3 
Results of the Regression Analyses 
 Task p value 
STEPWISE 
Model 1 
 
Excluded variables 
 
Model 1 
 
Excluded variables 
 


IDVs measured by time 
Hiragana: M = 23.05 (SD = 16.42), R² = .900, F (1, 20) = 
190.45 
RAN-Color, RAN-Number, RAN-Object, Reading Katakana 
IDVs measured by test scores 
A deletion task: M = 23.05 (SD = 16.42), R² = .971, F (1, 20) 
= 710.23 
Cube, Visual Memory, Reading Kanji, An odd-one-out-task,  
A rhyming task 


 
.000** 
 
 
 
.000** 
 


 
Correlations 
Since there was one slow reader, we decided to conduct Pearson bi-variable correlations on the 
data of the control group to see whether Japanese phonology (Hiragana and Katakana) was 
correlated with Kanji reading ability in normal reading. The correlation analysis revealed that 
both Hiragana and Katakana were significantly correlated with Kanji reading scores (r = -.689**; 
r = -.722*). The negative correlations were due to different measurements, i.e., the Hiragana and 
Katakana readings were measured by the completed time and the Kanji reading was measured by 
the number of kanji words read in 45 seconds. The correlations also revealed that Hiragana and 
Katakana were correlated with the RAN-test scores. The results were shown in Table 4.  
 
 
Discussion 
The purpose of the present pilot study was to investigate the importance of phonological 
processing in reading skills in Japanese. The importance of phonological processing is 
documented in opaque languages such as English (e.g., Ellis, 1991; Bradley, & Bryant, 1983; 
Goswami, & Bryant, 1986; Rack, et al., 1992; Shaywitz, 2003; Snowling, 2000). In transparent 
languages such as German and Italian, children with reading difficulty also demonstrate poor 
phonological skills when tested by phonological tasks (Burani, et al., 2008; Davies, et al., 2007; 
Landerl, 2003; Nikolopoulos, et al., 2003). These studies indicate that the importance of 
phonological processing underlies the acquisition of reading skills in alphabetical languages. Is it 
also important in logographic languages, such as Chinese and Japanese? The present study 
explored this question.  
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Table 4 
Pearson Correlations among variables 


  
RAN 
color 


 
RAN 
number 


 
RAN 
object 


 
 
Cube 


 
Visual  
Memory 


 
 
Hiragana 


 
 
Katakana 


 
 
Kanji 


 
 
Deletion 


Odd-
one-
out 


 
 
Rhyming 


RAN  
color 
 


 
1.00 


          


RAN 
number 
Sig. 


 
.525* 
.014 


 
1.00 


         


RAN 
object 
Sig. 


 
.417 
.060 


 
.329 
.145 


 
1.00 


        


Cube 
 
Sig. 


 
-.241 
.293 


 
.030 
.897 


 
-.340 
.131 


 
1.00 


       


Visual 
spatial 
memory 
Sig. 


 
 
-.264 
.247 


 
 
.031 
.893 


 
 
-.222 
.333 


 
 
.297 
.192 


 
1.00 


      


Hiragana 
 
Sig. 


 
.541* 
.011 


 
.636* 
.002 


 
.403 
.070 


 
-.382 
.088 


 
-.351 
.119 


 
1.00 


     


Katakana 
 
Sig. 


 
.578* 
.006 


 
.644* 
.002 


 
.612** 
.003 


 
-.483* 
.027 


 
.334 
.139 


 
.901** 
.000 


 
1.00 


    


Kanji 
 
Sig. 


 
-.420 
.058 


 
-.592** 
.005 


 
-.510* 
.018 


 
.349 
.121 


 
.334 
.139 


 
-.689** 
.001 


 
-.722* 
.000 


 
1.00 


   


Deletion 
 
Sig. 


 
.211 
.359 


 
.102 
.650 


 
.127 
.583 


 
.212 
.356 


 
.043 
.856 


 
.197 
.393 


 
.226 
.325 


 
-.041 
.859 


 
1.00 


  


Odd-one-
out 
Sig. 


 
.031 
.893 


 
-.223 
.331 


 
-.362 
.107 


 
.035 
.880 


-.105 
.650 


 
-.347 
.123 


 
-.396 
.-75 


 
.336 
.137 


-.134 
.562 


 
1.00 


 


Rhyming 
 
Sig. 


 
.092 
.691 


 
-.099 
.670 


 
-.273 
.231 


 
.311 
.170 


 
-.198 
.389 


 
.075 
.747 


 
-.126 
.585 


 
.035 
.882 


 
.316 
.163 


 
.085 
.715 


 
1.00 


Level (2-tailed), N = 21 (Only control group) 
 
 
The present study found that no participants in the control group made even a single error in 
reading Hiragana and Katakana (Japanese phonology) and the slow reader also read them with 
few errors (i.e., 5/32 in Hiragana and 8/32 in Katakana). These results suggest that reading 
Japanese phonology is easy and they are consistent with previous survey, i.e., the prevalence of 
reading difficulty is 1% for Hiragana (phonology) and 2-3% for Katakana (Ishii, 2004). When 
reading speed was taken into account, however, the slow reader demonstrated significantly 
slower reading of Hiragana and Katakana than the control group. Furthermore, when 
phonological skills were tested by phonological tasks (i.e., a deletion task, an odd-one-out task, 
and rhyming task), the slow reader showed significantly poor performance in these tasks (i.e., M 
= 4.0, 5.0 and 2.0, respectively) compared to the control group (i.e., M = 9.95, 9.67 and 9.5, 
respectively), which demonstrated a ceiling effect. The results of the slow reader appear to be 
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similar to those demonstrated by children with reading difficulty in transparent languages 
(Burani, et al., 2008; Davies, et al., 2007; De Jong, 2003; Landerl, 2003; Nikolopoulos, et al., 
2003) as well as those in Chinese (Ho, 2003). In addition, the regression analyses revealed that 
Hiragana (phonology) reading and the deletion task (a phonological task) scores dissociated the 
slow reader from the control group. Altogether, these results suggest that poor phonological 
skills may contribute to the poor reading skills of the slow reader, implying that the importance 
of phonological processing underlies reading skills in Japanese. The implication is supported by 
the correlation analysis performed on the data of the control group, i.e., Hiragana and Katakana 
readings were highly correlated with Kanji reading scores, i.e., r = -.689** and r = -.722**, 
respectively. Since knowledge of Kanji is essential to read Japanese, the correlations between the 
speed of reading Hiragana and Katakana and the accuracy of Kanji reading also indicate the 
importance of phonological processing in reading skills in Japanese. Regarding the RAN-test 
scores, Hiragana and Katakana reading are highly correlated with the RAN-test scores. Since 
previous studies (Wolf, 1999) have demonstrated that the RAN-test scores predict reading ability 
in English young children, the correlations suggest that the speed of reading Hiragana and 
Katakana may be able to predict reading skills in young Japanese children.  
 
Conclusion 
The present pilot study provides evidence that phonological processing underlies reading skills in 
a logographic language, supporting the phonological representation hypothesis (Goswami, 2002), 
which proposes that the importance of phonological processing is universal in acquiring reading 
skills across languages.  
 
In order to conduct a larger study, several points would need to be considered. First, there was 
only one slow reader in the present study. Thus, the sample size needs to be larger. Second, it is 
not clear whether the slow reader’s reading difficulty stemmed mainly from his relatively low 
intelligence or from his poor phonological skills. Thus, intelligence in slow readers needs to be 
within the normal distribution. Third, Japanese testing materials for writing need to be improved. 
The use of easy Hiragana and Kanji words for the writing test, which resulted in a ceiling effect. 
The test materials should include different levels of difficulty/complexity of Kanji words, so that 
slow readers can demonstrate the problems unique to the Japanese language. Fourth, a variety of 
phonological awareness tasks should be included in order to test the phonological representation 
hypothesis, e.g., spoonerisms in which children exchange the initial letter of two words. Fifth, 
standardized verbal and non-verbal intelligence tests in Japanese version should be included. 
Lastly, elementary school students, particularly those in Grades 1 and 2, need to be tested to 
compare their speed in acquiring different Japanese scripts (Hiragana, Katakana, and Kanji) and 
to spot students who are at risk of reading difficulty. This will greatly assist in identifying 
Japanese children with reading difficulty. 
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Appendices 
 
Appendix A 
 
Questionnaire  
 
I will ask you some questions. Please select one from the answers I will give you.  


1. Do you like English? 
 I like it very much 
 I like it. 
 Average 
 Don’t like it. 
 I hate it. 


2. Do you like Science? 
 I like it very much 
 I like it. 
 Average 
 Don’t like it. 
 I hate it. 


3. Do you like Math? 
 I like it very much 
 I like it. 
 Average 
 Don’t like it. 
 I hate it. 


4. Do you like Japanese? 
 I like it very much 
 I like it. 
 Average 
 Don’t like it. 
 I hate it. 


5. How is your grade in English? 
 Very good 
 Good 
 Average 
 Not so well 
 Bad 


6. How is your grade in Science? 
 Very good 
 Good 
 Average 
 Not so well 
 Bad 


7. How is your grade in Math? 
 Very good 
 Good 
 Average 
 Not so well 
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 Bad 
8. How is your grade in Japanese? 


 Very good 
 Good 
 Average 
 Not so well 
 Bad 


9. What subject do you mainly study at Juku? 
 English 
 Math 
 English and Math 
 Other      


10. How much time do you spend on school work at home?   hour(s) 
11. Do you have difficulty keeping up with classes? 
12.  English   No   A little  Very much 
13.  Math   No   A little  Very much 
14.  Japanese   No   A little  Very much 
15. Do you like to spend a lot of time doing internet search and reading the information? 


 Very much 
 Average 
 I do not mind doing internet search but I do not like to read the information.  
 No, I do not like it at all. 


16. Have you experienced a head injury? 
17.  Yes  If yes,  when was it?     


 No  
 
 
 
 
 
Appendix B 
 
Testing materials 
Hiragana words (32 words) 
やま うみ なつ くるま がっこう めいげつ 
おうじょ にひゃく せんちょう しょうばい しなもの はいしゃ 
がくしゅう ゆうがい ひょうほん やさい がっしゅく りょうきん 
ふうしゅう ざんだか さっそく しばふ しんぽ にちじょうさはん 


きおん しゅっぱん のうち こうはく きびん せけん 
けいかく げんりょう     


 
Katakana words (32 words) 
ハチ ロバ ネコ チドリ クラス アイス 
マンモス ジュース ネット プリント マンドリン トンネル 
ピンポン チケット メロン リズム テスト パターン 
ジャズ クロール クローバー ハンバーグ コンピュータ モンタージュ 
フットボール ミュジック ウェディング イルミネーション クッキングスクール プロデューサー 


ミニアチュア コンディショニング     
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Appendix C 
 
Testing materials 
A list of Kanji words (119 words) 
Participants were required to read them as quickly and accurately as possible in 45 seconds. The 
levels of Kanji words are Grade 1 to Grade 5. 


山 右 本 赤い 八日 二百 見る 
夏 海 行く 近く 声 南 車 
船長 午後 日記 生活 草花 左 遠足 
川 店 水泳 鳥 虫 暑い 父 
泳ぐ 氷 遠い 温度 勝つ 平たい 後ろ 


歯医者 昔 深い 氷山 博物館 世界 花束 
ご飯 低い 歌う 完成 利用 結ぶ 買う 
勢い 情景 演説 設ける 残高 小判 布地 


許可 存続 並ぶ 快適 補修 捨てる 処分 
桜貝 指輪 略図 才能 厚い 貿易 副業 
共同 脳 裏 正月 処分 除く 年月 
指図 均等 出版 自治会 除去 合宿 光沢 
原料 進歩 友好的 農地 風習 初夢 小判 


過渡期 芝生 答える 手柄 風邪 輪郭 添削 
得意 再生紙 衰える 機敏 効果 無料 捨てる 
貢献 調べる 観客 皮膚 啓発 衝撃 解決 
干渉 公邸 悪寒 利益 過剰 弁解 破棄 
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Shifting from a Developmental Retelling Framework to Independent 
Reading and Retelling: Case Study 
 
Inger Evette McGee, University of Arizona South, USA 
 
Abstract: While practices such as think alouds, questioning, and summarization strategies have 
been shown through research to have promise for improving reading comprehension, these 
strategies may or may not be spontaneously used by students during independent reading. This 
study uses a qualitative case study design to explore how second grade students transferred a 
retelling for comprehension framework into their independent reading for understanding, with 
particular attention to the steps employed and support evidenced for higher level thinking. 
Theoretical concepts included transfer of learning and scaffolding. Study participants, selected 
using purposeful sampling, included 12 second grade students from two classes in a K-5 public 
school in Arizona. Data was collected through focus group interviews and documents that 
included student work in the form of Graphic Organizer (GO!) Journal and Shape GO! Map 
worksheets, which revealed student thinking about stories. Interpretational coding was used to 
uncover important themes. Study findings indicate that student responses changed after retelling 
instruction suggesting that students were able to transfer the framework. Findings also indicate 
that students engaged in higher level thinking through connections, comparisons, and assertions 
made within the framework’s elements. Implications for social change include change in 
teaching practice, which could provide second grade students a tool that builds reading 
comprehension and is transferable to individual reading. 
 
Keywords: Retelling, Reading Comprehension, Transfer of Learning 
 


Introduction 
 
Reading comprehension is an essential skill for children. Children who learn to read in the early 
grades may come to enjoy reading and learning throughout their schooling career and beyond. 
Creating lifelong readers may be one goal that teachers have for their students but the ability to 
read and comprehend may be most critical when one considers that in many cases reading is the 
vehicle for learning content in other subject areas. Students may find that difficulties in reading 
comprehension also interfere with comprehension of math, science, or social studies content that 
is accessed by way of the textbook. 
 
According to the most recent RAND Reading Study Group (2002) report on reading 
comprehension, the level of reading skills of students in the United States and comprehension 
instruction were among two of the issues that prompted the group’s research agenda proposal in 
reading published in 2002. The RAND Reading Study Group summed up years of National 
Assessment of Educational Progress (NAEP) results, which assesses students in the U.S. from 
grades 4, 8, and 12 in reading and other subjects, by stating that “with few exceptions, indicators 
of achievement in states and school districts have shown no or only slow growth across grades in 
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the past ten years.” Perhaps this finding is less surprising in light of RAND’s additional claim 
that comprehension instruction in the U.S., for the most part is, minimal and ineffective.” 
 
Purpose of the Study 
 
The purpose of this qualitative case study was to explore transfer of a retelling for 
comprehension framework (Benson & Cummins, 2000) from whole group to independent 
reading with second grade students at a public elementary school in Arizona.  Retelling is 
generally defined as a learner’s construction of meaning from a text and the retelling for 
comprehension process uses graphic organizers to help students organize and analyze story 
events (Benson & Cummins). How students use the framework in their independent reading can 
give insight to teachers working with more fluent readers who need to focus on understanding 
what has been read. 
 
Research Questions 
 
This study focused on the following questions: 


1. How do second grade students transfer a retelling for comprehension framework, 
intended for whole group work, to their independent reading? 


2. What steps from the retelling for comprehension framework do students tend to use? 
3. How does the retelling for comprehension framework support higher level thinking in 


second grade students? 
 
Methodology 
 
A qualitative case study design was used for this research study. Qualitative research is initiated 
in a natural setting so that the researcher sees the phenomenon in its normal context rather than 
in isolation (Lincoln & Guba, 1985). Thus Lincoln and Guba termed qualitative research 
naturalistic inquiry and considered the researcher as a human instrument for data collection.  The 
researcher collects data in the way of language and pictures that are analyzed inductively 
(Creswell, 1998). 
 
The case study design was chosen for this study with the case being second graders’ transfer of a 
retelling for comprehension framework (Benson & Cummins, 2000) from whole group, during 
read alouds, to independent reading. This design was believed to be appropriate because this 
study sought to explore how students used the framework in their independent reading. Yin 
(2002) justified the use of case studies to answer how and why questions because they explain 
phenomena studied over a period of time. 
 
Study participants included two groups of second grade students with six students in each group. 
Each group of six students was made up of two students at, below, and above grade level in 
reading comprehension, as measured by students’ most recent STAR Reading Assessment 
(STAR, 2009). The researcher was responsible for second grade teachers’ professional 
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development in using the retelling for comprehension framework (Benson & Cummins, 2000), 
obtaining permissions, and conducting all data collection and analysis.  
 
Data collection included focus group interviews of both groups at the start and end of the study 
and documents in the way of participants’ Graphic Organizer (GO!) Journal and Shape GO! Map 
worksheets (Benson & Cummins, 2000). The focus group interview was chosen as a data 
collection strategy because it allowed the researcher to understand participant knowledge about 
how to think about stories before being exposed to retelling and to understand how participants’ 
thinking and understanding might have changed after using the retelling for comprehension 
process. Additionally, participant responses revealed the steps in the retelling for comprehension 
process framework participants used as well as how the framework supported higher level 
thinking based on participant responses in which they generated questions, alternative thinking, 
or solutions; discussed feelings; or were able to look at issues from the perspectives of others. 
 
Students completed the GO! Journal worksheet by recording their story predictions, vocabulary 
predictions, understandings, interpretations, and connections. The elements that are a part of the 
GO! Journal are exactly the same elements found in the GO! Chart, which the teacher used to 
explicitly teach the retelling for comprehension framework. Thus use of the GO! Journal is an 
indicator as to whether or not participants transferred the whole group taught framework to their 
independent reading and it also revealed student thinking, questioning, analysis, and 
understanding.  
 
An interpretive analysis approach was used in the data analysis process, which is the technique 
of segmenting and categorizing meaningful units of data for coding (Tesch, 1990; Wolcott, 
1994). First, the researcher segmented all data to include interview responses and responses from 
documents, which included the GO! Journal and Shape GO! Map worksheets into relevant parts. 
Then the researcher coded the data by sorting it into categories. Coding allowed the the 
researcher to do the following. 


1. Compare the interviews at the start and end of the retelling instruction to look for 
changes in interview responses.  


2. Notice if and how students transferred retelling in independent reading. 
3. Identify evidence of higher level thinking.  
4. Identify relevant student responses to stories read independently. 


 
Data method triangulation and thick description were used used to ensure study quality. Data 
from focus group interviews and documents, which included individual GO! Journals and Shape 
GO! Maps were triangulated. Triangulation allows the researcher to corroborate one data source 
with another (Creswell, 1998; Hatch, 2002; Lincoln & Guba, 1985; Yin, 2003). Thick 
description is used to report the case so that a detailed description of the case is presented. 
(Creswell, 1998; Lincoln & Guba, 1985). 
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Retelling 
 
Benson and Cummins (2000) contended that retelling is more than just story recall; rather it is 
the ability to construct meaning. Benson and Cummins further explained that in order for 
students to construct meaning, they would need certain tools. Schema is one of those tools. 
Schema is the knowledge that a child brings to a learning situation and Benson and Cummins 
referred to schema as a child’s “backpack” and explained that it is “developed from a child’s 
interactions with the world. This knowledge is a storehouse of facts, beliefs, feelings, and 
attitudes about how the child perceives that things work.” 
 
Language is another critical tool in Benson and Cummins’s (2000) retelling model since it is 
used to convey thinking and understanding. In the developmental model, language needs are 
addressed through both surface structure and deep structure. Students use both in retelling. First 
they use deep structure as they come up with ideas and thoughts about a story. They use surface 
structure as they communicate those thoughts and ideas through oral and written language. 
 
Vygotsky’s (1978) social development theory is integral to Benson and Cummins’s (2000) 
retelling model for teaching comprehension. Vygotsky explained the role social interaction 
plays: 


Every function in the child’s cultural development appears twice: first, on the social 
level, and later, on the individual; first, between people (interpsychological) and then 
inside the child (intrapsychological). This applies equally to voluntary attention, to 
logical memory, and to the formulation of concepts. All the higher functions originate as 
actual relationships between individuals. 
 


Thus social interaction in retelling allows students to bring their experiences through schema to 
the story as well as to learn from the background knowledge of others, which gives students an 
opportunity to begin building meaning at the beginning and throughout the story. 
 
Second graders in this study engaged in the retelling for comprehension process at the story map 
retelling level. It is at this level that students were also introduced to the GO! Chart and Shape 
GO! Map. The GO! Chart consists of a large sheet of butcher or chart paper divided into six 
columns. The columns are labeled Predictions, Vocabulary, Understandings, Interpretations, 
Connections, and Retelling (Benson & Cummins, 2000). The GO! Chart can be used with whole 
groups, as is the case in this study, or with small groups. The chart is used with one story and 
according to Benson and Cummins it can be completed in one day or over the course of several 
days. In this study the chart was completed over a four day period with activities as follows. 
 
On Day 1 students made predictions. First predictions were based on the title alone and written 
on the chart. Next students saw the cover and continued to make predictions that were added to 
the chart. Next the teacher asked students to predict words that might be in the story. Students 
were told that small words like the, is, a, and, what, and at are in all stories and would not be 
added to the chart. Students justified adding the word to the vocabulary section of the chart so as 
to teach students that the words they choose should be connected to the story. The teacher then 
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added two or three words that were essential to story meaning and then explained their meaning 
to students. Next the teacher read the story aloud. Afterwards the teacher guided a discussion 
about story events. Lastly the students and teacher confirmed predictions and story vocabulary 
predictions. 
 
Day 2 began with a review of vocabulary that the teacher added on day one and then a rereading 
of the story. Next the students helped fill out the understanding and interpretations sections of the 
chart. The understandings were details students noticed in the story and the interpretations were 
details students wondered about. The teacher also guided an oral retelling of story events and 
student guided discussion took place either after or during the time students were sharing their 
understandings and interpretations. 
 
On Day 3 students reviewed vocabulary, retold the story orally, and made connections under the 
connections section of the chart. Here the students were asked what the story reminded them of 
such as another story, people they know, their own lives, or a similar situation. Students had to 
give the connection between the story and their response so that students learned to make logical 
connections. Any student guided discussion can take place about the story or the connections and 
the teacher may pose questions about important issues that were not brought up during previous 
discussions. 
 
Day 4 involved the Shape Go! Map and the shapes- triangle for beginning, rectangle for middle, 
and circle for end were drawn under the retelling section of the chart. The students helped fill in 
the information that went with each of the shapes and the result was a retelling of the story in 
sequential order. The three points of the triangle stand for character, setting, and plot and the 
corresponding story information was written in each of these areas. The rectangle stands for the 
middle of the story and students tried to capture the story details in just three to four sentences so 
that the story is in sequential order (e.g. First, Next, and so on). The story’s conclusion was 
written in the circle. Decisions about what goes on the Shape Go Map are made through 
discussion and group consensus. 
 
After three weeks of whole group retelling with three different stories, students were given a 
GO! Journal which is a worksheet copy of the GO! Chart so that they could begin to address 
each of the chart sections with a story and the teacher could check for understanding through 
sharing and input of student responses on a larger chart. The whole group process at the 
beginning allowed for teacher modeling and guided practice by students in using the framework. 
By the third week the teacher began to nudge students to be more independent with the 
framework by giving students their own GO! Journal and Shape GO! Map, but still provided 
scaffolded support with discussion after students addressed each section of the chart during each 
story. After six weeks of retelling for comprehension with the GO! Chart and Shape GO! Map, 
students read a story on their own and used the GO! Journal and Shape GO! Map during their 
reading process. 
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Findings 
 
Analysis of focus group interviews before and after retelling instruction as well as the Go! 
Journal and Shape GO! Map documents shows that second grade participants were not only 
capable of learning the retelling for comprehension (Benson & Cummins, 2000) framework but 
also of transferring that framework in whole or in part to their independent reading. Analysis of 
the first focus group interview showed that participants could make predictions but did not use 
story facts to support whether or not their predictions were accurate. Participants noted 
understandings and interpretations by telling what they noticed or wondered about but these 
understandings and interpretations were not always relevant to the story plot. Participant 
connections were personal, as participants did not relate the story to anything outside of their 
personal lives. 
 
In comparison, the second focus group interview revealed that participants were making detailed 
predictions that had a sense of story. Participants were also able to tell whether or not their 
prediction was correct and use story facts to support responses. The researcher noticed that 
although the number of participant understandings or what participants noticed about stories 
remained unchanged, participants were making more interpretations that were related to the story 
plot. Participants also began to make connections outside of their personal lives. 
 
Analysis of GO! Journal and Shape GO! Map worksheets showed that participants, with the 
exception of one below grade level in reading comprehension, were able to transfer the retelling 
for comprehension (Benson & and Cummins, 2000) framework to their independent reading. 
Participants made story and vocabulary predictions and there was some evidence of participants 
using their story predictions to predict vocabulary. The researcher could see that participants 
were making more interpretations that were related to the story plot although some 
interpretations in the form of “I wonder…” statements were either answered implicitly or 
explicitly in the story. The above realization led the researcher to conclude that participants 
could benefit from instruction in making inferences, a skill that is taught in the second grade 
according to the Arizona Department of Education Academic Standards for reading 
comprehension (ADE, 2009). The researcher also noticed a change in connections participants 
made, as they began making connections to other texts as well as the outside world. In using the 
Shape GO! Map, participants, noted characters, setting, and plot; as well as events or details; and 
story conclusion. 
 
The researcher found evidence of higher level thinking in participant responses according to 
Anderson and Krathwohl’s (2001) categories within the cognitive process. Participants showed 
higher level thinking in using the Understand, Apply, and Analyze processes in responses that 
made comparisons or differentiations, and in applying the framework during independent 
reading. The retelling for comprehension (Benson & Cummins, 2000) framework supported 
higher level thinking in second graders because the framework learned and used in whole group 
instruction can be applied to many other stories to construct meaning. In using the framework, 
participants were tasked with noticing details and generating questions, which resulted in their 
making comparisons, differentiations, evaluations, and connections. The framework supports 
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high level thinking because students are forced to do the thinking, as they respond to the 
framework’s elements. 
 
Implications for Social Change 
 
This study has social change implications at a broad spectrum level as well as a more specific 
level. Broadly, this study will add to a limited literature base on retelling as a comprehension 
strategy. Although some literature exists on using retelling, there is little research on this 
strategy. This research study may result in further exploration of retelling by other researchers 
and give way to new possibilities for reading comprehension instruction. 
 
Thanks to the work of Bruner (1960/2003) and others (Mestre, 2005 & Engle, 2006) in transfer 
of learning, much is known about the critical role transfer plays in new learning. This study 
shows how transfer can occur as second grade students apply knowledge of organizing and 
analyzing stories, through whole group instruction, to the stories they read independently. This 
study also shows that transfer can occur even in part for students and this may lead to future 
studies on maximizing transfer for students or on strategies that are optimal for transfer to take 
place. 
 
There is also the potential for this study to change teaching practice. The two teachers, whose 
students participated in this study, had an opportunity to see the influence of a retelling for 
comprehension framework on student thinking and responses about stories. The teachers now 
have knowledge of a powerful strategy that can be used not only with the current group of 
students but also with students in classes for years to come. Furthermore these teachers, with 
their knowledge of retelling, also have an opportunity to influence other teachers in their school 
and district. 
 
The retelling for comprehension (Benson & Cummins, 2000) framework has social change 
implications for the classroom as well. Having a framework for thinking about and 
comprehending stories gives all students access to comprehension and thus an opportunity to be 
successful. This study has shown that the retelling framework is not a strategy for a few select 
individuals; rather it can be used by students with reading comprehension levels above, at, and 
below grade level. Comprehension is about making meaning out of what has been read (RAND 
Report, 2002) and texts even at different reading levels carry a message for the reader to explore 
and unlock. Thus the retelling framework can be useful for readers of different levels, as they 
apply it to many other stories and strengthen their comprehension skills. 
 
Summary  
 
This qualitative case study explored how second graders transfer a whole group retelling for 
comprehension (Benson & Cummins, 2000) framework to independent reading. Study findings 
showed that students were able to transfer, even in part, the retelling framework to their 
independent reading, as participants responded to focus group interview questions related to the 
framework and used components of the GO! Journal and Shape GO! Maps independently to 
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show their understanding of stories. Implications for social change extend from the classroom, 
where retelling can affect student comprehension to the research community, where the study 
can contribute to research and be a starting point for additional studies. 
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Abstract:  Virtual environment, Web 2.0, and cloud computing technologies offer significant benefits to 
educators towards enhancing face-to-face and online courses.  Their utility was demonstrated via 
immersive learning tours conducted for information technology graduate students at the University of 
Maryland University College.  Virtual environments are illustrated through Second Life, Web 2.0 via 
Twitter and Twibes, and cloud computing through Google Docs.  As avatars, students visit educational 
sites in Second Life experience virtual demonstrations, presentations, and simulations.  Twitter and 
Twibes are used as platforms to capture students’ experiences in real time.  Google Docs is utilized to 
compile students’ reflections within a collaborative online environment.  The technologies provide a 
new, rich, and effective educational platform that supports the pedagogical objectives of being engaging, 
interactive, and reflective.  In this paper, the procedures for integrating virtual environments, Web 2.0, 
and cloud computing technologies are described; target outcomes from the immersive learning tours are 
identified; students’ reactions to the technologies, based on a comprehensive survey, are presented; 
recommended teaching strategies, for educators who intend to conduct their own educational tours, are 
listed; and future plans on using cutting edge technologies for teaching and learning are revealed.   
 
Keywords:  Virtual Environments, Web 2.0, Cloud Computing, Innovative Teaching. 
 
 
 
1.  Introduction 
 
Virtual environments, Web 2.0 technologies, and cloud computing represent the underlying foundations 
for the next generation Internet.  It is important for educational institutions to explore these technologies 
and understand how to leverage them towards meeting their objectives.  Among the objectives of the 
University of Maryland University College (UMUC) and its Information Technology Systems (ITS) 
graduate program is to raise the level of students’ engagement, satisfaction, and learning through 
creative application of cutting edge technologies.   
 
A novel approach that addresses the objectives of UMUC and ITS, as well as supports the learning 
objectives of core ITS courses, involves conducting immersive tours of virtual educational sites.  The 
approach has been developed by the authors and applied to two core graduate ITS courses, ITEC 610 
and ITEC 620, which combined have approximately 900 students enrolled in multiple sections each 
semester.  The tours began in Fall 2009 and, because of their success, have continued for each 
subsequent semester. 


 
The tours integrate immersive virtual environment, Web 2.0, and cloud computing technologies through 
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utilization of Second Life, Twitter and Twibes, and Google Docs, respectively.  Second Life is used to 
identify and conduct immersive educational tours at sites with demonstrations, presentations, and 
simulations relevant to course objectives.  Twitter and Twibes are applied to capture students’ 
experiences in real time.  Google Docs is used to synthesize students’ reflections and to produce a 
collaborative presentation.   
 
The unique integration of virtual environment, Web 2.0, and cloud computing technologies resulted in 
the creation of a new rich, engaging, and interactive educational platform supporting student learning 
and reflections.  The students “learn by doing,” experiencing firsthand the cutting edge technologies that 
represent the next generation Internet, and participating in dynamic demonstrations and simulations.  
Faculty members also gain from the experience by being exposed to new technologies they can utilize in 
other courses and programs.  Both students and faculty benefit from the rich classroom discussions that 
precede and follow tour sessions. 
 
This paper is organized in the following manner.  First, the pedagogical goals of the virtual tours are 
discussed.  Next, the utilized technologies and applications are defined, and the tours conducted in Fall 
2009 and Spring 2010 are described.  Further, recommended teaching strategies, based on lessons 
learned from the tours, are presented; highlights of student survey results are revealed; and future plans 
on using emerging technologies in teaching and learning are shared.  Finally, conclusions which 
summarize the outcomes of this innovative approach are presented. 
 
2.  Pedagogical Goals 
 
The following pedagogical goals were established for the presented technologies integration approach. 


 
• Introduce students to the emerging technologies that will lead to the Next Generation Internet:  


virtual environments, Web 2.0, and cloud computing.   
• Identify the optimal technologies, tools, and teaching strategies for establishing an effective 


learning platform that both engages students and supports their ongoing reflections. 
• Enhance the course learning objectives and the teaching of emerging IT topics for two core 


courses of the ITS graduate program:  ITEC 610 (Information Technology Infrastructure) and 
ITEC 620 (Information Technology Foundations).   


 
The ITEC 610 course objectives, relevant to the virtual tours and listed below, were attained by 
introducing a novel perspective on how data and information can be delivered, demonstrating how 
emerging technologies can support learning, and having students discover a new social-economic order 
for study and discussion.  The technologies also reflected recent developments in the IT field.   
 


• Analyze the underlying nature of data and information such as its digital measure, 
characteristics, formats, and processing. 


• Demonstrate how the components of IT fit together to form useful systems that are responsive to 
organizational needs.   


• Assess the utility of IT in the operations, decision making, and investment of organizations.   
• Identify and appraise the principal economic, social, and cultural issues raised by the 


applications of IT.   
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• Show currency with events and developments in the IT field.   
• Assess the relevance of current events and developments in the IT field to management practices 


and significance to social change. 
 
The ITEC 620 course objectives, relevant to the tour and listed below, were attained through interactive 
virtual demonstrations, presentations, and simulations on distributed data processing, and computer 
hardware and architectures.  Students could relate the online experience to business applications as well 
as trends in information technology. 
 


• Describe fundamental functions, architectures and applications of distributed data processing.   
• Define, evaluate, and compare major IT components:  computer hardware, operating systems, 


and communication networks. 
• Identify and delineate modern computer architectures and the concepts involved in designing 


input/output devices and memory systems.   
• Apply concepts and techniques to business applications. 
• Evaluate trends in IT and their impact on the future developments. 


 
3.  Technologies and Applications  
 
3.1.  Virtual Environments 
 
Virtual environments provide a venue for supporting social networking, entertainment, collaboration, 
and even business opportunities.  Although a virtual environment appears to be like a video game, there 
could be real-world consequences to the activities undertaken in this world, such as generating income; 
therefore, these environments go beyond games.  Virtual environments allow its members to build their 
own worlds, create social relationships, and participate in a virtual economy using simulated currency.  
The economic and social activities in these worlds create unique opportunities for users to pursue 
economic, social, fantasy, and real activities, such as learning (Mennecke, 2008).  Virtual environments 
offer a new dimension in learning.  The students can develop their own persona in the form of avatars, 
experience new modes of movement, such as flying, and discover new worlds of wonder. 
 
The Second Life virtual environment was selected as the learning platform for the virtual tour.  It is a 
popular web-based world, created by Linden Lab, that provides for virtual business, education, and 
entertainment opportunities.  Many businesses and universities have established a virtual presence in 
Second Life.  It is also the most promising virtual platform for supporting collaborative online learning 
(Tsiatsos, Konstantinidis, Ioannidis & Tseloudi, 2009).  Going on guided tours in Second Life, students 
can explore new educational sites, interact and communicate with other users’ avatars, participate in 
interactive demonstrations and simulations, and attend informative virtual meetings and conferences.  
There is no fee to obtain an account in Second Life or to visit the virtual worlds but there is a charge for 
a higher level of technical support, for virtual goods and for acquiring an island for building purposes. 
 
3.2.  Web 2.0 
 
“Web 2.0,” a term coined by Tim O`Reilly in 2004, refers to the second generation of web technologies 
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that is characterized by user communities and a wide range of services, including social networks, blogs, 
wikis and folksonomies, all encouraging collaboration and efficient exchange of information among 
users (Master Base, 2010). 
 
One of the two Web 2.0 applications selected for the virtual tour is Twitter, a social media service for 
transmitting and receiving short messages, called tweets.  The tweets are displayed sequentially on the 
Twitter page, as well as on pages of subscribers who “follow” the author.  The maximum length of each 
post is 140 characters, which is why the use of Twitter is often called microblogging.  The other selected 
Web 2.0 application is Twibes.  A twibe consists of a group of Twitter users with common interest or 
purpose.  By joining a twibe, users are able to post tweets in one thread with the rest of the twibe 
members.  The Web 2.0 applications for the virtual tour were chosen because Twitter is the market 
leader in its particular niche and available at no cost via the Internet.   
 
3.3.  Cloud Computing 
 
Cloud computing is defined by the National Institute of Standards and Technology as a “model for 
enabling convenient, on-demand network access to a shared pool of configurable computing resources 
(e.g., networks, servers, storage, applications, and services) that can be rapidly provisioned and released 
with minimal management effort or service provider interaction” (Mell & Grance, 2009).  Among its 
capabilities, cloud computing involves transferring part or the entire technical infrastructure (such as 
resources, software, and information) to the “cloud” or the Internet.  For example, instead of housing 
applications and data on the client computer, they are stored on a third party server.  The platform 
selected for the presented approach is an example of the software as a service (SaaS) cloud delivery 
architecture model (Cloud Security Alliance, 2009). 
 
The cloud application used in the presented approach is Google Docs, selected because of its 
collaborative functionality.  It is an online cloud-based office suite similar to Microsoft Office that 
includes a word processor, a spreadsheet, and a presentation application.  Unlike the traditional 
Microsoft Office, it enables users to create, edit, and store documents completely online.  All Google 
Docs tools have collaboration capabilities that allow multiple users to share, review and edit the same 
online document.   
 


4.  Virtual Tours 
 
4.1.  Background 
 
The virtual tours are journeys of shared learning experiences using the virtual environment Second Life, 
the Web 2.0 tools Twitter and Twibes, and the cloud application Google Docs.  This integration of 
technologies and applications are the first of their kind for the UMUC Graduate School and were 
utilized in classes initially in Fall 2009.   


 
Three to four days before the tour, students were requested to complete a list of preparation activities.  
They had to review user tutorials tailored for ITEC students (Bojanova & Pang, 2009-2010) and 
complete a readiness checklist.  They were required to review and comply with the UMUC Code of 
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Student Conduct (UMUC Code of Student Conduct, 2010) and the Second Life security guidelines 
(Second Life Online Safety, 2010).  They had to create accounts on Second Life, Twitter, and Twibes 
and complete the beginners’ tutorials that Second Life requires.   
 
At the beginning of the tour, the students logged into Second Life, teleported to the UMUC Second Life 
Island, and watched a short introductory briefing (Figure 1).  The island serves as a “launching pad” for 
tours and its virtual campus provides a site for real-time presentations and lectures (UMUC Second Life 
Island, 2010).  The presentation covered the following topics: 
 


• Objectives of the tour 
• Utilized technologies and applications 
• Virtual educational sites to be visited 
• Lessons learned from past tours 
• Activities schedule 
• Questions and answers 


 


 
 


Figure 1:  Tour introductory briefing at the UMUC’s Island. 
 


During the actual tour sessions, two faculty members were assigned as “tour guides” to direct students 
within each location, monitor their actions, and assist them on technical issues.  One of the tour guides 
welcomed the students and guided them to the educational sites.  The other guide monitored for late 
arriving students, students with technical issues, and responded to questions.  During the course of a 
tour, the students teleported to appropriate Second Life locations through SLURLs (Second Life URLs) 
that are precisely defined by Second Life three-dimensional coordinates.   
 
At each educational site, one of the guides provided background information about the site, explained 
the key activities at the site such as demonstrations, presentations, and simulations, and responded to 
student questions.  Typically, the guide proceeded through the site and performed the activities as an 
example to the students.  Students were reminded to tweet to Twitter and post to Twibes their immediate 
reflections and to report any technical or navigational issues that they may have encountered.  They 
were also requested to take pictures of their collective experiences using the Second Life snapshot 
capability.  At the end of each scheduled visit, the guide informed the students that it was time to 







International Journal of Arts and Sciences  
3(14): 450 – 466 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


  
 


teleport to the next location and provided its SLURL in the chat area and on the ITEC twibe. 
 
After all sessions were completed, the tour guides requested students to log into Google Docs and post 
their reflections and pictures in a shared presentation file.  This collaborative effort enabled students to 
see and exchange what everyone experienced.  Students were also requested to complete a 
comprehensive survey to measure their reactions to the use of the technologies and the value of their 
educational experiences. 
 
Links to overviews of each tour, tutorials, Twibes accounts, Google Docs presentations, and recordings 
of conducted virtual tours are provided in Bojanova & Pang (2010). 
 
4.2.  Fall 2009 Tour 
 
The Fall 2009 virtual tour encompassed the following four locations: 


 
• IBM Systems Technology Island 
• Cisco Live Conference 
• National Oceanic and Atmospheric Administration (NOAA) Island  
• Siemens Innovation Center  


 
The tour began at the fountain plaza of the IBM Systems Technology Island.  Students were directed to 
the IBM Server Tower where they were able to individually watch educational sessions about the 
System Z10 mainframe, the Power 595 processor, and the blade server center.  The interactive 
environment allowed each student to open the mainframe computer doors and explore its parts (Figure 
2).  After the educational experience, the tour group had complimentary espressos and lattes, and sat on 
comfortable chairs and sofas to relax.   
 


 
 


 
Figure 2:  Virtual demonstration of a mainframe computer. 


 
The next tour location was the Cisco Live Conference, an education and training event for IT, 
networking, and communications professionals, which in summer 2009 was held both in real life in San 
Francisco and virtually in Second Life.  During the visit, students watched the conference keynotes and 
highlights, panel discussions on education in virtual environments and on sensor networks, and experts’ 
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technical chats on wide area network services, products for the remote workforce, and secure unified 
communications.  The students were amused while visiting the gift center, where they picked up wizard 
hats and boxed gifts.  Because of this visit, students gained knowledge about emerging 
telecommunications trends and concepts by attending the virtual asynchronous conferences.  Despite 
their physical location, students were able to listen to world renowned experts and stimulating 
discussions on emerging technologies and issues. 
 
Subsequently, the students teleported to “NOAA Island” which features dynamic simulations and 
activities related to the National Oceanic and Atmospheric Administration (NOAA).  The students 
experienced flying above a real-time weather map, hanging precariously from an ascending weather 
balloon, observing the life cycle of a glacier in a time-lapse simulation, and experiencing being in the 
middle of a tsunami.  Through this experience, students learned about and experienced simulations made 
possible by the immersive Second Life technology.  These simulations provided an engaging approach 
to toward understanding NOAA’s roles and responsibilities. 
 
At the close of the tour was a visit to the Siemens Innovation Center.  Siemens is Europe's largest 
engineering conglomerate, focusing on manufacturing, energy, and healthcare, and their Second Life 
center features innovations in each of these areas.  The students experienced designing and creating 
rocket-propelled scooters (Figure 3) that their avatars were able to ride in the sky.  As a result of this 
visit, students were exposed to cutting edge engineering techniques and technologies developed by 
Siemens and experienced first-hand the engineering design process from conception to implementation. 
 


 
 


Figure 3:  Virtual simulation on creating a rocket-propelled scooter. 
 
4.3.  Spring 2010 Tour 
 
During the tour from Spring 2010, students visited the following four sites: 


 
• Sun Microsystems Public Sim 
• IBM Systems Technology Island 
• US Military Veterans Center 
• Genome Island 
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After the introductory briefing at the UMUC Second Life Island, the students visited the Sun 
Microsystems Public Sim Island where they were introduced to the Evolving Data Center.  The exhibit 
illustrates the challenges in migrating from a legacy to a futuristic data center showing dynamically the 
various scenarios by which such an evolution can be achieved (Figure 4).  Through this visit, students 
learned about the data center – most of whom have never visited such a facility.  They gained an 
understanding of the structure and issues associated with its current architecture and discovered the 
recent breakthroughs in data center design. 


 


 
 


Figure 4:  Virtual demonstration of an evolving data center. 
 
Next, the students teleported to the IBM Systems EduCenter and its BladeCenter Serviceability Pavilion.  
Through virtual simulations, they were able to learn how to add a blade to an IBM BladeCenter and how 
to replace a faulty dual in-line memory module in an IBM BladeCenter S Chassis Server.  Because of 
this visit, students appreciated the simplicity of the modern designs of server architecture by actually 
experiencing the technical procedure needed to maintain them.  Such kind of virtual experience is 
difficult to replicate in real life. 
 


 
 


Figure 5:  Virtual simulation on replacing faulty memory. 
 
The US Military Veterans Center was the next destination of the tour.  It is a virtual center supporting 
the needs of American veterans, their families, and supporters by providing links to veterans’ 
information and benefits.  At this site, the students had a stimulating skydiving experience.  Thus, 
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students gained an appreciation of the needs and requirements of military veterans and the fact that, 
despite some veterans may be physically disabled, they are able to readily access veterans’ information 
and benefits at this virtual site. 
 
Finally, the tour group went on a scavenger hunt on Genome Island, built by the Texas Wesleyan 
University.  Although designed to support genetics classes for undergraduate biology students, Genome 
Island is open for anyone to experience.  Among the places visited was the Gene Tower, which includes 
in its multistory structure information and activities on genes, chromosomes, and DNA strands.  The 
island included activities involving exploring the inherited traits that can occur from generation to 
generation.  Therefore, students gained valuable learning experiences in the world of genetics through 
exploration and self-discovery and, in particular, conduct virtual genetic experimentation that in the real 
world takes years to accomplish.   
 
4.4.  Student Deliverables  
 
In addition to Second Life (which represents virtual environments) the students utilized Tweeter and 
Twibes as representative tools of Web 2.0 technologies.  The twibes created for the tours are named 
ITEC and ITEC-Spring2010 (Figure 6).  Before starting the tour, the “tourists” were instructed to create 
Tweeter accounts and to join an ITEC twibe.  The ITEC twibe was utilized by students during and after 
the tour to share their immediate impressions.  They tweeted about which destinations they liked the 
most, which activities were the most useful and exciting, and what they discovered outside of the tour 
rout.  The students stated that they learned a lot, had fun, and would like to do similar tours again.  The 
ITEC twibes served also as a place from where lost in Second Life students we directed to the current 
group location. 
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Figure 6:  Excerpts from ITEC Twibes. 
 
 
Finally, in addition to Second Life, Tweeter, and Twibes, the students utilized Google Docs which 
reflects the cloud computing technology.  The PowerPoint like presentation document created for each 
tour in Google Docs was named “The ITEC Virtual Learning Tour” (Figure 7).  After each tour, the 
“tourists” were asked to collaborate by populating the presentation with content.  Each student was able 
to place snapshots taken from Second Life, as well as notes and conclusions and insert them among the 
items already placed by other students. 
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Figure 7:  Excerpts from Google Docs Presentations. 
 
5.  Recommended Teaching Strategies 
 
Valuable lessons learned have been gained from managing the virtual tours.  They translate directly to 
recommended teaching strategies for future virtual activities.  The following are the strategies, organized 
by the three phases of the tours:  preparation, activity, and post-activity.   
 
5.1.  Preparation 
 


• Select Second Life sites based on educational value, interactive activities and global reach:  The 
locations have to be directly relevant to the course material and yet be interactive and engaging.  
These are key pedagogical goals.  During a virtual tour, students can interact with avatars from 
other countries and visit sites owned by foreign entities.  These experiences provide broad 
exposure to foreign concepts and ideas and establish international collaborative opportunities.  
Therefore, site selection should include those which provide a global perspective. 


• Prepare clearly written activity tutorials:  Students lost in Second Life might delay the tours 
while tour facilitators search for them.  A navigation guide helps students explore sites that often 
do not have clear maps or guideposts.   


• Check hardware requirements:  Second Life requires use of a recently manufactured computer 
with a relatively powerful graphics card (Second Life System Requirements, 2010).  Students 
with older computers will experience accessibility issues.  Before joining an activity, the students 
have to check their system audio and video readiness.  A high bandwidth connection is also 
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recommended.  If students have computers which fail to meet minimum hardware requirements, 
provide them with access to those that do meet the requirements or provide an alternate 
assignment for them such as a research paper on virtual environments. 


• Ensure students are prepared for the activity:  The start of an actual virtual tour is not the time for 
students to do account setups or avatar design, nor to check audio and video functionality, or 
provide registration information.  The preparations have to be made before the actual activity if 
the focus during the tour is to be on the learning experiences. 


• Use the activity to expose students to emerging technologies:  Second Life itself is an example 
application of the next generation of the Internet.  Second Life is a new social and cultural 
community that has its own citizens, economy, and social norms.  Twitter represents a social 
networking phenomenon that has captured the attention of prominent newsmakers, well-known 
politicians, and celebrity performers.  Google Docs and other cloud applications represent an 
emerging architecture for computing and managing data and information.   


• Provide a provisioning process that will ensure that only authorized students attend the tour:  
During one of the sessions, a student not part of the touring class joined in without prior 
authorization.  Although the student in question did not create any problems, it is important to 
validate the students who attend these tours to ensure security during the course of the tour.   


 
5.2.  Activity 
 


• Assign multiple activity facilitators:  Some students can be laggards, others aggressive explorers; 
some experience technical issues, still others engage in unacceptable behavior.  So the activity 
facilitators, who typically are faculty members, must closely monitor the students.  As a rule of 
thumb, each activity requires a minimum of two primary facilitators.  In addition, for virtual 
tours, at least one active “avatar herder” is required for every 12 students. 


• Use proper tools for communication:  Avatars can communicate in Second Life through text-
based chat or voice.  For the virtual environments, voice communication was found to be much 
more efficient.  However, if many participants have their voice devices on, unwanted sound 
effects may occur.  So it is recommended that only activity facilitators use voice at all times, 
while the tourists communicate mainly through text-based chat. 


• Creatively utilize the integrated technologies:  For example, use the ITEC Twibe to direct 
students lost in Second Life to the current group location through direct teleport SLURLs. 


• Monitor tour duration:  Virtual tours are scheduled to last one hour.  However, they often end up 
lasting up to two hours.  Students become easily engrossed in the virtual environment and the 
fascinating tour sites.  So, facilitators have to know when and how to put an end to the group 
activity. 


 
5.3.  Post-Activity 
 


• Provide reflective assignments:  It is important, after the virtual activity, to reinforce the 
connection between the learning experience and the course content.  One way to achieve this is 
through reflective assignments, which document highlights of the activities and measure the 
level of learning gained by the students. 


• Integrate the experience with the rest of the course activities:  Encourage faculty to reference the 
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activity during subsequent lessons, conduct follow up class discussion sessions, and include 
questions about the activity in quizzes and examinations. 


• Student assessments are needed to achieve the learning objectives of the assignment:  It was 
observed that the quality of the student deliverables improved if these deliverables are graded. 


 
6.  Student Survey Results 
 
At end of the tour activities, the students were asked to fill out a comprehensive survey.  The sample 
size is 25 students.  The demographics of the sample are as follows:  78% male; 73% with average 
technical skills, 87% employed full time; 13% in the 16-26 age range, 30% in each of the 26-35 and 36-
45 age range, and 26 in the 46-55 age range.   
 
Most students found the tour tutorials and instructions useful (88%).  Many indicated that the 
preparation effort for the tour was not an issue (76%) and that the preparation time was reasonable 
(92%):  averaging between half an hour and five hours.  Students spent time at the tour sites on average 
two hours.  Table 1 shows an overview of the survey results from the ITEC virtual educational tours.   
 


Table 1 – Overview of virtual tours survey results. 
  Definitely Not No Maybe Yes Definitely Yes 
Engaging and interactive 0.0%  4.0%  8.0%  60.0%  28.0%  
Supports collaboration 0.0%  8.0%  8.0%  48.0%  36.0%  
Provokes curiosity and sense of discovery 0.0%  4.0%  4.0%  56.0%  36.0%  
Provokes critical thinking and problem solving 0.0%  4.0%  16.0%  64.0%  16.0%  
Academically challenging 0.0%  12.0%  24.0%  40.0%  24.0%  
Fun experience 0.0%  12.0%  12.0%  32.0%  44.0%  
Want similar activities in other classes 0.0%  20.0%  20.0%  28.0%  32.0% 
 
The survey clearly indicates that the students had a positive and rich experience during the virtual tours.  
A clear majority of them felt that the tours were engaging, interactive, collaborative (students 
commented “helped me meet some of the class,” “it was nice learning with other people”), academically 
challenging, instilled a sense of curiosity and discovery, and provoked critical thinking.  Moreover, their 
strongest reactions were that the experience was fun and that they wanted similar activities in other 
classes (one of the additional comments included “I hope we can implement this in ITEC 630 and 640” 
which are the other core ITS courses).  These indicators show that the virtual tours have achieved key 
pedagogical goals as well as being fun and entertaining to the student.  This is a difficult combination to 
achieve in any classroom activity. 
 
The integrated technologies helped most students learn about Web 3.0 (virtual environments) (75%), 
cloud computing (67%), and Web 2.0 (58%).  They liked the most using Google Docs (70%), Second 
Life (63%), and the least Tweeter and Twibes (25%).  More details on the three technologies survey 
results are shown in Tables 2, 3, and 4. 
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Table 2 – Overview of Second Life (Virtual Environments) survey results. 
  Definitely Not No Somewhat Yes Definitely Yes 
Liked using Second Life 8.3%  16.7%  12.5%  37.5%  25.0%  
Helped learn about Web 3.0 0.0%  8.3%  16.7%  45.8%  29.2%  
Second Life enhanced WebTycho classroom 4.2%  4.2%  16.7%  33.3%  41.7%  
Teleporting was easy 0.0%  4.2%  33.3%  33.3%  29.2%  
Simulations (like server blade replacement) 
enhanced ITEC course objectives 


0.0%  12.5%  16.7%  45.8%  16.7%  


 
Seventy-five percent of the students found that Second Life enhanced the standard online classroom.  
They enjoyed teleporting (a comment was “cloud teleport - real cool”) and found that the virtual 
simulations enhance the course objectives (63%). 


 
Table 3 – Overview of Twitter/ITEC Twibe (Web 2.0) survey results. 


  Definitely Not No Somewhat Yes Definitely Yes 
Liked using Tweeter/Twibes 8.3%  29.2%  37.5%  8.3%  16.7%  
Helped learn about Web 2.0 0.0%  8.3%  33.3%  45.8%  12.5%  
Enhanced communication during tour 0.0%  20.8%  33.3%  33.3%  12.5%  
Liked integration of SL and Twibe 8.3%  20.8%  29.2%  20.8%  20.8%  


 
The integration of Tweeter and Twibe with Second Life was appreciated by less than 50%.  However, it 
should be kept in mind that most students used Twibes for help requests. 
 


Table 4 – Overview of Google Docs (Cloud Computing) survey results. 
  Definitely Not No Somewhat Yes Definitely Yes 
Liked using Google Docs 0.0%  4.2%  25.0%  29.2%  41.7%  
Helped learn about Cloud Computing 0.0%  8.3%  25.0%  33.3%  33.3%  
Enhanced collaboration after tour 0.0%  8.3%  20.8%  33.3%  33.3%  
Liked integration of SL and Google Docs 0.0%  8.3%  20.8%  41.7%  25.0%  


 
Most students appreciated the integration of Second Life and Google Docs (67%) and the collaboration 
after the tours.  A significant majority of them (83%) stated they will use Google Docs again. 
 
In addition, the students listed as the most valuable aspects of the tours the exposure to new technologies 
(“experience… I would not have otherwise attempted,”) the online collaboration and communication, 
cloud computing and Google Docs, Second Life (“heard about it but never looked into using it before.”)  
Although most of the students stated they could not think of any non-valuable aspects, some did not find 
Tweeter and Twibes useful, while others would prefer that this time-consuming activity be for credit. 
One of the comments at the end of the survey is as follows:  “This technology has a tremendous upside 
for educational purposes.  The biggest problem will be the high hardware requirements to run the 
applications.  However, as the technology come together at the desktop level it could easily be integrated 
into almost any class as an additional tool for teaching, content delivery, study groups, and online 
collaboration.” Other students’ comments include the following: 
 


• “It is a fun way of learning.” 
• “It was great.  It gave me the desire to come back to SL, which I did to continue to explore.  I 
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would call that successful.” 
• “Would like to continue to meet others in SL.” 
• “Gained a lot of insight on the advent of things to come.” 
• “Really interesting, Twibes and all.” 
• “Good to see new forms of communication.” 
• “The Cisco tunnel has a bunch of useful information.” 
• “Great, I was able to explore various islands both as part of the tour and on my own, seeing an 


“Island I would never have found on my own.” 
• “SL, Tweeter/Twibes, and Google Docs work very well together to use in a group project.” 
• “I think Google Docs is a great tool and has the position of working with lots of groups from 


non-profits to small businesses.” 
• “Want to participate more actively.” 


 
7.  Future Plans 
 
The success resulting from the presented approach motivated the authors to develop the following plans. 
 


• Establish rubrics for assessing student performance. 
• Provide concepts and direction on how faculty members can learn about the underlying 


technologies and better manage virtual tours. 
• Identify new exciting virtual sites, which are relevant to course objectives and reflect current 


trends.   
• Investigate the use of mobile devices, such as iPad and iPhone, for tweeting to the ITEC Twibe 


in parallel to using a computer to navigate in Second Life.   
• Address technical challenges such as the need for powerful graphics cards.  For example, 


identify ways for virtualized access to Second Life to facilitate students who lack appropriate 
hardware.   


• Explore solutions to tour management issues such as addressing students’ curiosity which often 
leads them away from the tour. 


• Locate efficient tools for recording virtual tours to be shared with other students and faculty.   
• Further develop the demonstrated ideas on combining virtual environments, Web 2.0, and cloud 


computing technologies for enhancing teaching and learning.   
• Search for promising new tools and technologies which support virtual tours. 


 
8.  Conclusions 
 
The presented novel approach reflects the fact that UMUC is at the forefront of educational 
technologies.  The virtual tours, aimed at enhancing course objectives, have proven to provide a new, 
rich, and effective improvement to the current educational platform.  They support the pedagogical 
objectives of being engaging, interactive, and supportive of student experiences reflection.  They are 
academically challenging and stimulate students’ curiosity, sense of discovery, critical thinking, and 
problem solving.  According to the survey results, the students find the approach of integrating virtual 
environments, Web 2.0, and cloud computing technologies highly valuable and support further use.  By 
maximizing the students’ learning experience via cutting edge technologies, it can be expected that 
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student satisfaction and retention will rise. 
 
One key challenge in implementing the approach is that teaching professionals will need to become 
familiar and comfortable with utilized technologies and learn how to implement them at strategic points 
in their courses.  To address this challenge, educators have to understand the benefits from utilizing 
emerging technologies.  As supported by the tours’ survey results, students truly enjoy their experiences 
in the presented novel environment and want to return and learn more new concepts and ideas.  This 
innovative and engaging approach is conducive to a higher order of learning and is clearly warranted for 
the future.  The challenge can be overcome also through displayed acceptance and commitment by upper 
level institutional managers and their providing moral and resources support towards the utilization of 
these technologies.  The expected reward from such a commitment is a clear return on investment such 
as raised pedagogical standards, increased student satisfaction and retention rates, and enhanced 
institutional reputation in terms of innovation. 
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Abstract: In many undergraduate STEM programs, design and research experiences are 
delayed until the senior year. As a consequence students often lack the creativity, initiative 
and ability to develop robust design solutions. This paper describes a curricular strategy that 
improves the full range of skill sets critical to capstone success. Students successively and in 
parallel encounter courses that strengthen key liberal education skills: critical thinking, 
quantitative reasoning, teamwork, communications and information literacy.  
 
In response, a progressive curricular structure called Capstone Performance Recovery (CPR) 
was developed and implemented within a course sequence in the undergraduate Mechanical 
Engineering Technology (MET) Program. Strategically positioned in core topical areas, CPR 
courses gradually introduce challenging and open-ended assignments that foster integration 
of knowledge and skills. Students work independently in seeking and synthesizing 
information and ultimately emerge better prepared to tackle the rigors of design. In addition, 
each course contains embedded assessments that mirror those in the capstone course. CPR 
also liberates the instructor to become a mentor whose focus is on fostering higher level skills 
as students assume greater responsibility for their learning experience. 
 
At a course level, students gradually progress toward an open-ended design. CPR 
successfully engages students in inquiry and learning, gradually building toward intellectual 
and practical challenges without pre-determined outcomes. To accomplish this, each course 
contains a cluster of interconnected laboratories organized in a pyramidal block-like system. 
These blocks are: (1) classical experiments, (2) jigsaw experiments, and (3) design of an 
experiment. This structure delivers an array of experiences, builds on already existing skills 
and knowledge, and connects them in a logical way. CPR facilitates development of problem 
solving skills as students become active participants in discovery.    
 
Keywords: design of an experiment, capstone, open-ended design. 
 
 
Introduction 
 
This paper describes a progressive curricular structure that was developed and implemented 
within a course sequence in the undergraduate Mechanical Engineering Technology (MET) 
Program. Capstone Performance Recovery (CPR) successfully engages students in inquiry 
and learning, gradually building toward intellectual and practical challenges without pre-
determined outcomes. The primary learning objective of CPR is to improve the full range of 
skill sets critical to capstone success. Students successively and in parallel encounter courses 
that strengthen key liberal education skills: critical thinking, quantitative reasoning, 
teamwork, communications and information literacy.  
 
In conventional undergraduate engineering (E) and engineering technology (ET) curricula, 
design and research experiences are delayed until the capstone project. The consequence is 
that many students lack the creativity, initiative and ability to develop robust design 
solutions. In most E/ET laboratory courses, students are required to perform and document 







 


work on 10-12 experiments during the semester. Instructions are specific and detail what is to 
be constructed, measured and calculated. The primary learning objectives are to: operate the 
measurement equipment, take meaningful data, reduce the data, compare data to a theoretical 
model and draw reasonable conclusions. Consequently, the main challenges to students are 
scope and quantity of work. Instructors function as overseers who assist students with staying 
on task. 
 
In this conventional laboratory structure, problem solving and critical thinking skills are not 
fostered because instructions are to be followed rigorously and laboratory reports largely 
consist of duly recorded outcomes and conclusions. This approach is an unimaginative one 
and denies students the opportunity to build experiments and models from scratch, experience 
difficulties, be resourceful and explore different avenues while making decisions along the 
way. Instructors of upper-level courses generally observe that students have great difficulty 
when open-ended design problems are posed. Consequently, there is a strong pedagogical 
need to address the shortcomings that stem from the overuse of well-defined experiments. 
 
A literature survey found that other educators have drawn similar conclusions with regard to 
the pre-capstone experience, and recent papers report successfully evaluating new avenues of 
teaching design preparedness. Truax (2004) introduced teamwork and experimental design 
within an Environmental Lab course prior to the capstone experience. This work illustrated 
the need for more open-ended problem solving. Farahbakhsh et al. (2007) developed and 
introduced a Mass Transfer Operations course in the Environmental Engineering curriculum 
that abandoned the traditional well-defined approach and replaced it with one in which 
students designed, built and tested experiments themselves. Willis (2006) identified in an 
Electrical Circuit Theory course the value of incorporating a progressively challenging set of 
exercises as the semester went on. Truax (2004) and Farahbakhsh (2007) created a new 
course around the concept of a single semester-long design of experiment team project. On 
the other hand, Willis (2006) understood the need for a transitional approach within a single 
course to better prepare for open-ended design. Butler et al. (2005) went so far as to test both 
well-defined and open-ended laboratory structures simultaneously; however, no impact to 
students’ grades in the capstone project was observed. It is worth noting that in each case a 
single-course solutions was tested which speaks to the need for a holistic solution.  
 
CPR addresses the aforementioned need by offering a curricular solution built on an 
innovative set of teaching and learning strategies. CPR was initially conceived for use in the 
thermo-fluids area and successfully piloted in a single fluids course (Milanovic & Eppes, 
2008). Within the course, CPR is organized as a progressive set of interconnected 
laboratories configured in a modular fashion: (1) classical experiments with prescribed 
outcomes, (2) higher level jigsaw experiments, and (3) a student-centric design of an 
experiment (DoE). This new laboratory structure builds on already existing skills and 
knowledge, connects them in a logical way and engages students in inquiry and learning, 
gradually building toward intellectual and practical challenges without pre-determined 
outcomes.  
 
Such CPR courses, strategically placed across core topical areas, contain open-ended design 
problems that foster greater independence and instil higher level intellectual and practical 
skills. Students enter the senior year better prepared to tackle the rigors of capstone design. 
Instructors become mentors as students self-monitor, reflect and assume greater responsibility 
for their learning experience. 
 
Alternatively, CPR may be viewed as a sequence of exercises in undergraduate research. In 
the words of Settles, research is analogous to a jigsaw puzzle (Settles, 2003). Even if the final 







 


picture is known, the task of putting the pieces together is not a predictable one and progress 
cannot be forecast. Early on, only a few pieces may fit, and progress may be painfully slow. 
Discovery is one of twists, turns and outright dead-ends; however, useful information is 
always gained. During the most frustrating moments, a breakthrough may be just around the 
corner, and no matter how the journey ends, students are better prepared for the next design 
challenge.     
 
While earlier work advanced the idea of a course-based solution, CPR advocates a broader 
curricular approach. Students successively encounter courses that successively and in parallel 
strengthen their skills prior to the capstone project. At a course level, students gradually 
progress towards an open-ended problem. One by-product of CPR is the creation of new 
experiments chosen from quality DoEs. 
 
Motivation for Change 
 
The University of Hartford, a private institution, serves a diverse constituency of both full- 
and part-time, graduate and undergraduate students. The College of Engineering, 
Technology, and Architecture (CETA) has a population of about 800 undergraduates. CETA 
is primarily located in the recently-completed Integrated Science, Engineering, and 
Technology (ISET) complex. When ISET was opened in 2005, it provided newly renovated 
as well as some additional space; however, the project did not include major capital 
equipment purchases or a multi-year plan to replenish the infrastructure. 
 
The ongoing challenges faced by CETA are to: 


• Maximize the effectiveness of the laboratory experience 
• More efficiently use space, equipment and faculty resources 
• Modernize teaching-based laboratory equipment  


 
Prior to CPR, thermo-fluids courses in the MET program were taught mostly from a 
theoretical perspective without sufficient hands-on experience. The mechatronics area, 
important for both the MET and Electronic Engineering Technology (EET) programs, had an 
instrumentation laboratory that was under-equipped and the faculty was exploring new ways 
to expand experiential learning using virtual laboratories. 
 
Faced with continuing equipment needs and static budgets, an inventory revealed deficiencies 
particularly in some topical areas. To leverage resources in the thermo-fluids area, students 
were tasked to construct models in the machine shop (Milanovic & Eppes, 2008). In the 
mechatronics area, the use of virtual experiments was undertaken, and a distance laboratory 
system called ALTE (Advanced Laboratory Test Environment) was developed and 
successfully piloted. However, ALTE soon evolved into a complement to the hands-on 
laboratory not a replacement as reported by Eppes & Schuyler (2005) and Eppes & Schuyler 
(2006). 
 
Beyond the cost of equipment and facilities, the development of quality experiments is a 
time-consuming process. This responsibility normally falls on the faculty who teach 
laboratory-based courses and is not shared equally. Laboratory courses are under-credited for 
the amount of work and time that must be invested (Truax, 2004). CPR offers a teaching 
strategy that transforms the laboratory into a more rewarding student-centric environment 
promoting autonomy and self-expression and easing the reliance on equipment technology as 
the primary focus of learning. 
 







 


Structure of CPR 
 
Many E/ET laboratory courses are held captive by a form of linear thinking that perpetuates 
the use of procedurally-based exercises with well-defined outcomes. This conventional 
approach exposes students to measurement techniques and enhances their understanding of 
the fundamental laws of the discipline. However, students struggle with the problems 
inherent in capstone design such as facing uncertainty, overcoming difficulties and 
improvising solutions. Consequently, the drawbacks of this approach are: 


• Critical thinking and problem solving skills are not fostered 
• Faculty oversee rather than mentor the learning process (Truax, 2004)   
• Ongoing investment is required to sustain the equipment base 


 
CPR reorganizes a laboratory course into three progressively challenging modules as shown 
in Table 1. Each module contains one or more experiments that are performed sequentially 
during the semester.  
 
In Module 1: Classical Experiments (weeks 1-4) familiarize students with the lab facilities 
and measurement equipment. Working in teams, students are provided with a set-up and 
procedure to be followed by data acquisition, analysis and a written report. This is often the 
first time students are required to adhere to a technical documentation standard (e.g. 
American Society of Mechanical Engineers). 
 
In Module 2: Jigsaw Experiments (weeks 5-8) are transitional exercises that contain some 
design components. The Jigsaw has defined objectives; however, some instructions are 
intentionally left out leaving students to synthesize the set up and data collection to 
successfully acquire relevant and meaningful data. Although the experimental goal is given, 
the task of filling in the missing pieces is the challenge. A properly designed jigsaw is 
carefully crafted so students can complete the work in the time available, usually two weeks. 
For many students, this is their first experience where completing set up must be done before 
the experiment can be performed. 
 
In Module 3: DoE (weeks 9-14) is the culminating experience in which teams of students 
identify, design and perform a relevant experiment of their choosing. Each team proposes, 
plans and executes the DoE within a limited budget and timeframe. In an end-of-the-semester 
event, formal oral presentations are given to a group of judges consisting of alumni, faculty 
and industry representatives. 
 


Table 1.  CPR components, activities and deliverables 


Module Outline of Activity Deliverables 


Classical Experiments Experiments with conventional set up 
and procedures provided Written report 


Jigsaw Experiments Experiments with defined objectives but 
without a complete set of instructions Written report 


DoE 
Creative exercise in which student 
teams propose and execute a project 
within a limited budget and timeframe 


Formal oral presentation 


 







 


Within a single course, CPR progressively challenges students during the semester. In 
Module 1, teams perform well-defined experiments with established procedures and goals. 
Transitional exercises of Module 2 introduce design uncertainty as students must synthesize 
the missing elements of an experiment. In the DoE of Module 3, success is measured by 
integrating subject matter, inquiry-based learning, coping with adversity and group problem 
solving. 
 
CPR modules occur sequentially beginning with Classical Experiments where students 
perform two labs that span two weeks each with written reports. The learning outcomes of 
Classical Experiments are to: 


• Familiarize students with lab facilities and measurement equipment 
• Provide experience in data acquisition, analysis and data interpretation 
• Logically structure experimental work  
• Acquaint students with reporting requirements 


 
The two Jigsaw Experiments each span a two-week period including written reports. A 
Jigsaw is similar to the Classical Experiment since it has defined objectives; however, some 
set up and/or instructions are intentionally left out requiring students to first synthesize 
missing information in order to collect meaningful data. Consequently, the goal of the Jigsaw 
is to prepare students for more independent work prior to entering the DoE where critical 
thinking and problem solving skills are essential. The learning outcomes are to: 


• Construct models, create a simulation, or design a test bed 
• Gather and utilize relevant information 
• Develop a specific data acquisition plan 
• Synthesize a successful experimental set up 
• Justify, validate, and document the results 


 
The DoE is the culminating experience within a CPR course in which teams of students work 
for five weeks to identify, design and perform an original and relevant experiment of their 
choosing. Students are expected to integrate prior experiences into an independent research 
project appropriate for the course and budgeted funds. Each team brainstorms and prepares a 
project proposal that adequately summarizes the purpose of the DoE. To be acceptable, a 
project must meet the following criteria: 


• Relevant to one or more course topics 
• Suitable in scope of work 
• Original and not a copy 
• Limited in time and budget 
 


At an end-of-the-semester event, each design team delivers a formal oral presentation to a 
group of judges made up of faculty, alumni and an outside panel, some of whom are 
practicing engineers drawn from local industry. The learning outcomes of the DoE are to: 


• Generate concepts and filter down to a single proposal 
• Gather and utilize relevant information 
• Evaluate alternatives within the construct of the experiment 
• Synthesize, design, and conduct the experiment 
• Manage the project within time and budget constraints 
• Report project status in writing on a weekly basis 
• Develop a specific data acquisition plan 
• Collect and perform data visualization  
• Justify, validate, and document the results 







 


• Deliver a formal oral presentation to a panel of judges 
• Assess team skills of peers 


 
As the semester unfolds, students become more engaged in inquiry and learning as they face 
the intellectual and practical challenges contained in a CPR course. An integrated sequence of 
laboratory modules builds on skills and knowledge already gained so that students gradually 
learn to perform at more complex levels of experimental design. 
 
CPR transforms the role of the faculty from one who oversees the successful execution of 
pre-planned experiments to that of a mentor. CPR liberates the instructor to focus on 
fostering higher level skills as students are challenged to assume a greater responsibility for 
their learning experience. By reducing the number of pre-planned experiments and 
introducing a progressive pathway towards discovery, students become better equipped to 
work independently and become more effective in seeking and synthesizing information. 
 
Teaching Strategies 
 
The learning objective of CPR is to improve key liberal education skills in within a program. 
To achieve this objective, the curricular teaching strategy is to embed CPR courses within 
one or more topical areas of a discipline that follow Science, Technology, Engineering, and 
Mathematics (STEM) fundamentals and precede the capstone design. Within the MET 
program, the topical areas of mechatronics and thermo-fluids first appear during the third 
year.  
 
The course teaching strategy employs a three module structure that advances students through 
a sequence of challenge and discovery experiences. Using pre-existing knowledge, students 
perform a set of interconnected experiments and gradually progress toward solving an open-
ended problem referred to as the DoE. 
 
CPR creates a mentored environment that engages students in inquiry and learning, gradually 
building toward intellectual and practical challenges to better prepare for the capstone 
experience. Students explore avenues of choice, build experiments and models from scratch, 
face uncertainty, experience difficulties, utilize their own resourcefulness and synthesize 
different solutions. Students learn to self-monitor, reflect and assume greater responsibility. 
 
A useful by-product of CPR courses is a set of quality DoEs developed by previous 
generations of students. From time to time, some DoEs have been found to be helpful in the 
development of new Classical or Jigsaw experiments. In this sense, CPR functions as a net 
supplier of learning materials that are feasibility tested and qualified by prior student teams. 
The transplanting of learning materials across topical areas becomes a cyclical change engine 
within the curriculum. Each area benefits by mutually sourcing experiments from the others 
forming a continuous improvement process within a course or topical bundle. 
 
Outcome Assessment 
 
CPR assessment takes place on two levels: attainment of course objectives and evaluations of 
student achievement. Course objectives are measured using both quantitative and qualitative 
student/faculty surveys. At the end of each semester, the course evaluation format provides a 
reflective opportunity to examine improvements in student problem solving and critical 
thinking skills, the role of faculty (overseer vs. mentor) and the value of experiments created 
by students in the DoE. 







 


 
To assess student learning outcomes and level of achievement, four course deliverables are 
used: technical reports, team skills rubric, status reports and communication skills rubric. 
This structure and means of deliverable assessment is the same for each CPR course and is 
precisely repeated in the capstone. Table 2 illustrates how each deliverable maps to one or 
more of the liberal education skills that comprise the course outcomes.  
 


Table 2.  Course deliverables 


Deliverable Critical 
Thinking 


Quantitative 
Reasoning 


Team 
Work 


Comm. 
Written 


Comm. 
Oral 


Info. 
Literacy 


Technical 
Reports       


Status 
Reports       


Team skills 
rubrics       


Comm. 
skills       


 
Technical reports are submitted by each team following an experiment. The format is as 
follows: Table of Contents, Abstract, Nomenclature, Introduction, Experimental Setup, 
Procedure, Results & Discussion, Conclusion, Acknowledgements, References, and 
Appendices. A qualitative assessment rubric is used that focuses on the areas of critical 
thinking, quantitative reasoning, written communication and information literacy. Students 
receive feedback and are expected to correct mistakes and improve the quality of future work. 
A numerical grade is assigned to each report based on overall achievement.  
 
Accompanying the technical reports, student teams evaluate members using a team skills 
rubric. Quantitative data is solicited in the areas of gathering information, fulfilling duties, 
sharing workload and listening to others. In addition, qualitative feedback is collected in the 
form of commentary. Team skill results are used along with the technical report score to 
synthesize a grade for each student. Teams skill results may reduce a technical report score, 
but it cannot raise it. 
 
During the DoE phase, teams are required to submit a weekly status report. A worksheet, 
available online, describes the structure and content: scheduled tasks and accomplishments, 
problems encountered and approach to solution, changes to objectives, future activities, 
needed support, and schedule concerns. Status reports are not graded and factored into 
assessment; however, at the discretion of the instructor, a team may be sanctioned and/or 
penalized for failure to report progress on a timely basis. The same status worksheet is used 
in the capstone. 
 
At the end of the semester, a formal DoE team presentation is given in which an outside 
judging panel evaluates both oral and written skills. The evaluation rubric is based on 
rhetorical concepts emphasized in previous communication courses: appropriate for audience, 
organization, graphics, English conventions and delivery. Separate scores for oral and written 
communications are produced. The communication rubric is again the same as that used in 
the capstone. 
 
 
 







 


 
Conclusion 
 
There is a strong pedagogical need to address the shortcomings that stem from the overuse of 
well-defined experiments. Other educators have drawn similar conclusions with regard to the 
laboratory experience, and recent papers report successfully evaluating new DoE courses. 
However, only single-course solutions were put forth, hence the need for a holistic approach. 
CPR addresses the aforementioned need by offering an embedded curricular solution built on 
an innovative teaching strategy. 
 
The DoE component was first implemented in Fall 2002 within the MET program. This led to 
the development of one complete CPR course (fluid mechanics) in Fall 2005. Changes were 
made in the capstone to mirror the assessment structure of CPR in 2006-08, and a second 
CPR course (thermodynamics) was added in 2009.  
 
Over this time, we have experienced the full range of benefits and directly observed the 
development of skills largely gained by designing and successfully performing experiments 
from scratch. Several projects have been featured at the University’s undergraduate research 
colloquium, and CPR has successfully exported models and/or experiments to other courses.  
 
CPR has been found to yield the following transformational benefits to students, instructors, 
laboratory courses, and the curriculum:  


• Students self-monitor, reflect and assume greater responsibility  
• Instructors move from being overseers to mentors  
• CPR laboratory structure sequentially builds critical thinking and problem solving 


skills  
• Knowledge and skills are better integrated across topical areas (e.g. thermo-fluids 


with control systems)  
• The curriculum better reconciles the undergraduate experience with capstone 


expectations 
 
CPR may be expanded to include simulation and virtual experimentation and has the broader 
potential to offer similar benefits to other STEM programs and disciplines.  
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Discriminant and Concurrent Validity of Trait and Ability Emotional 
Intelligence Measures: A Cross-Cultural Study 
 
Jahanvash Karim, CERGAM, IAE, Université de Paul Cézane, France 
Robert Weisz, CERGAM, IAE, Université de Paul Cézane, France 
 
Abstract : Cross-cultural validity of emotional intelligence (EI) scales is a constant concern 
in organizational behavior research. The present study examines the discriminant and 
concurrent validity of the Trait Emotional Intelligence Questionnaire (TEIQue 1.50) and 
Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT 2.0) in French and Pakistani 
cultures. Participants of this study included 228 students from two universities in both culture: 
101 from a university in Aix-en-Provence, France (45 males, 56 females), and 127 from a 
large university in the province of Balochistan, Pakistan (78 males and 48 females, one 
unreported). The discriminant validity was assessed vis-à-vis the Big Five personality 
dimensions and cognitive intelligence and the concurrent validity was assessed vis-à-vis 
positive affect, negative affect, satisfaction with life and psychological distress. In summary, 
this study found that (a) in both cultures the TEIQue scores were distinguishable from the 
MSCEIT, cognitive intelligence, and the Big Five dimensions of agreeableness, 
conscientiousness, and intellect; (b) in both cultures the MSCEIT scores were distinguishable 
from cognitive intelligence and the Big Five dimensions of personality; (c) in both cultures 
the  TEIQue scores were significantly associated with positive affect, negative affect, 
satisfaction with life, and psychological distress; finally (d) in both cultures the MSCEIT 
scores, with few exceptions,  revealed to be unrelated to positive affect, negative affect, 
satisfaction with life, and psychological distress.   
 
Keywords: Emotional Intelligence, Validity.  
 
 
 
Introduction 
The construct of emotional intelligence (EI) has received widespread attention, both within 
popular press and scholarly journals, ever since its inception in the 1990’s. “Few fields of 
psychological investigation appear to have touched so many disparate areas of human 
endeavor, since its inception, as has emotional intelligence” (Mattews, Zeidnern,  & Roberts, 
2004, p. 4). Despite these notable advances, one area of research in EI that remains a 
relatively untouched domain is that of cross-cultural EI research.  Specifically, 
generalizability of EI theory in different cultures (the practice of ‘‘transporting “the EI 
instruments from one culture to other) has led to a concomitant increase in the need for 
researchers to evaluate the quality and, more importantly, the validity of the EI instruments 
across cultures (Ekermans, 2009; Gangopadhyay & Mandal, 2008; Palmer, Gignac, 
Ekermans, & Stough, 2008). If an EI measure fails to show comparable psychometric 
properties across different cultures, then its utility as a psychological construct is questionable 
(Brody, 2004). The psychometric properties (i.e., discriminant and concurrent validity) of the 
EI instruments have seldom been examined with demand and rigor across cultures. 
 
The current study addressed this concern by simultaneously administering the Trait Emotional 
Intelligence Questionnaire (TEIQue: Petrides, Pérez-Gonzalez, & Furnham,  2007) and 
Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT: Mayer, Salovey, & Caruso, 
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2002) alongside other questionnaires, to university student samples from two nations; namely 
French and Pakistani cultures. These two cultures were selected because cross-cultural 
research predominantly involves the comparison of Eastern and Western cultures. According 
to Hofstede’s (1980) cultural dimensions, Pakistan is a typical representative of the classical 
Eastern culture. France is considered as a prototype of the classical Western culture. 
Individualism-Collectivism is a major dimension of cultural variable postulated by many 
theorists (e.g., Hofstede’s,  1980; Triandis, 1986, 1995). This dimension focuses on the degree 
a society reinforces individual or collective actions, achievements, and interpersonal 
relationships. Collectivism typifies societies of a more collective nature, close ties between 
individuals, collective goals and dependence on groups; while individualistic cultures stress 
individual goals and independence. Research indicates that the cultures of Africa, Asia and 
Latin America tend to be collectivistic; while those of Western Europe, Canada and the 
United States tend to be more individualistic (Hofstede, 1980; Triandis, 1986). According to 
Hofstede’s rankings (see www.geert-hofstede.com) Pakistan ranks 14 on individualism which 
is much lower than the world average of 50, reflecting an orientation towards a collectivistic 
culture. France ranks 71, indicating a society with more individualistic attitudes. More 
specifically, the current study had two main objectives. First, we assessed the discriminant 
validity of EI measures vis-à-vis the Big Five personality dimensions and cognitive 
intelligence. Second, we assessed the concurrent validity of EI measures vis-à-vis satisfaction 
with life and psychological distress. 
 
Trait and ability EI measures 
 
Petrides and Furnham (2001) distinguished between trait EI (or emotional self-efficacy) and 
ability EI (or cognitive-emotional ability). Trait EI refers to “a constellation of behavioral 
dispositions and self-perceptions concerning one’s ability to recognize, process, and utilize 
emotion-laden information. It encompasses . . . empathy, impulsivity, and assertiveness as 
well as elements of social intelligence . . . and personal intelligence” (Petrides & Furnham, 
2003, p. 278) and is measured through self-report questionnaires (e.g., Emotional Quotient 
Inventory: Bar-On, 1997; Self-report Emotional Intelligence Test: Schutte et al., 1998; Trait 
Emotional Intelligence Questionnaire: Petrides, Pérez-Gonzalez et al., 2007). Trait EI 
measures ask individuals to reflect on emotional experiences across different situations and 
report their subjective perceptions which are indicative of their predispositions or traits (Lane 
et al., 2009, p. 289). On the other hand, proponents of ability EI suggest that specific “use of 
the term stresses the concept of an intelligence that processes and benefits from emotions. 
From this perspective, EI is composed of mental abilities, skills, or capacities” (Mayer, 
Salovey, & Caruso, 2000, p. 105). Hence, ability EI conceptualizes EI as a pure form of 
mental ability and thus as a pure intelligence and is measured through performance based 
questionnaires. In a performance test examinees are asked to answer questions for which there 
are correct answers. While ability EI captures maximal performance, trait EI aims to capture 
typical performance (see Petrides & Furnham, 2003). The difference between ability EI and 
trait EI (self-reporting EI measures) has been directly reflected in empirical findings 
documenting very low correlations between measure of trait EI and ability EI (e.g., O’Connor 
& Little, 2003; Warwick & Nettelbeck, 2004).  
 
Trait Emotional Intelligence Questionnaire: Petrides, Pérez-Gonzalez et al. (2007). The 
Trait Emotional Intelligence Questionnaire, version 1.50 (TEIQue) (Petrides, Pérez-Gonzalez 
et al., 2007) is the direct operationalization of the Petrides and Furnham’s (2001) trait EI 
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model. The TEIQue is predicated on trait EI theory, which conceptualizes emotional 
intelligence as a personality trait, located at the lower levels of personality hierarchies 
(Petrides, Pita, & Kokkinaki, 2007).The TEIQue is comprised of 153 items that are divided 
into 15 subscales.  The test yields 20 scores: one for each of the 15 subscales, one for each of 
four factors, and a global trait EI score. The TEIQue four factors are: (1) well-being, 
representing how successfully one is able to enjoy life and maintains a positive disposition; 
(2) self-control, representing the ability to regulate one’s impulsions and emotions, as well as 
managing emotional pressures (3) emotionality, representing the ability to identify and 
express feelings, and to use these faculties to maintain close relationships with others; (4) 
sociability, representing interpersonal skills and functioning to assert oneself, as well as, to 
influence others emotions and decisions. Initial research indicates that the TEIQue is reliable 
and has strong cultural robustness (e.g., Germany: Freudenthaler,  Neubauer, Gabler, & 
Scherl, 2008; Belgium: Mikolajczak, Luminet, Leroy, & Roy, 2007). 
 
Mayer-Salovey-Caruso Emotional Intelligence Test Version (MSCEIT; Mayer et al., 2002). 
The Mayer-Salovey-Caruso Emotional Intelligence Test Version 2.0 (MSCEIT; Mayer et al., 
2002) is the operationalization of Mayer and Salovey’s (1997) ability model. This model 
consists of four general EI abilities: (1) Identifying emotions, which involves the ability to 
recognize emotions in oneself and others, as well as the ability to express emotions; (2) Using 
emotions, to facilitate thinking, which involves using emotions to improve thinking processes 
and harness the power of positive moods; (3) Understanding emotions, including the 
complexities and subtleties of emotions as well as their interrelationships; and (4) Managing 
emotions, which involves skills in regulating and controlling felt emotions in a positive 
fashion. 
 
The MSCEIT is known as an ability model of EI because of its capability to measure one’s 
capacity to reason with emotional content and to use the emotional content to enhance 
thought. Respondents are asked to solve emotional problems and rate the extent to which their 
emotional skills are being used. The MSCEIT is comprised of 141 items that are divided into 
8 subsets/tasks (2 for each dimension). The test yields 15 scores: one for each of the 8 subsets 
(i.e., Faces, Pictures, Sensation, Facilitation, Blends, Changes, Emotion Management, & 
Social Management), one for each of four dimensions (i.e., Perceiving Emotions, Using 
Emotions, Understanding Emotions, and Managing Emotions), two area scores, and a total EI 
score. The two areas are named: Strategic EI (combined scores for the understanding and 
managing dimensions) and experiential EI (combined scores for the perceiving and managing 
dimensions). 
 
Initial research has found the MSCEIT to be both reliable and valid. Mayer, Salovey, Caruso, 
and Sitarenios, (2003) reported acceptable reliabilities for total MSCEIT and subscales scores. 
They reported full-test reliabilities of .93 and .91 for consensus and expert scoring. Reported 
reliabilities for experiential and strategic EI were .90 and .90 for consensus scoring and .88 
and .86 for expert scoring. The reliabilities for the four dimensions for both methods of 
scoring were between .76 and .91. Regarding the factorial validity of the MSCEIT, Mayer et 
al. (2003) have demonstrated that one-, two- (experiential and strategic), and four-factor 
models provide good fit to the data, suggesting that each model provides viable representation 
of the test’s underlying factor structure. 
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Hypotheses 
 
Discriminant Validity 
 
Bearden and Netemeyer (1999) define discriminant validity as, “the degree to which two 
measures designed to measure, similar, but conceptually different, constructs are related” (p. 
5). According to them, low to moderate correlation is evidence of discriminant validity. In 
other words, discriminant validity is established if the scores on a test do not correlate with 
variables they are not supposed to correlate with given the nature of the construct 
(Mikolajczak et al., 2007). That is, scores on the EI instruments should not correlate with 
theoretically unrelated constructs.  According to Papadogiannis, Logan and Sitarenios (2009), 
those that intercorrelate between r =.00 and .25 are considered unrelated to minimally related 
with one another. Intercorrelations ranging from r = .25 to .50 indicate minimal to moderate 
overlap, while intercorrelations ranging from r = .50 to .75 are deemed moderate to highly 
related concepts (p. 49). 
 
Since trait EI (self-report measures) assesses emotion-related self perceived abilities and traits 
rather than cognitive abilities per se (as in ability EI) (Petrides, & Furnham, 2001, 2003; 
Mavroveli, Petrides, Rieffe, & Bakker, 2007), trait EI and ability EI should be regarded 
distinct. Research has consistently supported this distinction by revealing low correlations 
between various self-reporting EI measures and the MSCEIT: an ability EI measure (e.g., 
Brackett & Mayer, 2003; Livingstone, & Day, 2005; O’Connor & Little, 2003; Warwick & 
Nettelbeck, 2004). For example, Livingstone and Day (2005) found that the MSCEIT and 
EQ-i had a low to moderate intercorrelation (r = .13–.31). Brackett and Mayer (2003) showed 
that the MSCEIT was minimally related to the EQ-i (r = .21), as well as to the SREIT (Schutte 
et al., 1998; r = .18). Moreover, items on the TEIQue pertain to personality traits such as 
assertiveness, optimism, and happiness that are conceptually unrelated to the emotional 
abilities assessed by MSCEIT. Therefore, lack of convergence between the MSCEIT and the 
TEIQue is expected.  
 


Hypothesis 1a: In both cultures, the scores on the TEIQue will demonstrate low to 
nonsignificant correlations with ability based measure of EI, that is, the MSCEIT. 
 
Since trait EI is a personality trait and is conceptualized as non-cognitive capability (Petrides 
& Furnham, 2001, 2003) , therefore it should not be expected to correlate strongly with 
measures of cognitive ability (g) or proxies thereof (Petrides, Frederickson, & Furnham, 
2004).Studies of the association between trait EI (self-reporting EI measures) and various 
cognitive intelligence measures have generally confirmed this view, reporting either 
significant but small or non-significant correlations (Brackett & Mayer, 2003;  Mikolajczak et 
al., 2007; O’Connor & Little, 2003 ; Schutte et al., 1998; Warwick, & Nettelbeck, 2004). 
Based on the notion that the TEIQue is a trait-based measure, lack of convergence between 
the self-report EI measure and cognitive intelligence is expected.  


 
Hypothesis 1b: In both cultures, the scores on the TEIQue will demonstrate 


nonsignificant correlations with cognitive intelligence measure, that is, Ravens Advanced 
Progressive Matrices (Raven, Raven, & Court, 2003). 
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Empirically, there appears to be sufficient discriminant validity between the MSCEIT and 
various general intelligence measures (Papadogiannis et al., 2009). Lopes et al. (2003) 
reported significant correlation between understanding emotions and verbal intelligence 
(WAIS III vocabulary) (r = .39) and between understanding emotions and verbal SAT (r = 
.36). However, they did not find any significant relationship between total MSCEIT scores 
and the WAIS-III vocabulary subset and verbal SAT scores. Livingstone and Day (2005) 
found that among four MSCEIT scales, scores on emotional management and emotional 
understanding demonstrated low correlations with verbal ability (both rs = .14) and only 
scores on emotional understanding scale demonstrated low correlation with problem solving 
(r = .15). O’Connor and Little (2003) found that three of the MSCEIT scale scores 
(understanding, managing, and Strategic EI) and the total score were significantly correlated 
with cognitive intelligence (rs ranging from .27 to .50) measured by ACT and 16PF 
reasoning. Warwick and Nettelbeck (2004) found significant and weak correlation between 
abstract reasoning ability and the regulation of emotions subscale (r =.26) but not with any 
other MSCEIT subscale and MSCEIT total score. Brackett, Mayer, & Warner, (2004) found 
that two of the MSCEIT scale scores (experiential and strategic) and the overall MSCEIT 
score were significantly correlated with verbal SAT (rs ranging from .18 to .22). Likewise, 
Brackett and Mayer (2003) found a significant relationship between MSCEIT total score and 
verbal SAT (r = .32). Gil-Olarte Marquez, Palmorea Martin and Brackett (2006) reported 
moderate correlation between MSCEIT total score and verbal intelligence (r =.31) and 
nonsignificant relationship between MSCEIT total score and general intelligence. Rode et al. 
(2007) reported a significant correlation between MSCEIT and general mental ability 
measured by Wonderlic Personal Test (r = .24). In sum, results from previous studies 
examining the relationship between the MSCEIT and cognitive intelligence indicated low to 
moderate correlations between two constructs.  
 


Hypothesis 1c: In both cultures, the scores on the MSCEIT will demonstrate low to 
nonsignificant correlations with cognitive intelligence measure.  
 
Since dispositional tendencies fundamentally differ from the active cognitive processing of 
emotional information (Mayer et al., 2000) therefore ability EI is mostly distinguishable from 
well-being scales and the Big Five (Brackett & Mayer, 2003). O’Connor, and Little (2003) 
did not find significant relationship between personality and the MSCEIT. Likewise, Lopes, 
Grewal, Kadis, Gall, & Salovey (2006) did not find any significant relationship between the 
total MSCEIT score and any of the Big Five personality dimensions. Brackett and Mayer 
(2003) reported significant correlation (r = .25 and .28) with the Big Five dimensions of 
openness to experience and agreeableness, and Lopes, Salovey, and Straus (2003) found 
significant relationships ( r = .22 or greater) with the Big Five dimensions of agreeableness, 
conscientiousness, and intellectual curiosity. Likewise, Warwick and Nettelbeck (2004) 
reported a significant relationship with agreeableness (r =.30) but not with any other 
personality dimension. Rode et al. (2007) reported relatively low correlations between the 
MSCEIT and the Big Five personality dimensions. The strongest association observed was 
with neuroticism (r = -.15). Dantas and Noronha (2006) found low positive correlations with 
Extraversion (r = .12), Softness (r = .25), and Tough Mindedness (r = .19). Further to this, 
meta-analysis results indicated low correlations between MSCEIT and the Big Five 
personality dimensions (Van Rooy et al., 2005); the strongest association was with the 
agreeableness (r = .18). These results suggest that MSCEIT is quite distinct from personality. 
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Hypothesis 1d: In both cultures, the scores on the MSCEIT will demonstrate low to 
nonsignificant correlations with the Big Five personality dimensions. 


 
Trait EI is embedded within personality framework, and draws heavily on personality 
variables such as empathy, optimism, and impulsivity (Petrides, & Furnham, 2001, 2003). 
This led some researchers to believe that trait EI may be best characterized as a type of 
personality inventory (Brackett & Mayer, 2003; Hedlund & Sternberg, 2000). Petrides, 
Furnham and Mavroveli (2007) assert that, “trait EI is not distinct from personality constructs, 
but part of them” (p.156). The TEIQue is predicated on trait EI theory, which conceptualizes 
EI as a personality trait, located at the lower levels of personality hierarchies (Petrides, Pita et 
al., 2007).  Petrides, Pita et al. (2007) found a strong evidence of discriminanat validity of the 
TEIQue vis-à-vis the Giant Three and Big Five personality dimensions by identifying the 
oblique trait EI factor in Eysenckian and Big Five factor space.  Isolation of an oblique trait 
EI factor in both taxonomies supports the conceptualization of trait EI as a lower-order 
construct that comprehensively encompasses the emotion-related facets of personality. Since 
the main function of higher-order personality traits is to summarize variance in the traits 
lower down the hierarchy, the most of the trait EI construct’s variance overlaps with the Big 
five personality dimensions (Freudenthaler et al., 2008; Petrides, Furnham, et al., 2007; 
Petrides, Pita, et al., 2007).  Petrides, Furnham, et al. (2007), in a meta-analysis, found a 
variance overlap of approximately 65% between the trait EI and the Big Five factors. 
According to Petrides and colleagues (Vernon, Villani, Schermer, & Petrides, 2008), “this 
level of overlap provides the basis for reconceptualizing emotional ‘intelligence’ as a 
personality trait, thus connecting it to mainstream models of differential psychology” (p. 525).  
The TEIQue has been shown to be strongly associated with neuroticism and extraversion, and 
less so with conscientiousness, openness, and agreeableness (e.g., Freudenthaler et al., 2008; 
Mikolajczak et al., 2007). These results are in line with trait EI theory concepualization, 
which views the trait EI construct as encompassing the emotion-related aspects of personality, 
many of which have been conceptualized as constituent facets of the basic dimensions of 
neuroticism and extraversion (Vernon et al., 2008). In sum, the high correlations of trait EI 
with neuroticism (emotional stability) and extraversion is evidence of its convergent validity 
and its low to moderate correlations with the Big Five dimensions of agreeableness, 
conscientiousness, and intellect provide evidence of its discriminant validity (Freudenthaler et 
al., 2008). Thus, it is expected that  
 


Hypothesis 1e: In both cultures, the TEIQue will demonstrate moderate to high 
correlations with Big Five personality factors of Extraversion and Emotional Stability and low 
to moderate correlations with Agreeableness, Conscientiousness, and Intellect.  


 
Concurrent Validity 
 
Concurrent validity refers to the correlation between the test scores and the scores of a 
criterion performance when both tests are given at the same time (Carmines & Zeller,   p.18). 
Affectivity is a general tendency to experience a particular mood or to react to objects in a 
particular way (Lazarus, 1993). Affectivity is split up into two distinct dimensions: Positive 
affect (PA) and negative affect (NA). PA refers to tendency of experiencing good feelings 
such as enthusiastic, active, and alert, whereas, NA refers to having bad feelings such as 
anxiety and disgust (Watson, Clark, & Tellegen, 1988). Various researches have documented 
a statistically significant relationships between various trait EI measures and PA and NA in 







International Journal of Arts and Sciences  
3(14): 428 -  449 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


434  


 


West (e.g., Kafetsios & Zampetakis, 2008 ; Mikolajczak et al., 2007), as well as, in East 
(Karim, 2009).  Thus, it is expected that the TEIQue will be positively associated with PA and 
inversely to NA.  
 


Hypothesis 2a: In both culture, the scores on the TEIQue will be positively associated 
with PA. 


Hypothesis 2b: In both cultures, the scores on the TEIQue will be negatively 
associated with NA.  


 
Regarding the relationship between the MSCEIT and affectivity, Rode et al. (2007) utilized 
the scale developed by Huelsman, Nemanick, & Munz, (1998) to measure four dimensions of 
long term affect, that is, high positive affect, low positive affect, high negative affect, and low 
negative affect. They found positive relationship between MSCEIT and low negative affect (r 
= .17) and high positive affect (r = .22) and negative relationship between MSCEIT and high 
negative affect (r = -.35) and low positive affect (r = -.11).   
 


Hypothesis 2c: In both culture, the scores on the MSCEIT will be positively 
associated with PA. 


 
Hypothesis 2d: In both cultures, the scores on the MSCEIT will be negatively 


associated with NA.  
 


Most of theorists look at a broader definition of psychological health containing two factors: 
Psychological well-being (positive mental health states like life satisfaction) and 
psychological distress (negative mental health states like anxiety and depression) (Massée, 
Poulin, Dassa, Lambert, Belair, & Battaglini, 1998; Veit & Ware, 1983; Wilkinson & 
Walford, 1998). Both of these criterion were selected because of their theoretical relevance to 
EI which is expected to contribute to good physical and psychological health (Salovey, 
Bedell, Detweiler, & Mayer, 1999; Salovey, Rothman, Detweiler, & Steward, 2000; Tsaousis, 
& Nikolaou, 2005) and have a direct impact on the cognitive evaluation of one’s life 
circumstances (i.e., life statisfaction) (e.g., Petrides, Pita, et al., 2007). Emotionally intelligent 
individuals have good physical and psychological health because they are better able to cope 
with life’s challenges and can control their emotions more effectively (Taylor, 2001). In 
literature, various empirical studies have well documented the significant negative 
relationship between trait EI and psychological distress (e.g., Besharat, 2007; Brackett & 
Mayer, 2003; Tsaousis & Nikolaou, 2005) and positive relationship between trait EI and 
satisfaction with life (e.g., Extremera & Fernandez-Berrocal, 2005; Freudenthaler  et al., 
2008).  


Hypothesis 2e: In both cultures, the scores on the TEIQue be positively associated 
with satisfaction with life. 


 
Hypothesis 2f: In both cultures, the scores on the TEIQue will be negatively 


associated with psychological distress. 
 


There is some preliminary evidence to support the relationship between MSCEIT and well-
being related variables. Brackett and Mayer (2003) reported significant correlation with the 
psychological well-being (r = .28) measured by Ryff’s (1989) psychological well-being 
instrument and nonsignificant relationship with SWB (r = .05) measured by satisfaction with 
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life. Likewise, Livingstone and Day (2005) did not find significant association between 
subscale scores on MSCEIT and life satisfaction. However, Bastian, Burns, & Nettelbeck 
(2005) reported a significant but low positive correlation between MSCEIT and satisfaction 
with life (r = .14). 
 


Hypothesis 2g: In both cultures, the scores on the MSCEIT will not be associated with 
satisfaction with life. 


 
Finally, literature indicates that MSCEIT is associated with depressive symptoms and anxiety. 
O’Connor and Little (2003), for instance, reported significant correlation between MSCEIT 
total score and anxiety measured by 16PF. Head (2002) reported significant correlation 
between the managing emotions subscale of the MSCEIT and depression (r = -.33) and 
anxiety (r = -.29), measured by State Trait Anxiety Inventory. Likewise, David (2005) found 
that MSCEIT’s branch and total scores were negatively associated with depression and 
anxiety (r = -.25 to -.31). 
 


 Hypothesis 2h: In both cultures, the scores on the MSCEIT will be negatively 
associated with psychological distress. 


 
Method 
 
Participants 
 
Participants of this study included 228 students from two nonnative English speaking national 
cultures: 101 from a university in Aix-en-Provence, France (45 males, 56 females), and 127 
from a large university in the province of Balochistan, Pakistan (78 males and 48 females, one 
unreported).In order to attain sample equivalency,  participants in both cultures were recruited 
from the management sciences subject pool fully conversant with English language and were 
enrolled in programs where medium of instruction was English. Participants received class 
credit for their participation. The average age of the participants was 29.46(SD= 8.46). The 
French sample included 60% students from regular master programs and 40% from executive 
programs. The Pakistani sample included 73.5% from regular master programs and the rest 
were from executive programs. 
All participants took the TEIQue and other tests in two testing sessions, each lasting one and 
half hour. Eight classes participated in the study. The number of students for each group was 
approximately between 20 and 40. The questionnaires were presented in the same order in all 
groups. All participants were treated in accordance with the “Ethical principles of 
Psychologists and Code of Conduct” (American Psychological Association, 2002). 
 
Measures 


 
TEIQue. The TEIQue (Petrides, Pérez-Gonzalez et al. 2007) consists of 153 items rated on a 
7-point scale ranging from 1 (strongly disagree) to 7 (strongly agree). Analysis of the data by 
the test publisher provides twenty scores: 15 sub-scale scores, 4 composite factor scores and 
an overall or global trait EI score (see Table 1). Examples of items are “I am usually able to 
control other people”, “I often find it difficult to recognize what emotion I am feeling” and “I 
know how to snap out of my negative moods”. The internal consistencies (Cronbach’s alpha) 
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of the TEIQue factors for the French sample were .78, .73, .70, and .71for well-being, self-
control, emotionality, and sociability, respectively. The internal consistencies for the Pakistani 
sample were .80, .65, .65, and .75, respectively. 
 
Affectivity. Affectivity was measured by 20 items Positive and Negative Affect Schedule 
(PANAS) (Watson et al. 1988). PANAS is composed of two ten-item mood scales one to 
measure positive affectivity and the other to measure negativity affectivity. The higher scores 
on both positive affectivity and negative affectivity items indicate the tendency to experience 
a positive and negative mood. The ten positive affective states were: motivated, excited, feel 
strong, enthusiastic, proud, alert, inspired, determined, attentive, and active. The ten negative 
affective states were: distressed, upset, guilty, scared, hostile, irritable, ashamed, nervous, 
jittery, and afraid. Research has demonstrated the sound reliability of PANAS (e.g., Morris 
and Feldman, 1996). Respondents were requested to rate the statement on a 5-point scale (not 
at all to extremely) by comparing themselves during the past 2 weeks with their usual selves. 
In this study, the positive and negative affect parts of PANAS had good internal consistency 
for both French and Pakistani samples (PA: .79 and .80; NA: .80 and .83). 
 
Psychological distress. Psychological distress was measured by Chan‟s (2005) twenty items 
General Health Questionnaire. This scale measures psychological distress in terms of current 
non-psychotic symptoms in the five symptom areas represented by scales of health concerns 
(“Felt exhausted”) , sleep problems (“ Early awakening”), anxiety (“Afraid of everything”), 
dysphoria (“Not enjoying activities”), and suicidal ideas (“Thoughts of ending life”). 
Respondents were requested to rate each symptom statement on a 5-point scale (not at all to 
extremely) by comparing themselves during the past 2 weeks with their usual selves. In this 
study, internal consistencies for French and Pakistani samples were .72 and .83, respectively. 
 
Personality. The 50-item version of the International Personality Item Pool (IPIP) (Goldberg 
et al. 2006) Big-Five Factor markers was used to assess personality. The scale contains 10 
items for each of the Big-Five personality factors: Extraversion (E) (“I am the life of the 
party”), Agreeableness (A), (“Take time out for others” Conscientiousness (C) (“Pay attention 
to details”), Emotional Stability (ES) (“Seldom feel blue”) and Intellect (I) (“Spend time 
reflecting on things”). Participants were requested to read the 50 items comprising the IPIP 
questionnaire and to mark each one according to how much they believed it described them 
on a 5 point scale from very inaccurate to very accurate. The internal consistencies 
(Cronbach’s alpha) of the five factors for the French sample were .85, .80, .70, .76, and .77for 
Extraversion, Agreeableness, Conscientiousness, Emotional Stability, and Intellect 
respectively. The internal consistencies for the Pakistani sample were .83, .80, .70, .83 and 
.74, respectively. 
 
Self-report emotional intelligence test (SREIT). The 33-item emotional intelligence scale 
(SREIT; Schutte et al. 1998) is a unidimensional self-report measure of EI based on Salovey 
and Mayer‟s (1990) ability model of EI. It has previously demonstrated good reliability and 
has been shown to be predictive of various outcomes (Schutte et al. 1998). Respondents 
indicate their level of agreement with each of 33 statements on a seven-point scale. Examples 
of items are “I am aware of the non-verbal messages I send to others”, “When I am in a 
positive mood, I am able to come up with new ideas” and “I help other people feel better 
when they are down”. In this study, internal consistencies for French and Pakistani samples 
were .85 and .89, respectively. 
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Life satisfaction. The Satisfaction with Life Scale (SWLS; Diener, Emmons, Larsen, & 
Griffin, 1985) is a subjective self-report measure of life satisfaction. Respondents indicate 
their level of agreement with each of five statements on a seven-point scale. Examples of 
items are “In most ways my life is close to my ideal” and “I am satisfied with my life”. In this 
study, internal consistencies for French and Pakistani samples were .85 and .82, respectively. 
 
Ability EI. Emotional intelligence ability was measured with the MSCEIT (Mayer et al., 
2002). The MSCEIT is a 141-item test that measures how well people perform tasks and solve 
emotional problems on eight tasks, which are divided into four classes or branches of abilities, 
including (a) perceiving emotions, (b) facilitating thought, (c) understanding emotions, and 
(d) managing emotions. For current study, expert scores for the MSCEIT were requested from 
the test publisher. Analysis of the data by the test publisher provides 15 scores, including one 
for each subset, one for each branch, one for each area, and one for total EI. As reported in the 
technical manual, split-half reliability coefficients for the four branches range from r = .80 to 
.91, and for the entire test, r = .91. In the current study, the Cronbach coefficient alphas for 
the MSCEIT were .63 and .78 for French and Pakistani samples, respectively. 
 
Cognitive intelligence. The 48-item Raven's Standard Progressive Matrices Test (Raven, 
Raven, & Court, 2003) was used to measure cognitive intelligence. This test is designed to 
measure Spearman's ‘g’ factor and has now been recognized as one of the purest measures of 
g available. The test consists of 48 questions and presents people with a series of patterns 
which has one part or piece missing. The task in each case is to select from a set of eight 
alternatives the piece which will complete the pattern correctly. 
 
Results 
 
Discriminant validity 
 
The TEIQue and the MSCEIT (Hypothesis 1a). For the participants in the French sample all 
correlations between the TEIQue factors and the MSCEIT factors were statistically 
nonsignificant, except for the following three pairs of correlations: well-being and perceiving 
emotions (r = .21, p = .05); well-being and using emotions (r = .27, p = .01); well-being and 
managing emotions (r = .23, p = .05). Likewise, for the participants in the Pakistani sample, 
only seven pairs of correlations have been found statistically significant, with greatest of 
correlation found between emotionality and managing emotions (r = .36, p = .01). In sum, the 
ability EI, in both cultures, was found to be independent of the trait EI.    
 


The TEIQue and cognitive intelligence (Hypothesis 1b).As expected, with the exception of 
correlation between emotionality and cognitive intelligence, in both samples the TEIQue 
factors demonstrated statistically nonsignificant correlations with scores on cognitive 
intelligence. Thus, support was found for hypothesis 1b.  


The MSCEIT and cognitive intelligence (Hypothesis 1c). For the participants in French 
sample, there were no significant relationships between cognitive intelligence and the 
MSCEIT factors. However, for the Pakistani sample, the cognitive intelligence was 
significantly related to three of the MSCEIT factors, that is, using emotions (r = .31, p < .01), 
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understanding emotions (r = .51, p < .01), and managing emotions (r = .30, p < .01). In sum, 
partial support was found for hypothesis 1c. 


The MSCEIT and the Big Five (Hypothesis 1d). For the French sample, with the exception 
of low correlation between perceiving emotions and emotional stability (r = .31, p < .01), the 
MSCEIT factors demonstrated statistically nonsignificant correlations with scores on the Big 
Five personality dimensions. Likewise, for the Pakistani sample, with the exception of six 
pairs of low correlations, the MSCEIT factors demonstrated statistically nonsignificant 
correlations with the Big Five personality dimensions. In sum, the ability EI, in both cultures, 
was found to be independent of the big five personality dimensions.  


The TEIQue and the Big Five (Hypothesis 1e).For the French sample, well-being was found 
to have low correlations with extraversion (r = .25, p < .05) and intellect (r = .24, p < .05) and 
high correlation with emotional stability (r = .48, p < .01). Self-control was found to have low 
correlation with conscientiousness (r = .31, p < .05) and high correlation with emotional 
stability (r = .63, p < .01). Emotionality had low correlations with conscientiousness (r = .21, 
p < .05) and intellect (r = .25, p < .05) and high correlation with agreeableness (r = .56, p < 
.01). Finally, sociability was found to have low to moderate correlations with emotional 
stability (r = .34, p < .01) and intellect (r = .42, p < .01) and high correlation with extraversion 
(r = .48, p < .01). For the Pakistani sample, well-being was found to have low to moderate 
correlations with extraversion (r = .36, p < .01), agreeableness (r = .32, p < .01), 
conscientiousness (r = .24, p < .05), and intellect (r = .35, p < .01) and high correlation with 
emotional stability (r = .48, p < .01). Self-control was found to have low to moderate 
correlation with conscientiousness (r = .36, p < .01) and high correlation with emotional 
stability (r = .63, p < .01). Emotionality had low to moderate correlations with extraversion (r 
= .35, p < .01), conscientiousness (r = .18, p < .05), emotional stability (r = .31, p < .01) and 
intellect (r = .37, p < .01) and high correlation with agreeableness (r = .49, p < .01). Finally, 
sociability was found to have low to moderate correlations with agreeableness (r = .30, p < 
.01), emotional stability (r = .23, p < .05) and intellect (r = .42, p < .01) and high correlation 
with extraversion (r = .45, p < .01). In sum, the low to moderate correlations of the TEIQue 
factors with the Big Five dimensions of agreeableness, conscientiousness, and intellect 
provide support for the discriminant validity of the TEIQue vis-à-vis the Big Five personality 
dimensions. 


 
Concurrent Validity 
 
The TEIQue and affectivity (Hypotheses 2a, 2b). In both samples, the trait EI factors showed 
statistically significant positive correlations with PA and statistically significant negative 
correlations with NA. Thus, support was found for hypotheses 2a and 2c. 
The MSCEIT and affectivity (Hypotheses 2c, 2d). For the French sample, only perceiving 
emotions was found to be negatively correlated with negative affect (r = -.29, p < .01). For the 
Pakistani sample, the MSCEIT factors were found to have nonsignificant correlations with 
PA and NA. Thus, partial support was found for hypothesis 2c, whereas no support was found 
for hypothesis 2d. 
 
The TEIQue, satisfaction with life and psychological distress (Hypotheses 2e, 2f). In both 
samples, the trait EI factors showed statistically significant positive correlation with 
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satisfaction with life and statistically significant negative correlation with psychological 
distress. Thus, hypotheses 2e and 2f were accepted.  
 
The MSCEIT, satisfaction with life and psychological distress (Hypotheses 2g, 2h). For the 
French sample, only perceiving emotions revealed to be significantly associated with 
psychological distress (r = -.24, p < .05). Likewise, for the Pakistani sample, only 
understanding emotions and managing emotions were found to be significantly correlated 
with psychological distress (r = .29 and -.36 respectively). In both cultures, the MSCEIT 
factors were found to be unrelated to satisfaction with life. Thus, no support was found for 
hypothesis 2g, whereas partial support was found for hypothesis 2h.  


 


 
Discussion 
 
Although EI has received a lot of attention, more research has been needed to clarify the 
psychometric properties of trait EI measures. Specifically, cross-cultural validity of EI scales 
is a constant concern in organizational behavior research (Fernandez-Berrocal & 
Extremera, 2006; Gangopadhyay & Mandal, 2008; Palmer, Gignac, Ekermans, & Stough, 
2008). The present study attempted to evaluate trait and ability based measures of EI (the 
TEIQue and the MSCEIT) cross-culturally.  
 
The first objective of this study was to examine the external equivalence of EI measures by 
looking at their universal links with personality traits and cognitive intelligence across 
cultures (discriminant validity). Consistent with past research relating trait EI with ability EI 
measures (e.g., Brackett & Mayer, 2003; Livingstone, & Day, 2005; O’Connor & Little, 
2003; Warwick, & Nettelbeck, 2004), in both cultures, the TEIQue demonstrated lack of 
convergence with the MSCEIT (H 1a). The lack of convergence between MSCEIT and the 
TEIQue may be attributed to the distinct ways the constructs are conceptualized and measured 
(i.e., performance based vs. self-report). Because EI ability (measured by MSCEIT) is 
specifically defined as the ability to perceive, integrate, understand, and regulate emotions 
(Mayer & Salovey, 1997), it is unlikely to be related to personality traits envisioned by the 
TEIQue. Mayer et al. (2000) noted that the MSCEIT should not be related to “motivation, 
socialibility, warmth, optimism, and a variety of other desirable characteristics that people 
often think of when they think of popular versions of emotional intelligence”. 
 
In both samples, the TEIQue scores were found to be uncorrelated with cognitive ability, 
suggesting that trait EI as defined by the TEIQue is distinct from psychometric intelligence (H 
1b). The patterns of non-significant correlations between TEIQue factors and cognitive 
intelligence, within each culture, accord well with those of other studies (e.g., Newsome, 
Day,& Catano, 2000; Schutte et al., 1998). These findings further provide support for Petrides 
and Furnham’s (2001) theoretical proposition that trait EI and ability EI are two different 
constructs in that, trait EI aims to provide coverage of personality facets relating to affect and 
the construct is not related to intelligence as traditionally defined (i.e. cognitive ability). 
 
Regarding MSCEIT, if EI is to be considered as a measure of intelligence, it should have low 
to moderate level of correlation other intelligence measures. Consistent with previous 
researches ((Brackett et al., 2004; Gil-Olarte Marquez et al., 2006; Livingstone & Day, 2005; 
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Warwick & Nettelbeck, 2004), low to moderate correlations were found between the 
MSCEIT factors and cognitive intelligence (H 1c). 
 
As predicted, this study revealed that MSCEIT was mostly distinguishable from the Big Five 
personality dimensions in both cultures. The correlations of MSCEIT’s factors with Big Five 
were mostly nonsignificant or low (H 1d). 
 
Regarding relationship between the TEIQue and the Big Five personality dimensions, the 
results of this study accord well with those of other studies (e.g., Petrides, Pita, et al., 2007; 
Vernon et al., 2008; Brackett & Mayer, 2003; Freudenthaler et al., 2008; Mikolajczak et al., 
2007). In both samples, the TEIQue and the Big Five personality factors that were 
theoretically expected to correlate with one another did correlate (e.g., well-being and 
emotional stability, self-control and emotional stability, sociability and extraversion); whereas 
factors that were not expected to correlate did not correlate. For instance, in line with 
Freudenthaler et al. (2008) findings, self-control in both cultures did not correlate 
significantly with extraversion, intellect and agreeableness. The low to moderate correlations 
between four TEIQue factors and the Big Five personality dimensions of agreeableness, 
conscientiousness, and intellect provided support for the discriminant validity of the TEIQue 
(H 1e).  
 
The second objective of this study was to find the concurrent vailidity of the TEIQue and the 
MSCEIT vis-à-vis affectivity, satisfaction with life and psychological distress. In both 
samples, the TEIQue appeared to be a significant correlate of affectivity (H 2a and H 3a). The 
obtained correlations echo those of previous studies, where trait EI appeared to be a strong 
correlate of PA and NA (e.g., Kafetsios & Zampetakis, 2008 ; Lopes et al., 2006 ; Sevdalis, 
Petrides, & Harvey, 2007; Mikolajczak et al., 2007). However, contrary to hypotheses (2c and 
2d), the MSCEIT was unrelated to affectivity in both cultures.  
 
In both samples, the TEIQue appears to be a strong correlate of life satisfaction. The obtained 
correlations echo those of previous studies, where the TEIQue significantly correlated with 
satisfaction with life (H2e) (e.g., Petrides, Pérez-González, et al., 2007; Petrides, Pita, et al., 
2007; Extremera & Ferna´ndez-Berrocal, 2005; Freudenthaler et al., 2008). In both cultures, 
the well-being factor emerged as a strongest correlate of satisfaction with life. These findings 
are consistent with the theoretical structure of the TEIQue as the factor “well-being” 
represents how successfully one is able to enjoy life and maintains a positive disposition. In 
other words, the strong association between well-being factor and satisfaction with life can be 
attributed to the conflation between satisfaction with life and happiness subscale of the well-
being factor. For instance most of the researchers take the pragmatic approach of treating 
happiness and life satisfaction as synonyms, such that a higher score on an instrument 
measuring life satisfaction similarly suggests a higher level of happiness (Veenhoven, 1991). 
Therefore, inclusion of satisfaction with life as a criterion variable with particular reference to 
the TEIQue is warranted due to its conflation with happiness sub-scale. 
 
In line with related research on adults (Mavroveli, Petrides, Rieffe, & Bakker, 2007), this 
study found that students in both cultures who perceive themselves as being touch with their 
emotions and are able to regulate them tend to report less psychological distress. In other 
words, students who scored high on the TEIQue seem to be less vulnerable to psychological 
health related problems as compared to low trait EI students (H2f). According to Petrides, 
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Pérez-Gonzàlez et al. (2007), people high on trait EI have an advantage in terms of effective 
coping. Among the four TEIQue factors, the well-being factor emerged as a strongest 
correlate of psychological distress in both cultures (France: r = .46 and Pakistan: r =.46). 
Previous studies suggest that the well-being component of trait EI has a protective effect 
against stress (e.g., Mikolajczak et al., 2006). Enhancement of positive emotions (i.e., self-
esteem, happiness, optimism) helps in preventing and treating problems such as psychological 
distress, deeply rooted in negative emotions. 
 
However, by and large, the MSCEIT revealed to be unrelated to satisfaction with life and 
psychological distress. The nonsignificant correlations between the MSCEIT factors and 
satisfaction with life echo those of previous studies (e.g., Livingstone & Day, 2005).  
 
Limitations and theoretical considerations  
 
Although, results of this study provide evidence for the discriminant and concurrent validity 
of the TEIQue and the MSCEIT, we recommend readers that results should be interpreted 
with caution. 
 
First, it is worth to mention that, we need to reconsider Pakistan’s stance as a ‘‘collectivist 
culture’’. According to Parker, Haytko, and Charles, (2009), “as world cultures become less 
isolated, change is undoubtedly going to take place. It may be a mistake, therefore, to 
automatically assume that Eastern cultures are going to remain collective and that Western 
cultures will remain more individualized  in nature” (p. ). There has been a shift in the cultural 
values of Pakistani society, away from a collectivist orientation towards a more individualist 
orientation. Two plausible factors can be attributed to this shift. First, Pakistani women have 
started to take jobs outside of their home depicting a shift to individualistic culture. This shift 
in woman’s role, from being a housewife to a woman with a career outside the home, has 
contributed to women becoming individualistic. The continuous influx of women in 
workforce has impacted the traditional collectivist family structure to a great extant. The 
traditional large-scale family unit, which consisted of grandparents, aunts, uncles, and 
cousins, has been reduced to just parents and children. Second, Pakistani youth (present study 
sample-university students) is much different from previous generations. They have been 
raised differently. This youth is the best educated and most culturally diverse generation. A 
combination of Western-style of education (mostly American and UK based curriculum), 
widespread use of internet, and currently vibrant print and electronic media in the country has 
made this generation exceedingly tolerant and open-minded toward western lifestyles.  
 
Second, there is a possibility that individualism/collectivism along with other cultural factors 
will vary within cultures because of demographic, regional, class, and other differences within 
culture. Therefore, results collected in big cities (in present study) could likely be different 
from those collected in small cities or villages. This, of course, points to the need for future 
research to examine samples across various sub-cultures.  
 
Third, most importantly, student samples do not represent the culture as much as do more or 
less representative sample. Therefore, it is important to examine the validity of the EI measure 
using a larger sample that is more representative of the general population.  
 



http://www.thefreedictionary.com/individualized�
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Conclusion 
 
Taken together, the findings of this study is meaningful and in line with the findings of other 
parts of the world. This supports the applicability of the EI construct in Pakistani and French 
samples. Results presented here provide supporting evidence for the discriminant and 
concurrent validity of the TEIQue and the MSCEIT. 
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Table 1 


Intercorrelations among EI measures  


  1 2 3 4 5 6 8 9 10 11 12 13 14 15 Mean SD 


1. Cognitive Intelligence   -0,09 0,18* -0,04 0,07 0,36** 0,02 -0,08 0,23* 0,05 0,19 0,31** 0,51** 0,30** 29.04  8.65 


Personality               
  


2. Extraversion -0,04   0,38** -0,02 0,20* 0,22* 0,36** 0,08 0,35** 0,45** -0,05 -0,02 -0,02 0,13 3.27 .76 


3. Agreeableness -0,31** 0,15   0,27** 0,07 0,36** 0,32** 0,09 0,49** 0,30* 0,18 0,30** 0,23* 0,25** 4.09 .58 


4. Conscientiousness -0,14 -0,09 0,08   0,26** 0,09 0,23* 0,36** 0,18* 0,17 0,05 0,12 -0,06 0,10 3.53 .66 


5. Emotional Stability -0,07 0,22* -0,01 0,03   0,16 0,48** 0,63** 0,31** 0,23** 0,02 0,08 0,21* 0,17 2.97 .73 


6. Intellect 0,07 0,21* 0,12 -0,10 0,07   0,35** 0,10 0,37** 0,36** 0,12 0,34** 0,31** 0,32** 3.51 .56 


Trait EI               
  


8. Well-Being 0,05 0,25* 0,02 0,13 0,48** 0,24*   0,42** 0,48** 0,49** 0,11 0,21* 0,27** 0,26** 5.01 .79 


9. Self-Control 0,03 -0,05 -0,09 0,31** 0,63** 0,08 0,45**   0,43** 0,35** 0,00 0,02 0,05 0,19 4.19 .64 


10. Emotionality -0,24* 0,12 0,56** 0,21* 0,17 0,25* 0,24* 0,20   0,56** 0,13 0,17 0,33** 0,36** 4.68 .60 


11. Sociability 0,03 0,48** 0,07 0,08 0,34** 0,42** 0,47** 0,28** 0,35**   0,12 0,21* 0,07 0,29** 4.49 .69 


Ability EI               
  


12. Perceiving Emotion -0,06 0,04 0,08 0,15 0,32** -0,16 0,21* 0,19 0,04 0,10   0,45** 0,34* 0,37** 92.79 13.32 


13. Using Emotion -0,07 0,02 0,16 0,10 -0,07 0,17 0,27** 0,04 0,10 0,10 0,24*   0,59** 0,40** 87.67 16.95 


14. Understanding Emotion 0,08 -0,10 0,13 0,05 -0,19 -0,16 -0,05 -0,04 0,09 -0,05 0,19 0,12   0,46** 79.44 12.58 


15. Managing Emotion 0,09 0,10 0,16 -0,01 0,10 0,03 0,23* 0,13 -0,01 0,03 0,28** 0,35** 0,25*   77.97 12.34 


Mean 38.28 3.50 4.05 3.42 3.26 3.68 5.35 4.20 4.70 4.79 97.86 91.31 87.16 86.38   


SD 4.89 .69 .50 .66 .64 .55 .67 .73 .67 .65 13.90 16.21 9.72 9.47   
*p  < .05. *p < .01    
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Table  2  


Concurrent validity of EI measures   


 


 


PA = Positive Affect; NA = Negative Affect ; SWL = Satisfaction With Life; PD = Psychological Distress 


*p  < .05. *p < .01  


 


 
France 


 
Pakistan 


 
PA NA SWL PD 


 
PA NA SWL PD 


Trait EI     
 


    
Well-Being 0,50** -0,48** 0,56** -0,46**   0,42** -0,53** 0,57** -0,46** 


Self-Control 0,21* -0,47** 0,24* -0,22*   0,27** -0,49** 0,26** -0,38** 


Emotionality 0,40** -0,11 0,28** -0,09   0,27** -0,35** 0,21* -0,28** 


Sociability 0,58** -0,31** 0,23* -0,31**   0,35** -0,24* 0,20* -0,19* 


Ability EI     
 


    
Perceiving Emotion 0,08 -0,29** 0,18 -0,24*   -0,10 -0,14 0,07 -0,09 


Using Emotion 0,19 -0,03 0,11 -0,02   -0,01 -0,09 0,02 -0,10 
Understanding 
Emotion -0,07 -0,03 0,05 -0,03   -0,04 -0,20* -0,05 -0,29** 


Managing Emotion 0,09 -0,16 0,11 -0,15   0,09 -0,33** 0,02 -0,36** 
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Service Learning in Asia: Local Practices and Diverse Contexts1


 
 


Jun Xing, Oregon State University, USA  
 
Abstract: Connecting academic study with community service through structured 
reflection, service learning is now widely recognized in the world as a movement that is 
transforming higher education. As a teaching philosophy and pedagogy, service-learning 
has become a major force in Asian education as well. Many leading universities and 
colleges across Asia have established service-learning centers or programs, supporting a 
dedicated core of faculty and serving an increasingly larger student population. This 
paper discusses service learning in this Asian context, both reflective of international 
trends but also distinctive in its own local and regional situations, given the tremendous 
diversity both within and among Asian societies. Specifically, the paper will highlight 
three major emerging themes that have characterized service learning in the region, 
namely, service learning and indigenous cultural traditions, service learning and social 
justice education, and service learning and cross-cultural competency.  
 
Keywords: service learning, Asia, curriculum  
 
 
Introduction  
 
Four years ago in 2006, when I was working for the United Board of Christian Higher 
Education in Asia (United Board), I visited International Christian University (ICU) in 
Tokyo, where I learned about the inspiring story of an ICU-NJU (Nanjing University) 
service learning project. In January of 2005, a group of ICU students went to Nanjing 
University and participated in a service-learning program, sponsored by the Amity 
Foundation, where ICU and NJU students jointly produced a new play called Zouba! 
(Let’s Go). The play portrays a group of students from Japan and China, trying 
courageously to move beyond history and start a painful, but meaningful journey of 
reconciliation. Despite its high political risks and initial tension, the joint performance in 
both Tokyo and Nanjing in the following year turned out to be a resounding success and 
made a huge splash in the news media. Here is a quote from a Japanese student 
participant reported on NPR’s “Morning Edition,” on January 27, 2007:  
 


“That first night we all went to dinner,” she (Michiyo Oi, who wrote much 
of the script) recalls. “We sat around talking, and I figured they must be 
wondering what we were thinking. Each of us introduced ourselves, and 
when my turn came, I started to talk about the war, about what a shame it 
was that we did such terrible things. The air froze. Until then we were all 
laughing. The moment I mentioned the war, everyone went pale. The 
Chinese students looked at me as if they couldn’t believe the way I’d 
brought this up.”  
 







 


As we all know, because of historical reasons, particular WWII, Chinese and Japanese 
are very much divided about that particular period of history. The Nanjing massacre or 
what the late historian Iris Chang called the “Rape of Nanjing,” has been a focal point of 
contention between these two countries. It has become a taboo topic for politicians and 
diplomats from both sides. It was the service-learning project that brought students 
together and the joint theatrical production became the ice-breaker that allowed students 
to openly share their emotions and exchange ideas. It was such a powerful and profound 
learning experience for both the Chinese and Japanese students that the ICU Foundation 
in New York is planning to make a documentary about the student experience. 
  
Having invested my life in cross-cultural and international studies for over two decades, I 
was greatly inspired by the story and just witnessed the tremendous potential of 
international service learning at its best. Indeed, connecting academic study with 
community service through structured reflection, service learning is now widely 
recognized in the world as a movement that is transforming education. As an instructional 
philosophy and pedagogy, service learning has become a major force in Asia. Between 
2006 and 2007, on behalf of United Board I traveled to over a dozen university campuses 
in Asia, interviewed scores of faculty, students and community leaders and witnessed 
how service learning was recognized and celebrated for its pedagogical values across the 
region.   
  
Indeed, many leading universities and colleges across Asia has established service-
learning centers or programs, supporting a dedicated core of faculty and serving an 
increasingly larger student population. Under the auspices of the Singapore International 
Foundation, for example, over a five-year period (2000-2005), the Youth Expedition 
Project sent over 12,000 students on service-learning assignments across Southeast Asia, 
China and India.2 In the meantime, the CBI (community based instruction) program at 
Hong Kong Baptist University (HKBU) partnered with 100 local service agencies and 
conducted several hundred service-learning projects in Hong Kong and elsewhere. 3  
What is more, in Taiwan, over half (86 out of 146) of its universities and colleges have 
incorporated service-learning into their core curriculum.4


  


 The Ministry of Education in 
Taipei plans to add service learning into its annual regular accreditation process. In a 
sense, service learning has come of age in Asia and its place in the Asian academy has 
been secured. 


However, despite these accomplishments, there has been little scholarly publication on 
Asian-based practices and contexts of service-learning. Most of the written works on 
service learning so far are monographs, teaching anthologies or guidebooks published in 
the United States, including series and booklets coming from the American Association 
of Higher Education (AAHE), International Partnership for Service Learning (IPSL) and 
Campus Compact. The 21-volume set Service-Learning in the Disciplines, published by 
AAHE, is a good example of this increasing body of literature. Although these are 
seminal works that have made significant contributions to the development of service 
learning in Asia, there is little writing that explores specifically local or indigenous 
practices of service learning in Asian societies. Based on field trips, interviews and case 
studies from a forthcoming book (University of Hong Kong Press) I co-edited, this paper 







 


attempts to help fill that gap by focusing on service learning in the Asian contexts, both 
reflective of international trends but also distinctive in its own local and regional 
characteristics.  
  
Despite their tremendous diversity in cultures, disciplines and institutions (public, private 
or Christian by nature), service learning curricula seem to have coalesced around three 
major thematic foci:  
 
I. Service Learning and Indigenous Cultural Traditions 


Service-learning is not intended to be used in every course, but it is 
possible to incorporate it into any discipline. It is not possible to design a 
single model that effectively integrates service-learning into academic 
study for all disciplines or institutions. Service-learning must be 
contextualized and relevant to meet unique and evolving needs. . . Thus, 
service-learning takes different forms in different contexts.5


 
  


This quote from two Indian faculty members captures the first theme of service learning 
in Asia, that is, promotion of indigenous or local and culturally specific knowledge or 
systems of knowledge. Service learning, like any learning, is not culture-neutral but 
deeply imbedded in the historical and social contexts of each educational system. 
Although service learning is primarily a Western term, the meaning, understanding and 
practices vary from society to society. In the Philippines, for example, service-learning is 
often practiced at colleges and universities that have a Christian tradition, while in India 
it grows out of a vision of national self-reliance in the post-colonial era. For Hong Kong 
the development of service learning has benefited from the government’s emphasis on 
whole-person education. In contemporary China, as some scholars argue, service-learning 
represents a way of countering the growing individualism and materialism in a rapidly 
transforming society.  
  
Indeed, cultural diversity and local themes are the defining characteristics of service-
learning programs in Asian higher education. For example, Dr. Charn Mayot, Director of 
St. Martin Center for Professional Ethics & Service Learning at Assumption University 
in Thailand, notes the national contexts of service learning in his country. He explains 
that although the very term “service-learning” was not coined until 1967 in the United 
States and it was not used in Thailand as late as in the early 1990s, social concern has 
been a part of higher education in the country for a very long time through the concepts 
of community service and social exposure.6 Similarly, Dr. Enrique Oracion, Director of 
the Research and Development Center at Silliman University in the Philippines, 
distinguishes service learning as a “pro-social behavior, but short of altruism,” a time-
honored Filipino cultural tradition, “because the latter means helping others without any 
expectation of return,” while service learning “maybe less or not at all altruistic because 
of the learning or the grade the students expect to earn in exchange.”7


  
 


Recently, there has been a growing debate over indigenous knowledge and cultural 
traditions in the academy. The World Indigenous Nations Higher Education Consortium 
(WINHEC), for example, was established in 2002 by indigenous peoples’ representatives 







 


from Australia, the United States, Canada, and Norway. WINHEC’s goals were to 
advance indigenous peoples’ endeavors in and through higher education and establish an 
accreditation body for their own higher education institutions and initiatives. In the 
meantime, international attention has turned to intellectual property laws to preserve, 
protect, and promote traditional knowledge. In 2005, the South Asian Association for 
Regional Cooperation (SAARC) sponsored a conference in Delhi, India, and announced 
the initiative to create a digital library system for classifying the region’s traditional 
knowledge and linking it to the international patent classification system.   
  
Examples collected from the many field trips I took demonstrate that students engaged in 
service learning can benefit from and contribute to the development and promotion of 
indigenous knowledge and traditions. A good case in point was the Students in Free 
Enterprise (SIFE) program where service learning students from Singapore worked with 
the tribal communities in Australia and the indigenous Maori population near Whakatane, 
New Zealand. 8 Equally telling was the eco-tourism project taken on by Assumption 
University students in collaboration with several local organizations at Mooban Khanim 
in Pang Nga Province, Thailand. Mooban Khanim is in the area hit by the tsunami in 
2004. Forty faculty and students learned that the village was not destroyed because it was 
protected by a vast mangrove forest around the village. Community members realized 
that the mangrove forest was both a source of food and a natural wall that protected the 
community from strong wind and giant waves. That knowledge from the villagers helped 
Assumption University faculty and students launch a multiyear service-learning project 
for the mangrove forest preservation in a sustainability project.9


  
  


It is also heartening to learn that in Chiang Mai, Northern Thailand, students of Payap 
University launched a service learning project by digitalizing artifacts, rare books, and 
audio-video materials on northern Thai culture. They had aptly named the project as 
“local wisdom” initiative, which attempted to preserve and document northern Thai 
dialects, folk songs, recipes, architectural designs and other cultural relicts. Altogether, 
they have identified 1,000 photos, 2,000 slides, 60 CD’s, 123 video tapes, 244 audio 
tapes and 50 rare books. Those prized collections will soon be made available for 
researchers worldwide.10


  
  


Over recent years, a growing rank of scholars has called for a paradigm shift in liberal 
arts education. Specifically, they ask for a shift of emphasis upon the transformative 
rather than only the utilitarian value of knowledge. Indigenous knowledge, the 
philosophical, literary, scientific knowledge, as part of the cultural heritage and history of 
the local communities is an important part of that transformative knowledge. Unlike the 
“objective” or “scientifically based” intellectual paradigms, indigenous knowledge can be 
experientially learned in the field. My own experience has told me that service learning, 
as a powerful experiential pedagogy, is the one of the best pedagogical tools we have to 
acquire that knowledge.  
 
 
 
 







 


II. Service Learning and Social Justice Education 
Injustice anywhere is a threat to justice everywhere. We are caught in an 
inescapable network of mutuality, tied in a single garment of destiny. 
Whatever affects one directly, affects all indirectly. 11


 
 


This quote from the late US civil rights activist and leader the Rev. Martin Luther King, 
Jr. brings to the fore the second theme of the paper: service learning should be related to 
the concept of social justice education. Although service learning has been adopted 
widely among faculty, administrators and educators, the misconception of service 
learning as charity work is still well around and alive. Some faculty and students have 
expressed their skepticism about service learning simply because they feel that such 
endeavors amount to little more than “charity” work or, even worse, “distractions” from 
core disciplinary competencies.  
  
It is probably true this “charity” type of service learning is still employed by some 
nonprofit organizations, including universities and colleges, and some service-learning 
projects lack a political awareness component and the service students perform treats 
social symptoms, without addressing the root causes of social disparities, poverty 
conditions and medical maladies. As Dr. Lai Kwok Hung, Senior Student Affairs Officer 
at Hong Kong Baptist University, stated, “Learning from serving others is not automatic. 
Students serving meals to the homeless, mentoring at-risk youth, and visiting chronically 
ill patients enjoyed the work and felt satisfied from such altruistic experiences, but did 
not necessarily engage in critical thinking about the existence of poverty, youth policy, 
and health-care reform. These experiences may even promote a power imbalance of the 
privileged ‘haves’ providing for the ‘have-nots’.”12


  
  


To help debunk this misperception and realize the full potential of service learning, 
service-learning scholars and practitioners are pushing the advocacy and social change 
agenda. The stories told by Asian faculty and students provide ample examples about 
how they learn to get involved in policy-related learning and community engagement. A 
good place to start, according to them, is to teach students about the social construction of 
human differences and their own unearned privileges. While completing their “social 
exposure” project, a group of Assumption University students, for example, witnessed the 
dire situation of street children in Pattaya and reflected on their own unearned privileges. 
They were “strongly struck by the fact that these children live on 12 baht a day . . . and 
these children have never tasted fruit before.” In comparison, a majority of the students 
themselves go and see a movie several times a week and spend more than 100 baht for 
each movie.13  They learned that sacrificing one movie each week could potentially help 
one child to be fed for seven days. Similarly, a Singaporean student performing service 
learning in Lijiang, China, wrote, “We saw ourselves as fortunate and felt the need to 
contribute to a less privileged society in our own capacity and capability.”14


  
  


For social justice education, some faculty have introduced Paulo Freire’s concept of 
transformative processes for service learning operations, which calls for changing public 
policy as well as to creating change agents. The CBI program at Hong Kong Baptist 
University, for instance, promotes the concept of problem-based learning, which “was 







 


defined as a teaching method that builds the instructional process around one or more 
complex problems that the course content may be used to solve.”15


  


 The expected learning 
outcomes of the CBI program, according to John Powers, a professor of communication 
studies, is to encourage students to identify real-life problems from the community and 
apply knowledge they have learned in seeking their solutions.    


Doing service-learning in the Philippines taught the International Service-Learning 
Program (ISLMP) students the enormous disparities between the rich and the poor in the 
country. One ready example was the student experience of attending a lavish birthday 
party of a local politician. Despite the festive mood of the party, a female non-Filipino 
student was saddened by the lavishness, which presented such a powerful contrast to the 
poverty they saw being experienced by so many in the community day in and day out.16


  


 
These examples clearly show how direct community engagement helps ISLMP students 
develop a transformative perspective on the critical issues of social inequality.  


Working for peace and reconciliation represent another example of social justice 
education in service learning. As discussed earlier, after its successful experience for the 
joint-production of “Zouba,” ICU’s service-learning office is planning a follow-up 
reconciliation program in Nanjing, where ICU students will acknowledge history and 
take ownership of Japan’s War policies. “This may be a rather unusual agenda for 
service-learning,” some ICU professors wrote later, “but as nationals of a country that 
invaded Asian countries and committed atrocities during modern times, creating this 
understanding is something very important for all Japanese as global citizens.”17


  
 


Nowadays, social justice ideals are broadly embraced by faculty and students, but 
oftentimes students are exposed to issues of injustice or inequity only as an abstraction. 
Service learning offers a proven pedagogy for moving the discussion of human rights and 
social justice from the classroom to the streets, where it takes on human meaning and the 
very concept of social justice can be, therefore, be translated into passion and 
commitment for the students.  
 
III. Service Learning and the Concept of Multicultural Symbiosis18


If you give people fish, they can eat for a day. 
 


If you teach them how to fish they can eat for a lifetime. 
If you teach them to learn, they don’t have to eat fish all their life.19


 
 


This pithy quote captures the spirit of service learning among faculty and students in 
promoting cross-cultural and world literacy. In 2006 the six cooperative member schools 
of the Service-Learning Asia Network (SLAN), for example, introduced the concept of 
“multicultural symbiosis” or kyosei (meaning “living together” in Japanese) as the key 
learning objective for the International Service-Learning (ISLMP) program. 20


  
  


In ecology, symbiosis, according to Enrique Oracion, refers to a mutually beneficial 
relationship among organisms. “When applied to human interaction amidst cultural 
diversity,” he wrote, “the concept of multicultural symbiosis implies how the coming 
together of people with diverse cultural backgrounds offers relative benefits to all 







 


involved.” 21  Many ISLMP participants broke down their long-time held stereotypes 
against local cultures and residents. Living closer to the Filipino communities, for 
example, they observed school children came to school late, not because they were lazy, 
but “because they must walk three to four hours before reaching school” and “some 
pupils had to cross rivers several times, which made it difficult to go to school during bad 
weather.”22


  
 


However, it is not easy to reach this lofty goal of multicultural symbiosis. It always takes 
vision, care and high ethical standards. Some case studies collected shed light on the 
sticky side of service, the all important ethical conduct of service learning in a cross-
cultural or international context. Indeed, there are risks or pitfalls of all kinds in 
conducting service learning, especially international service learning. For example, some 
faculty members cited the phenomenon of “academic tourism,” referring to those short 
and superficial stunts overseas without clearly defined learning objectives. Some students 
have been heard talking about their service-learning class as a glorified vacation or a visit, 
a sign of the so-called academic tourism.  
  
Furthermore, the so-called “island programs,” where students often stick together among 
themselves with little or no interaction with the local communities defeat the purpose of 
international service learning. Worst still, for some of them service learning projects 
could become a way of exercising their sense of generosity or beneficence (read 
paternalism or patronization). Ultimately, those “benevolent” service projects reinforce 
personal bias and cultural prejudice against other people. Those programs could become 
counter-productive and destructive. 
  
In view of all these potential problems, as service-learning faculty and scholars, how do 
we set up some useful parameters or criteria for the ethical conduct of service learning? I 
participated in a workshop co-sponsored by the United Board and Lingnan University in 
Hong Kong in 2007, where four broadly defined themes were discussed, which were 
related to power, capacity, equity and sustainability.  
  
With regard to the issue of power, participants have a number of interrelated questions: (1) 
How do we guarantee voluntary participation & informed consent? In other words, how 
do we make sure that there is no coercion for service learning, especially among 
vulnerable segment of the population with diminished autonomy or capacity? (2) Is the 
principle of shared governance being practiced? Is there a strong buy-in by the local 
communities? (3) Are the host communities equal partners in the education of student 
participants? Reflecting over the experience with ISLMP students, for example, Dr. 
Enrique Orcion emphasized that projects “must be appropriate to the needs of the 
communities and should be identified together with the locals during the planning stage 
in forging a partnership for service learning.”23


  
  


A number of capacity-related questions were also raised about each of the major players 
or partners in service learning. First, for community capacity, do our students understand 
the difference between help on the one hand and social development on the other?  Or, 
are we relatively certain that the local communities we serve will improve their capacity 







 


by our genuine, active, and sustained engagement? Secondly, for student capacity, do our 
students have the maturity, skill, and knowledge, to perform the tasks or duties assigned 
by the agencies? And, finally, for agency capacity, does the placement agency have the 
ability to provide monitoring or supervision for students at the service site? Are the 
agencies’ staff properly trained or have the right credentials? Is it faculty responsibility to 
scrutinize their qualifications or do we simply rely on administration assurances about 
these oversight issues? 
  
A few case studies were cited in addressing those questions in the workshop. On student 
capacity, for example, Lai kwok Hung’s point was very well taken when he wrote about 
student placement, “service learning placements should be tailored to students’ needs and 
their level of self-efficacy. A community service placement that is perceived as too far 
beyond the student’s capabilities will be threatening, and will decrease rather than 
increase their sense of self-efficacy.”24


  
 


In addition, the concepts of reciprocity, equity and respect have been given and discussed 
by quite a few participants as the absolute key for a successful service-learning program. 
Dennis Lee, Regional Vice President and Managing Director for Students in Free 
Enterprise(SIFE) in Singapore, while discussing the Singaporean situation in service 
learning, cited reciprocity as the key factor in differentiating service-learning from 
community service.25 He advises his peers and students to avoid “the ever-present pitfall 
of paternalism disguised under the name of service.” “Service-learning,” he wrote, 
“avoids the traditionally paternalistic, one-way approach to service in which one person 
or group has the resources, which they share charitably or voluntarily with the person or 
group that lacks resources.”26 Likewise, Jane Szutu Permaul, Assistant Vice Chancellor 
Emeritus of Student Affairs at UCLA, in assessing the cross-cultural learning outcomes 
of the Chan Fellowship, raised similar questions, “Is cross-cultural learning a one-way or 
two-way learning experience? Do the American hosts learn anything along with the 
fellows?” It is also interesting for me to note how Assumption University students 
quickly find out that many communities will only allow a stranger to be involved in the 
community’s life through someone they trust. “In our social exposure to hill-tribe 
communities,” Charn Mayot wrote, “we work together with the Mirror Foundation, a 
local NGO engages in community development.”27


  
  


Most faculty and students are strong advocates for the principle of equity, making sure 
that it is the communities, instead of selected individuals, who benefit from the service. 
Charn Mayot, for example, believes, “Any service-learning produces a good outcome for 
only one or two stakeholder group risks exploitation of the rest, and service-learning 
programs that intentionally or consciously ignore the benefits to other groups reflect an 
attempt to harvest other stakeholders’ labor.”28 To push the equity issue one step further, 
the quote has pointed our attention to exploitation issues for the community as well as 
students. In fact, specific suggestions have been made by several members of the group 
about how to honor and recognize community contributions at the end of service learning 
projects. Perhaps, similar questions can also be asked about student exploitation, making 
sure partner agencies do not use free student labor to perform duties that should have 
been done by salaried employees with no proper supervision, especially duties outside 







 


service learning agreement. With regard to respect, all discussants strongly endorse the 
idea of prior diversity/sensitivity training for students by faculty or staff in student affairs, 
where students are expected to be prompt, reliable, respectful, and have the cross-cultural 
competency in a different society.  
  
In teaching service learning, participants agreed, we need to ask ourselves the question if 
the project is sustainable or not, given the human, environmental and economic resources 
available locally. For Charn Mayot, he would teache students the “sufficiency economy” 
theory of His Majesty King Bhumibol Adulyadej, a long-time intellectual tradition in his 
homeland. At Bann Amphur Muang in Prachinburi Province, as he wrote, Assumption 
students “learn the principles of a sufficiency economy through exposure to the way 
community members live, information instruction, and by participating in community 
activities.”29


  
  


Increasingly, in university settings institutional oversight is being established for the 
ethical conduct of faculty who are engaged in research, especially with regard to human 
and animal subjects. That oversight is often provided by institutional review boards 
(IRBs). In addition, various academic disciplines, such as those represented by the 
American Anthropological Association, the American Psychological Association, the 
National Association of Social Workers, and the American Sociological Association, 
have developed discipline-based code of ethics. My question is should service learning 
programs and centers establish some mechanism or system, such as ethical oversight 
committees of their own, for oversight of service-learning projects since no formal 
research is involved by service-learning faculty? What is more, because service learning 
faculty come from all disciplines, should each faculty member refer to his or her own 
discipline’s codes of ethics for guidance in the conduct of service learning? I believe this 
will be an important issue to consider for service learning scholars and practitioners for 
many years to come.  
  
In closing, I want to acknowledge the Office of Service Learning (OSL) at Lingnan 
University for bringing those international service learning scholars together at the 1st and 
2nd international service-learning conferences co-sponsored by Lingnan University and 
United Board for Christian Higher Education in Asia. Of course, I would reserve my final 
comments for the distinguished group of international scholars from Thailand, Japan, 
Hong Kong, India, Singapore, New Zealand, the Philippines, Taiwan and the United 
States who have contributed their ideas, project information and writings to the 
development of this paper. Ultimately, it is because of their dedication and commitment, 
“Serving to Learn and Learning to Serve” has become a influential movement that is 
transforming higher education in Asia.  
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The Management of Human Resources among Community 
Colleges in Thailand 
 
Krisda Tanchaisak, Assumption University, Thailand 
 
 
Abstract: Human Resources Development (HRD) is gaining increasing attention in 
both private and public sectors in order to enhance effectiveness and efficiency.  This 
research study aimed to investigate the Human Resources Development interventions 
used among public community colleges in the northeastern part of Thailand.  
Community colleges were established to provide formal education and vocational 
trainings to adults who did not have a chance to attend colleges and universities 
during their childhood, due to poverty or lack of access and several other reasons.  An 
objective of community colleges was to provide technical and vocational skills so that 
graduates can start their own businesses.  The colleges’ personnel need to keep 
updated with academic and practical knowledge so they could teach more effectively 
in the fast changing globalised world.  However, these colleges were set up as 
governmental units operated under a strong centralized bureaucratic system.  While 
the Thai government tried to promote personnel development, there were many 
protocols and procedures that personnel had to follow and might inhabit their 
initiatives.  The Human Resources Development practices were mostly emphasized on 
training related to procedural information for administrative control.  This research 
study was designed as an exploratory study to gain better understanding about the 
Human Resources Development interventions that the Thai government used with 
community colleges.   
 
Focus group and individual in-depth interviews were performed with selected 
personnel in four community colleges in the northeastern region of Thailand.  Results 
revealed that personnel in different positions and localities had different focus on 
needs for development.  The majority of the development programs were planned by 
the central office.  Some Human Resources Development interventions and practices 
corresponded with personnel’s need while some did not.  Most personnel described 
their need for the central office to allow for more autonomy and supports especially in 
pursuing further study.  College leaders had major roles and influences on the 
developmental direction of personnel.  The central office should restructure the 
Human Resources Development practices to be more decentralized and respond to 
each locality’s requirements.  Collaborations and networking among colleges should 
be promoted.  
 
Keywords: Community college, human resource management, human resource 
development, Thailand, personnel.  
 
 
Introduction 
 
People are involved and needed in all aspects of organizations. Hence they are 
considered the key to the success of every organization (Kruger, 1998).  It was found 
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that human resources can create sustainable advantage for organizations (George & 
Hegde, 2004).  With proper commitment and motivation among personnel, 
competitive advantages can be created and sustained.  Rucci, Kirn, & Quinn (1998) 
reported a causal relationship between workers’ satisfaction and customers’ 
satisfaction.  Satisfied workers tend to be more willing than unsatisfied workers to 
serve.  With proper training satisfied workers are more capable and willing to satisfy 
customers.  Unhappy workers are less likely to offer pleasant services.  Service 
quality can be enhanced by employees (Sureshchandar, Rajendran, & Anantharaman, 
2002).  They are contact points between organizations and customers.  A well-made 
organizational plan can be ruined by low quality (Kaufman, 2010).  It is imperative 
that organizations should train and develop human resources regarding skill, 
knowledge as well as attitude so they can deliver excellent results.  For this reason, 
Human Resources Development (HRD) is receiving increasing attention in both 
private and public sectors (Chermack, Lynham & Ruona, 2003).  Inferiority in HRD 
is likely to result in negative performance.   


 
The aim of this research study was to investigate the HRD interventions and practices 
among public community colleges in Thailand with the focus in its northeastern 
region.  The operations of community colleges in Thailand are under the supervision 
of a central authority named the Bureau of Community College Administration 
(BCCA).  Starting from 2002 to 2009, the Bureau has established altogether 19 
community colleges to serve the needs for formal degree programs and vocational 
training courses to people in communities that universities did not cover.  These 
colleges were relatively new at the time of the study, there was a strong need to train 
and develop personnel to set the future pace.  Community colleges operate as a 
government education unit under a strong centralized bureaucratic system.  While the 
Thai government tries to promote personnel development, there are many mandated 
protocols and procedures to follow.  It is interesting to examine the pattern of HRD 
interventions used by such governmental unit.  Hence, this research study was 
designed as an exploratory study to gain better understanding about the HRD 
interventions and practices that community colleges used, specifically regarding the 
effectiveness as perceived by the personnel.  Hence, the research question was posed 
as: 


 
RQ: What are the HRD interventions that community colleges in the northeast of 
Thailand used in order to develop personnel? 
 
Literature 
 
Thai educational institutions are supervised by the Ministry of Education.  The 
Ministry administered the operations of several units including the Office of the 
Higher Education Commission (OHEC) and the Office of National Education 
Standards and Quality Assessment (ONESQA) to make sure that the operations of 
public and private higher education institutions maintain the same standard level.  
Public universities were parts of the government system.  Operations were performed 
as a bureaucratic governmental unit.  Usually, decisions were centralized at the 
Ministry.  The Ministry controls budgets of all public educational institutions.  
However, the government decided that from 1998 onward, public universities would 
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be decentralized but OHEC and ONESQA shall maintained the control of quality in 
education (Office of the Higher Education Commission, 2009).  This process took 
more than a decade to transform universities on a one-by-one basis.  Until 2009 some 
public universities are still undergoing the transformation process.  The 
transformation brings about tremendous needs for HRD interventions especially for 
the transforming of fundamental attitude toward servicing stakeholders.   


 
Human Resource Management (HRM) 
 
In the past, the management of personnel, or Personnel Management, was limited to a 
few tasks such as recruitment and selection, welfare and compensation, training, and 
the handling of personnel and other relevant legal matters (Davis, 2006) such as 
calculation and filing social security, withholding tax, and etc.  The changes of 
management paradigm from scientific management to humanistic approach (Argyris, 
1957, Argyris & Schon, 1978) instigated the worldview that realized socio-cultural 
contributions that employees offer to organizations.  It was found that human did not 
only work for organizations but also influence and shape the way the organization 
operated (Looise & Drucker, 2002).  This approach suggested that human was not just 
a passive object.  Operationally, they are an important factor and should be utilized to 
create values to the firms (Reisinger, 2000; Struemer, van der Klink, & van de Brink, 
1999).  Hence, it was more appropriate to look at employees as one of the important 
resources that company should invest in.  Financially, this resource could provide 
both present and future returns on the investment.  The worldview of personnel 
management was evolved into the Human Resource Management (HRM) approach.  
In the HRM approach, most functions of personnel management were maintained, but 
with a different perspective.  HRM encompassed a more strategic aim (Davis, 2006) 
and a concern for the development of personnel in tasks, career and personal lives.   
 
Human Resources Development (HRD) 
 
Training refers to the delivering of skill, knowledge, and attitude to workers to 
perform their present job while development refers to the improvement of skill, 
knowledge, and attitude for future, foreseeable and unforeseeable, jobs (Delahaye, 
2009).  Nowadays, the Training and Development (T&D) function of HRM was 
changed fundamentally from their origin under the umbrella of personnel 
management.  In the past, T&D was limited to training people for skills necessary to 
perform their current jobs well.  Later, development was added as a reflection of the 
perspective that human could create future benefits for the firms.  Swanson (1992) 
suggested that training and development can increase the effectiveness and efficiency 
of workers.  Development helps to prepare personnel for their future jobs.  A more 
recent perspective view that “future job” should include not only jobs in the 
organization who offered development for personnel but also for jobs outside the 
organization.  O’Connell (1999) reported that employees who were individualistic 
preferred training for skills that could apply to other workplaces.   


 
The concept and practices of T&D was evolved into Human Resources Development 
(HRD) with the infusion of T&D, organizational behavior (OB), and organizational 
development (OD) (Hill, 2002).  Training and development should aim, not only at 
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improvement performance but also, to change workers’ behaviors and result in the 
organization-wide improvement.  Dilworth (2003) suggested that HRD consisted of 
strategic change management, knowledge and learning, career planning, and 
employees’ well being.  Employees should be developed not only as a company’s 
asset but also as an individual with free will.  Stakeholders are expanded from only an 
organization to include the personnel him/herself (Ruona, Lynham, and Chermack, 
2003).  It is extended beyond T&D simply for works into training and development 
for personal life such as work and life balance (Kirkman, 1981).   


 
For the above process, the management of knowledge and learning are necessary 
(Delahaye, 2005).  HRD goes beyond training people to do jobs for the efficiency of 
organizations into training people to change their mindsets and to be responsible for 
their own career and life.  The focus has shifted from organizational objectives into 
mutual objectives.  Training and Development process is shifted to become 
sociological informal learning in the workplace (Mankin, 2009).  HRD interventions 
occur at the individual, group, and organizational levels.   


 
In this regards, workers are adults who have different learning process from children.  
Knowles (1980) suggested a self-directed learning process.  HRD practitioners should 
play the role of facilitators rather than teachers (Knowles, 1990).  Birzer (2003) 
supports that this teaching approach is more effective than other behavioral teaching 
and learning methods.  In general, the T&D intervention includes training need 
investigation, designing the transfer of learning process, implementation and 
evaluation of results (Delahaye, 2005).  While the aim of HRD has shifted to enable 
personnel to think out of the box and created changes in the organization, one of a 
bureaucracy’s notable characteristics is to keep everything in order under strict rules 
and regulations.  Hence, it is interesting to investigate the bureaucracy’s HRD 
intervention process. 
 
Governmental or Bureaucracy Paradigm 
 
Traditionally, public organizations monopolized markets to a more or less extent.  
There were few, if not no, competitors for customers to turn to if they were 
dissatisfied with the products or services.  Customer satisfaction was comparatively 
less emphasized.  The house of representative draws laws and regulations for the 
government to conform to.  Hence, it is important that all governmental units should 
operate in the manner that requires personnel to focus more on the established rules 
and regulations.  The right protocol is valued more than good services.  Personnel 
have to make sure that they follow the right protocols even though the process might 
create complication or difficulty for customers.  As long as the personnel follow rules 
and procedures, they would be fine.  Pleasing customers is not an agenda.  This 
becomes the traditional dominant worldview among civil servants in Thailand.  The 
bureaucracy procedures are prioritized over individual treatment (Robbins & Coulter, 
2009).  The bureaucratic system results in rigidity and is less efficient in responding to 
changes in the environment (Child & McGrath, 2001).  In the attempt to be more 
responsive with changes in the environment, modern bureaucracy maintains control 
but allow some personnel participation (Josserand, Teo, & Clegg, 2006).  
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In the modern era, stakeholders’ voices are attended to more than before (Alsbury & 
Whitaker, 2007; van de Ven, 2005).  There are calls for equality and better treatment 
for people as well as good governance practices in the public sector.  The modern 
environment requires civil servants to develop themselves both in attending to the 
bureaucratic system and offering satisfying services to the civilians.  Hence, civil 
servants have to develop their skills, knowledge and, especially, attitude accordingly.  
The Thai government realizes the disadvantages of bureaucratic system and the 
importance of flexibility.  She is trying to release higher governmental agencies from 
bureaucracy by appointing several independent agencies including CHE and 
ONESQA.   
 
Methodology 
 
The researcher applied for approval from the Bureau of Community College 
Administration (BCCA), the governing authority of community colleges in Thailand, 
to conduct a research study and collect information from personnel in the local 
community colleges.  Northeastern region of Thailand was selected as the location of 
the study because the colleges in this area are comparatively more successful than 
colleges in other parts of Thailand as suggested by the Bureau.  The researcher sent 
letters of introduction together with the approval letter from the Bureau to director in 
each of the four community colleges in the northeast of Thailand.  Telephone calls 
were made to make appointments with directors and personnel who were selected by 
the directors to participate as informants.  In-depth semi-structure interviews were 
performed with the directors and three personnel in each college during March 2009.  
Focus group interviews, consisted of 4-6 personnel, were also performed at each 
college with personnel.  Questions were related to the HRD interventions and 
practices of each college.  The interviews were audio recorded and transcribed by the 
researcher.   
 
Results and Discussion 


 
Regarding the personnel appraisal method, the Thai government has introduced 
Human Resource Scorecard approach of all civil and government officials.  HRM 
practices are measured on 5 dimensions: alignment with organizational strategies, HR 
operational efficiency, HRM program effectiveness and HR accountability, quality of 
work life.  Strategic alignment includes workforce analysis, talent management and 
HRD.  HR operational efficiency relates to accuracy and timeliness in all HR 
functions as well as HR database via information technology while increasing HR 
productivity and value for money.  HRM program effectiveness refers to the retention 
of personnel, employees’ satisfaction, knowledge management and performance 
management.  HR accountability covers the good governance and ethical approach in 
HR.  Quality of work life is introduced in order to create good relationship among 
officials as well as the management of benefits beyond what is required by law 
(Office of the Civil Service Commission, 2009). 


 
Personnel in community colleges were classified into three categories: civil official, 
government official and annual contract workers.  The government’s human resources 
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system is transitioning from civil official system to government official system with 
new sets of HR schemes especially compensation and promotion systems.  The 
government has an objective to gradually end the civil official system by recruiting 
less civil officials but more government officials in order to increase the morale and 
improve the efficiency of civil service system.  New position classification and 
compensation systems for Thai civil service started in 2002 and were launched in 
2008.  Positions are categorized into three groups: general positions, specialized or 
professional positions and management positions.  These positions are categorized 
into 11 levels starting from level 1 for clerical to level 11 for permanent secretaries or 
senior advisors (Office of Civil Service Commission, 2010).  All Human Resources 
strategies including Human Resources Development are structured around such 
categorization.   


 
The bureau determined standard job descriptions and job specifications for all 
colleges.  For the recruitment practice, positions in each college are determined by the 
Bureau.  When there is an opening, the college would make a human resource 
requisition to the Bureau.  The Bureau organizes periodic recruitment process and 
assigns personnel to the college.  Selection is based on aptitude test, technical skill 
test and traits assessment.  However, behavioral assessment is not performed in the 
recruitment and selection session.  Selected directors of several community colleges 
comprise a committee to draw test papers.  As to the time of interview, several 
positions in some colleges were left unfulfilled for years due to procedural problems.  
The recruitment process is performed twice a year throughout the country.  In some 
years, there were no applicants with the required major or field of study as requested 
by the college.  In some years, applicants could not pass the exam.  There was no 
further action by either the Bureau or the colleges.  A director said that “we had two 
job openings for 3-4 years since I became the director in this college but so far there 
is no replacement yet.”  They passively kept waiting for the Bureau to recruit people.  
The director seemed to have no worry about this issue.  The burden was pushed to 
personnel who had to struggle and share the amount of jobs.  One of the personnel 
said “I have to do everything on my own, use my own car to visit communities. Those 
who are not dedicated enough cannot stand for long.”  Hence, the quality of works 
might not be as good as it could have been.  This contributed to the problem of limited 
time for personnel development because they had full-hand of jobs.  The human 
resource demand was not satisfied hence jobs were not properly executed. 


 
An important issue many people raised was about condition of work.  Several people 
mentioned that their jobs were suppressing “I came here in the hope for a better 
condition in a higher education institution but it turned out opposite to my 
expectation.”  Some personnel worked for vocational school before.  They worked 
under the governance of the Vocational Education Act with less benefits and 
privileges than community colleges which belong to the CHE.  They thought they 
could proceed with academic career but it turned out they had to deal with all work 
routines and teaching classes seven days a week with no time for academic 
advancement.   


 
Each college included HRD plans in the annual budgets subjected to approval from 
the Bureau.  These HRD plans ranged from educational trips to training classes for 
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various operational tasks.  Most of the trainings aimed at delivering knowledge 
necessary to perform current jobs.  The Planning Committee of each college together 
with the director would investigate the needs for training, design and implement the 
method for training, usually in the form of training courses.  The evaluation of the 
results was performed through personal observations of job improvement.  A few 
colleges offer training programs regarding the well-being of the personnel, such as 
meditation course and a course to inspire working spirit, but that were limited to only 
a fraction of overall training courses.  Another channel was on-the-job training since 
some jobs needed hand-on experience such as going out to visit community members.  
This approach was easy and popular among colleges. 


 
Personnel could request to attend training courses organized by other institutions.  
Directors would make the approval based on personal judgment.  The expenses would 
be allocated to the traveling budgets rather than HRD budget.  There is no budget for 
tuition fees or other fees to take courses in other places.  Personnel had to seek and 
request for this on a case-by-case basis.  Most of the time, they would go for practical 
knowledge training related to their jobs such as education assessment, handicraft, or 
computer courses.  There was no attempt to promote or systematic assistant to 
personnel to seek appropriate courses to take.   


 
Budgets of colleges must be approved by the Bureau.  All periodic training courses 
organized by the central units were about procedural practices.  The bureaucracy 
system requires a lot of rules and procedures, personnel must know all the rules such 
as memorandum writing, governmental document filing, etc.  Personnel, especially in 
the administrative functions, were satisfied to learn such knowledge.  However, most 
training budgets were allocated to personnel in the central unit rather than the 
development of personnel in the local colleges.  As one personnel mentioned that 
“those at the central office went to visit many institutions but knowledge learned 
could not be applied at the Bureau.  They should rather send us because we could 
bring the knowledge back to improve our local colleges.”  The result was that the 
personnel in the central unit collected necessary knowledge but those in the local 
colleges did not and sometimes they did not need the knowledge.  This could be 
referred to as expert power base (French & Raven, 1960).  It is likely that personnel in 
the central uses this strategy by learning more about the tasks and procedures hence 
they could influence the personnel in the rural areas.  Those in the local colleges 
lacked sufficient knowledge for their works and had to rely on the center. 


 
Many personnel, especially those in teaching function, wanted to pursue further study.  
However, this was hardly satisfied by the college.  Due to the task structure of the 
college, degree classes were conducted during weekend while training courses were 
conducted during the week days.  Personnel were scheduled to work seven days a 
week and took turn for weekly leave.  They could hardly find continuous time for 
further study.  They had to go on their own and managed their teaching schedules.  
Some directors assisted by rescheduled classes among personnel while some did not.  
Study leave was not applicable and scholarship was also not available.  Those who 
wanted to further their study had to struggle on their own both regarding funds and 
time.  It was very likely that they endured the condition because they wanted to keep 
their job while studying.  Once they earned the degree, they might seek for a better 
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job with their better qualifications.  They are planning their own career rather than 
planned by the organization.  The rules and regulations did not permit further study 
but the director had an important role in allowing for flexibility in the scheduling to 
allow personnel to arrange their time for further study.  


 
It seems that the Bureau does not encompass modern HRD perspective to develop 
personnel.  Most training offered by the Bureau was limited to basic skills training.  
This might be due to the fact that colleges were relatively new.  The Bureau was 
opened in 2002 and the system might not be in place yet.  Personnel, especially 
newcomers, had to learn the system in order to function correctly.  The bureaucratic 
system was strongly evidenced.  Trainings were offered to keep people under the rules 
and procedures rather than to promote development and changes.  Actions for 
development were not supported.  Directors had an important role in promoting 
learning among personnel.  However, these directors were selected by the Bureau.  
The Bureau keeps close control over these directors as one of the directors said “last 
year, I was called to the Bureau altogether 120 days.”  The Bureau itself was 
governed by the CHE which operates under strong bureaucratic control.  This was 
carried over to the supervision of community colleges.  The objective of the 
government to release colleges from bureaucracy seems remote.  The policy of the 
government seems preferable but people in the administrative positions still hold 
strong bureaucratic worldview.  They were civil servants for decades before they 
came up the ladder to assume higher positions in CHE, ONESQA, and BCCA.  It 
would be difficult to change these long-time veterans’ bureaucratic perspectives.  The 
aim to introduce flexibility into the government system is difficult to achieve.  The 
HRD interventions were centralized either through budgetary control or centrally 
organized courses in spite of the aforementioned privatization of higher education 
institution attempt.  Personnel who wanted to develop themselves were dissatisfied 
but those who were passive seemed to prefer the situation because they could learn 
the right procedures as against ambiguity found in the change process.  Again, 
conforming to the right protocol would yield them peaceful lives in the bureaucracy.   


 
The central authority should restructure the HRD practices to be more decentralized 
and respond to each locality’s requirements.  The need investigation or the first stage 
in the HRD process (Delahaye, 2005) should be performed carefully to realize true 
needs of personnel in the local colleges.  Without this process, the directions for the 
development of personnel and the colleges are unaligned.  Personnel in different 
college and localities have different needs for knowledge.  Participations from 
personnel in the operation levels should be allowed when the Bureau plans for T&D 
rather than planned from the center that lacks information regarding the local 
conditions of each college.   


 
It was found from the interview that the leaders, i.e. directors, have an important 
influence and role in creating flexibility and facilitating HRD of personnel.  Leaders, 
with their authorities, can motivate personnel to learn and organize proper conditions 
that stimulate learning.  They are able to devise budgets for necessary development 
and allow flexibility in timing for further study and other supporting structures.  
Leaders with visions realize the importance of development and stimulate the 
development process.  They also can function as a liaison between the college and the 
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Bureau and other institutions.  Collaboration and networking with local business 
communities and other universities can create better opportunities for personnel’s 
development.   


 
Currently, some personnel in the colleges came to know personnel in other colleges 
through central training programs.  These personnel created personal relationships and 
shared knowledge and information among themselves.  This resulted in informal 
support groups among personnel who felt suppressed.  Although the centralized 
training focused only in skills, the by-product of the process is the creation of 
networks among personnel that support sharing and learning.     
 
In spite of the attempt to develop the HRM practices, community colleges were 
bounded by the bureaucratic umbrella.  The recruitment, selection and compensation 
practices were beyond control of Community Colleges.  Those processes were 
controlled tightly by the Bureau and Civil Service Act.  Colleges could only play 
around with training and development though, as of the time of study, the practice 
was not really aligned with strategies but rather a transactional and short-term basis.  
The introduction of HR scorecard and Knowledge Management in several public 
organizations attained recognizable results (Office of Civil Service Commission, 
2009).  Key Performance Indicators suggested by Commission on Higher Education 
Commission (CHE), the Office for National Education Standards and Quality 
Assessment (ONESQA) are good starting point whereby community colleges can 
create appropriate HR scorecard and Knowledge Management practices and manage 
the human resources in a more focused direction.   
 
Conclusion 
  
Community colleges are drawing Key Performance and Competency Indicators to 
improve the assessment process.  Commission on Higher Education Commission, the 
Office for National Education Standards and Quality Assessment and the Office of 
Civil Service Commission provide lists of indicators for education institutions and 
governmental units.  These indicators are used as tools to appraise all personnel in 
community colleges for the purpose of development, performance management and 
compensation systems. 
 
The HRD process among community colleges in the northeastern part of Thailand 
was governed by strong bureaucratic perspective of the administrators.  This research 
provides an evidence of leadership power both in positive and negative directions 
towards the management of organizations.  The bureaucratic viewpoint is still very 
strong and hinders the human development process for organizational development.  
Before any development could be performed, the transformation of the administrators’ 
perspective should be attempted first.  The inclusion of other perspectives, either in 
the form of bottom-up communication or bringing in private sectors administration 
might introduce some changes in this perspective.  It is strongly recommended that 
HRD intervention is needed at the central authority, the Bureau of Community 
College Administration.  Future research should investigate a priori factors 
contributing to the bureaucratic perspective of the Bureau.  Another interesting 
research project is an experiment for an implementation of a more appropriate HRD 
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intervention according to the HRD stages: need assessment, designing of the transfer 
of learning, implementation, and evaluation of results (Delahaye, 2005).  
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Toward a Technology-Enhanced Pedagogy 
 
Kumar Alok, Chandragupt Institute of Management Patna, India 
 
 
Abstract: Educational technologies are yet to deliver their promise of transforming the 
pedagogy. This article presents a systemic model of pedagogy to analyze its potential to 
respond to technology. It warns against the fallacy of equating the pedagogical system with 
its elements or factors without taking into consideration their interactions. It envisages a 
technology-supported teacher to facilitate learner-centered educational practices.  
 
Keywords: Elements, pedagogy, system, technology 


 


Introduction 
Technology has a long past in education (Saettler, 2004) and it is poised to impact its future 
as well (Economist Intelligence Unit, 2008). It can find its place in education on four 
grounds: social, vocational, catalytic and pedagogical (Cross & Adam, 2007). Social and 
vocational grounds refer to the need to familiarize students with technology and develop job-
related skills; whereas, catalytic and pedagogical grounds refer to using technology to 
enhance education management as well as teaching-learning processes. 


Educators have been enthusiastic about the pedagogical prospects of technology since long 
(Reiser, 2007). Educational institutes have fast adopted a wide range of technologies ranging 
from audio-visual and multimedia devices to computers and internet. However, it is yet to 
show a significant positive impact on teaching-learning processes (Merrill, 2002; Reiser, 
2007; Salinas, 2008). It is clear that technology by itself cannot transform pedagogy (Merrill, 
2002). This article attempts to analyze pedagogy in order to determine the prospect of 
technology to transform teaching-learning processes. In this process, it makes two primary 
contributions: -  


• It presents a systemic model of pedagogy that identifies the teacher, the learner, the 
method and the topic as its elements. Based on the way teachers and students interact 
with educational topics and among themselves, it identifies six factors that influence 
the quality of learning experiences: purpose of pedagogy, scope of pedagogy, 
leadership, communication, learning environment and learning system of learners.   


• It argues that communication, learning environment, learning system and methods 
hold maximum potential for technological enhancement. It posits that technology can 
better help teachers though it will facilitate learner-centered educational practices. 
Further, it stresses the importance of enlisting teachers and learners for a systemic 
response toward technological enhancement.  


Technology can be used for a host of education related issues such as access, time, cost, and 
inadequate number of teachers (McGorry, 2002); however, for the purpose of this article, I 
will focus on its pedagogical potential.  
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Systemic Model of Pedagogy 
Pedagogy literally means the art and science of teaching children (Knowles, 1973) as against 
andragogy that literally means the art and science of teaching adults (Knowles, 1973; 1980). 
It is tempting to dismiss pedagogy in context of higher education; however, it is prudent to 
exercise much consideration in this regard. Unless there is a reason to consider human adults 
as essentially different from human children, the pedagogy-andragogy dichotomy hardly 
serves any purpose. Experimental literature provides little support to establish pedagogy-
andragogy dichotomy (Rachel, 1994). Knowles, the most famous champion of andragogy, 
himself preferred to view them as two ends of spectrum rather than dichotomous models 
(Knowles, 1980). Therefore, it is better to expand the literal meanings of these words to 
include all human beings irrespective of their age or gender. I retain ‘pedagogy’ as it is much 
older in use.  


Defining pedagogy as the art and science of teaching gives an impression that it is only 
concerned with teaching-learning processes. It is important to rectify such a view as there is 
much in pedagogy that comes before and goes beyond the actual act of teaching. Pedagogy 
needs to be seen as a system for achieving educational objectives comprising four interacting 
elements: the teacher, the learner, the topic and the method. The very idea of pedagogy is 
meaningless in absence of any one of its four elements.  


Teachers and learners are the key elements in the system of pedagogy that justify its 
existence. Motivation, training, expertise, educational philosophy, values and principles, 
attitude and behaviors toward learners and learning process, workplace demands, teaching 
style etc. affect the way teachers engage in teaching-learning processes. Conducive 
organizational environment that sustains teacher motivation would go a long way in creating 
conducive learning environment. Learners come to higher education with their own 
background, aspirations, motivation, intelligence, personality, prior knowledge, attitude 
toward different courses, learning styles, self-efficacy beliefs etc. that impact their 
engagement in teaching-learning processes.  


The method is the most visible element of pedagogy that depends on the teacher, the learner 
and the topic. Lectures, demonstrations, discussions, behavioral practices, drama, games, 
simulations, contract learning, collaborative learning, problem-based learning, project-based 
learning etc. are different methods that are used in higher education to meet different learning 
requirements. Some of these methods need adequate resources as well as training for a 
teacher to execute them successfully.  


The systemic model of pedagogy takes into account the way teachers and learners interact 
among themselves and with educational topics. In this system, a learner interacts with a topic 
through learning environment and learning system; whereas, a teacher interacts with a topic 
through purpose and scope of the pedagogy. Teachers and learners interact through 
communication, leadership and methods. Figure 1 presents the systemic model of pedagogy 
followed by detailed discussions on each of the factors.  
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PEDAGOGY 


Figure 1: Systemic Model of Pedagogy 


 


 


 


 


 
 
 
 
 
 
 
 
  


 


 


 


 


 


 


1. Purpose: The purpose of pedagogy is a factor of the curriculum and the educational 
philosophy of the teacher. It may vary from knowledge creation to information 
transaction, concept attainment to concept reinforcement, attitude formation to 
behavioral modification etc. It is purely conceptual and requires much discretion on 
the part of the teacher.  


2. Scope: The scope of pedagogy is determined by the curriculum and the teacher. 
Teachers in higher education often determine the extent to which they intend to 
develop their students. This holds good especially for autonomous institutions where 
teachers can design and develop their own curricula. Purpose and scope together 
determine the nature of the educational topic: conceptual, applied, experiential, 
factual, simple and complex.  


3.  Leadership: In India, teachers have been taken as role models for high conduct since 
time immemorial (Mookerji, 1969). Of late, the concept of teachers as leaders to 
transform learning and empower learners has gained prominence in educational 
literature (Frost & Harris, 2003; Harris & Muijis, 2005; Little, 2003; Sherrill, 1999). 


Teacher 


Learner 


Methods Topics 


Curriculum 


Purpose 


Scope 


Learning System 


L 
e
a
d
e
r 
s
h
i
p 
 


C
o
m
m
u
n
i 
c
a 
t 
i
o
n 


Learning Environment 







International Journal of Arts and Sciences  
3(14): 474 - 482 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


Transformational classroom leadership is emerging as a defining quality of a teacher 
leader in schools as well as universities (Pounder, 2006). Inasmuch as teacher 
leadership enhances learning and empowers learners, it should be seen as integral to 
pedagogy itself.  


4. Communication: It is the axis of teaching-learning processes. It can take diverse 
forms: verbal, non-verbal, single medium, multimedia, impersonal and personalized. 
Teaching style and language play a critical role in effective communication. Level of 
interaction is yet another aspect of communication that takes multiple forms: one-
way, two-way, one-to-one, one-to-many and many-to-many (in case of peer-
learning). The level of interaction is determined by the teacher, the learner and the 
constraints such as the number of learners, time and space. Generally small batch size 
and sufficient time facilitate better interaction between the teacher and the learner. 
Peer-learning within the class also needs sufficient space to facilitate group 
processes.  


5. Learning environment: It includes physical, emotional and intellectual environment 
experienced or perceived by learners and teachers (Jamaiah, 2008). This definition 
equates learning environment with organizational environment. For the purpose of 
this article, learning environment and organizational environment will be treated as 
distinct. Learning environment will be treated as exclusively concerned with learners.  
Conducive learning environment is important for effective learning (Entwistle, 1995; 
Weinstein, 1979). It helps to sustain learner motivation and sets the context for 
learning. Classroom design, classroom density, classroom culture, comfort, safety 
and feeling of wellbeing, all constitute the learning environment. Poorly designed 
rooms, crowded classes, threatening and discouraging classroom culture, 
uncomfortable peer-relations etc. are known to hinder learning experiences.  


6. Learning system: It comprises prior learning, learning style, intelligence, personality 
and values of the learner. It is internal to the learner. Learners develop their ways to 
interact with their environment and interpret their experiences. Thus they learn to 
learn as they learn. In other words, learning system keeps on evolving throughout 
life. 


Scope for Technological Enhancement 
Pedagogy involves educational decisions to be taken, monitored and implemented. The more 
well defined decision rules and procedures are, the easier it is to find a role for technology 
(Banerjee, 2004). In other words, the requirement for human intervention increases with 
uncertainty involved in decision situations. Unless educational processes are understood in 
details sufficient enough to be adequately defined, technology cannot substitute teachers in 
the system of pedagogy.   


Motivation of teachers toward adopting technology for educational purposes is of paramount 
importance (Moser, 2007). If technology doesn’t integrate with the curriculum, then it will 
become an add-on leading to an increased workload and time crunch for the teacher. Such a 
scenario is less motivating for the teacher than a scenario where technology is an integral part 
of the curriculum itself. Long-term professional development for teachers is important for 
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integrating technology into curriculum (Wetzel, 2001). Pervasive use of internet, audio-visual 
devices and computer applications in management classrooms is the case in point. 
Management teachers find technology integral to the management education and get plethora 
of professional development options. Participation in professional associations, collaborative 
learning and practice can help teachers gain confidence in using technology (Becker & Riel, 
2000; Cradler & Cradler, 1995). Prospects of inter-disciplinary research (Chandra & Patkar, 
2007) might enhance teacher motivation to use technology.  


Technology may motivate learners due to its novelty, interactivity or sheer range of things 
that it makes possible. Learners can solve real world problems by collaborating across time 
and place (Bhattacharya & Sharma, 2007). Prospects of higher order thinking and being in 
touch with the state-of-the-art knowledge in their areas of interest would contribute to learner 
motivation. Prospect of higher participation and greater interaction (Bhattacharya & Sharma, 
2007) would further enhance learner motivation.  


Inasmuch as it can enhance the factors and methods, technology holds the potential to 
enhance the system of pedagogy. What follows is a critical analysis of the potential of 
technology to enhance the elements and factors.  


1. Purpose and Scope: These are highly conceptual, even philosophical areas involving 
decisions on keenly debated grounds. Debates such as constructivism vs. objectivism 
are hardly settled and are hard to settle as well. Though the curriculum presents a 
framework to take such decisions, much depends on the sound judgment of the 
teacher. In autonomous institutions, teachers design, develop and deliver their courses 
and hence hold almost complete control over these factors. Practically there is little 
scope for technology to directly contribute to these factors.  


2. Leadership: Teacher leaders can influence technology adoption in their institutions 
(Sherry & Gibson, 2002); however, technology per se cannot create a teacher leader. 
It can at best help teacher leaders transform their pedagogies. Thus it can act as a 
wonderful tool in the hands of teacher leaders.  


3. Communication: Technology holds the greatest promise to enhance communication 
and interaction. Radio, television, videos and films are extensively used in higher 
education. Web 2.0 applications such as blogs, instant messaging, internet telephony 
and social networking sites allow collaborative communication, content creation and 
sharing, and facilitate social learning (Maloney, 2007). Multi-modal teaching, online 
collaboration, learning management systems and presentation tools would have a 
profound impact on the academic experience in the days to come (Economic 
Intelligence Unit, 2008). www.youtube.com provides many hours of classroom videos 
from Ivy League universities. Access to educational resources has never been easier 
with online libraries, journals and educational channels such Gyan Darshan. EDUSAT 
satellite is taking the classroom to the doorsteps of Indian learners. Online education 
and e-learning initiatives are unthinkable without information and communication 
technologies. Again a word of caution  technologies focusing on enhancing 
communication can at best achieve what the best communication strategy can 
possibly achieve. Technological interventions in education are likely to turn up into 
huge disappointments, if they equate communication with pedagogy.    
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4. Learning environment: Technology has already influenced learning environments of 
learners. Presence of laptops and cell phones in classrooms are a perceptible reality in 
higher education. While such mobile devices can facilitate collaborative learning 
(Nilson & Weaver, 2005), they can potentially interfere with attention and motivation 
of students to learn in the class. Virtual learning environments such as Second Life 
and Markstrat are changing the way many courses are taught. Such computer-based 
simulations are gaining ground in the higher education with significantly positive 
learning outcomes.  


5. Learning systems: It is personal and internal to the learner. Because it is evolutionary 
in nature, technology can significantly enrich it through facilitating articulation and 
reflection (Jonassen, 1994). Technology can facilitate self-paced learning to a much 
greater extent than what is possible without it. It can allow heavy customization and 
personalization of learning experiences as well as adaptive assessment.  


Inasmuch as they are well defined, almost all pedagogical methods stand to gain from 
technology. Modern technologies can support instructional methods that were not practical 
earlier (Hastings & Tracey, 2005). However, unless the technological advancements are 
matched by methodical innovations, technological capabilities would remain subservient to 
the ongoing practices (Salomon, 2002).  


Teaching methods are much more comprehensively defined than learning methods that vary 
from mind to mind. Therefore, technology would be able to support teachers better than 
learners. Simultaneously, the role of teacher would experience a shift from information 
providers to mentors (Economic Intelligence Unit, 2008) as access to information and content 
is no longer an issue. Learners can go through the content at their own convenience; however, 
they are also prone to educational malpractices such as plagiarism. They would still need 
teachers to stimulate higher order thinking and develop high moral and ethical standards. 
Teachers would leverage the newfound technological prowess to facilitate self-paced and 
personalized learning experiences. Thus the educational landscape is poised to experience a 
shift from teacher-centered to learner-centered educational practices. 


Conclusion 
A system approach to pedagogy opens new vistas for conceptualizing pedagogical 
transformation. It makes it clear that pedagogical transformation requires working with 
elements and factors of pedagogy and not just infusion of educational technologies. It is 
apparent that communication, learning environment, learning systems and methods hold 
maximum potential for enhancement through technology and they need to be targeted for 
maximum impact. It is important to reiterate that these factors and methods per se are not 
pedagogy and hence their enhancement does not necessarily mean pedagogical enhancement. 
System involves a set of interrelationships as well that are initiated by teachers and learners 
in this case. To evoke a systemic response from the system of pedagogy teacher and learners 
should be enlisted first.  
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What Makes Middle School Meaningful:  Student Voices 
 
Linda Tribuzio, Mercy College, USA 


 
 
Abstract: The study “What Makes Middle School Meaningful:  Student Voices” was conducted 
in a large northeastern urban school system in order to explore three concepts:  (1) Student, 
teacher and administrator ideas about what makes middle school meaningful to inform 
curriculum development, (2) Student narratives and how they will assist in initiating, expanding 
and articulating a personal framework of the meaning of middle school and understanding of 
self, and (3) How to support teachers in their quest to know how to engage middle school 
students. Results included reports by middle school students and educators highlighting the need 
for caring, committed teachers.  In addition, the limited fund of language available to students to 
answer the research question suggests the need for language enhancement so that the middle 
school student might better understand himself/herself and his/her unique conception of the 
meaning of middle school through personal narrative. 


 
Keywords: student narratives, middle school, commitment, personal narrative 
 
 
 
Introduction 


 
Curriculum planners in urban and other school systems have searched for methods to engage 
students who exhibit non-compliant behavior:  avoiding homework, late to class, not 
participating in class or participating inappropriately, and inappropriate use of language.  Various 
approaches:  Behavior Modification (Skinner, 1971), Affective Education (Long, 1996), Applied 
Behavior Analysis (Alberto & Troutman, 1999), counseling (Toporek, Gerstein, Fouad, 
Roysircar-Sodowski & Israel, 2006), journaling/narrative/reflective practice (Bruner, 1986; 
Schon, 1991; Staratt, 1994), class meetings (Ervin, 2004; Larrivee, 2005), integrated curriculum 
(Beane, 2000), Classrooms of Choice (Glasser, 1998; Ervin, 2004), Differentiation (Tomlinson, 
2001), planning for Multiple Intelligences (Gardner, 1999), and others have been used in an 
effort to foster a school experience that is meaningful to the student and that will engage students 
in the learning process.  Meaningful is defined for this study as “full of purpose, significance or 
value” (Dictionary.com), “full of significance, value” (Dictionary.com – unabridged). 
 
Although it is important to distinguish between the concept of making meaning (sense) of the 
world and self-meaning (who am I?), there are ways in which the two are intertwined regarding 
student understanding of himself/herself/him and his place in the world. 
 
In the fall of 2005, this researcher asked a dean of a northeastern urban secondary school, “What 
engages the students?”  He said simply, “Listen to the Kids” (Tribuzio, 2005).  Bruner (1986) 
discusses the importance of narrative in creating one’s personal concept of meaning:  “If [the 
young person] succeeds in developing a sense of ‘reflective intervention’ in the knowledge he 







 


encounters he will control and select knowledge as needed” (p. 132).  Vygotsky (cited in Bruner, 
1986) views “conceptual learning [as] a collaborative enterprise involving an adult who enters 
into a dialogue in a fashion that provides the child with hints and prompts” (Bruner, 1986).  
Ervin (2004), referring to the work of William Glasser (1998) posits, “One of the most effective 
ways to help people meet their need for power is simply to listen to them” (p. 110).  Philip H. 
Phenix (cited in Jacobs and Kritsonis, 2006) says, “His [the student’s] real longing is for 
meaning and whether he recognizes it or not, all his striving, whatever its apparent object, is 
directed toward the enlargement and deepening of meaning” (p. 92). 
 
Inviting middle school students to talk about what makes school meaningful should be beneficial 
to the students’ concepts of self and their ideas of what makes the school experience have 
substance and importance for them.  “Language not only transmits, it creates or constitutes 
knowledge or reality” (Bruner, 1986, p. 132).  “It is through narrative practices of all types that 
we eventually discern the character of our own self” (Muldoon, 2006, p. 10).  “Narrative doesn’t 
merely describe the self and meaning but helps form them” (Muldoon, 2006, p. 10). 
 
Teachers in a summer 2005 class of this researcher in the New Teacher Residency Program in 
New York City reported that they were concerned about some students in their New York City 
public schools’ middle school classes who exhibited the behaviors cited above.  The teachers, 
eager to assist the students, stated that they were not sure about which strategies to use or 
personal approaches to take to help the students to engage in course material. 
 
An overarching theme of this qualitative study is the recognition and acknowledgement of the 
voices of students and their teachers and administrators who have demonstrated an interest and 
commitment to the northeastern urban school system where it was conducted. 
 


Hypothesis 
 
Inviting middle school students, teachers and administrators to explore their perceptions of what 
makes middle school meaningful will assist curriculum planners in creating curricula that is 
meaningful to middle school students.  Sonia Nieto (1999) says, “…learning begins when 
students begin to see themselves as competent, capable, and worthy of learning,  One way that 
students begin to see themselves this way is when their voices and perspectives are included in 
the transformation of schools” (p. 123). 
 
Given the opportunity to articulate what makes school meaningful should yield a further 
understanding by students and an investment in the curriculum.  The invitation to speak their 
minds will result in enhanced self-efficacy when asked, “How does it make you feel to be 
participating in this study?” 
 
The northeastern urban city teachers will experience support and will have information that may 
improve their practice as a result of their participation in the study. 
 
Does a lack of language development hamper students in middle school from expressing their 
needs and desires regarding engagement in the curriculum?  Is it a lack of expressive language or 
a lack of opportunity? 







 


 
Given the opportunity to express desires and thoughts will promote student understanding and 
engagement with the curriculum.  Will it foster creativity?  How does the opportunity to answer 
the research questions help a student who is in middle school, between independence and 
dependence, to feel more inclined to engage in the curriculum? 
 


Methodology 
 
Interviews were arranged with two teachers who expressed an interest in learning more about 
“what works with middle school students.”  Four of their middle school students and five present 
and past administrators in the same schools were invited to be participants.  Two of the 
administrators worked in the traditional middle school in the 1970s. 
 
Originally, students who exhibited non-compliant behavior (defined in “Introduction”) but do not 
have a special education diagnosis were to be identified for the study.  “Non-compliant behavior, 
or oppositional behavior, means not doing what has been requested by another person” 
(Ysseldyke & Algozinne, 2006, p. 358).  However, for the study, students were randomly chosen 
by administrators. 
 


Procedure 
 
Interviews were arranged by telephone.  Each teacher identified two students and one 
administrator to be invited to participate. 
 


Copy of Instrument 
 
The Research Questions are: 
 


1. What makes school meaningful?  Is there anything that would make it 
meaningful? 


 
(If silence or questions about the definition of “meaningful” occur, a definition of 
“meaningful” will be verbally given to the participant and available in writing.) 
 
After the participant has answered question #1, she/he will be asked the 
following: 
 


2. How does it make you feel to be participating in this study? 
 


The study is a qualitative one, “as qualitative studies are well suited for the meaning people place 
on events, processes, and structures of their lives:  their perceptions, assumptions, prejudgments, 
presuppositions and for check those meanings to the social world around them” (Van Maan, as 
quoted in Miles and Huberman, 1994, p. 10). 
 







 


The Northeastern Urban Department of Education, Mercy College approval letters, and the 
sample parents, teacher and administrator consent forms are on file at Mercy College, Bronx, 
New York. 
 


Significance 
 
The significance of the study is threefold: 
 


1. Student, teacher, and administrator ideas about what makes middle school 
meaningful will yield valuable information for the northeastern urban city 
curriculum planners. 


 
2. Students’ narratives will assist them in initiating, expanding and articulating a 


personal framework of the meaning of middle school. 
 
3. The northeastern urban city teachers will experience support in their quest to 


know what works to engage middle school students; what makes middle school 
meaningful. 


 
 
 


Results 
 
The most prominent result of this study was the wide discrepancy between the sophisticated 
language in the answers of the teachers and administrators and the hesitance and much less 
extensive language use of the students.  This researcher expected to hear the professionals speak 
in language with extensive syntax and semantics.  The time lag between question and answer and 
the limited choice of words to answer the question was significant for some students.  This was 
especially true in the Traditional Middle School (TMS). 
 
Students, teachers and administers associated with the following two schools participated in the 
study: 
 
 TMS – Transitional Middle School 
 AMS – Academy Middle School 
 
The themes of trust, safety, respect, connection, listening, and teachers or others who are 
authentic and caring are found in the results of the study.  An additional theme is the impact of 
the ineffective use of language.  When asked the research question, students in the TMS 
exhibited a 5-10 second lapse before answering with sentences with limited syntax (one or two 
words) or before the teacher filled in with a prompt or answer. 
 
Some students seemed to be repeating phrases that were heard in the answers of their teachers or 
administrators.  This would suggest that there may have been good faith prompting by educators 
in preparation of the interviews. 
 







 


Traditional Middle School (TMS) 
 
When the Traditional Middle School students did answer, they spoke about future social and 
future reasons that make middle school meaningful:  proms, graduating, getting successful jobs.  
There was an obvious change in affect (smiling, eye contact with each other, use of more 
language) when they spoke of the social events in particular.  The only time they “took off” 
(used more age appropriate syntax) in spontaneous speech was when discussing the upcoming 
prom:  dresses, preparation, etc.  The events discussed by these students related to the future. 
 
This researcher may have made the mistake of allowing the teacher to be present when asking 
TMS students to answer the research question.  When students did not answer within 
approximately 5-10 seconds, the teacher jumped into the conversation with prompts such as, 
“You’ll be preparing for high school, for being an adult, so when you get to high school you can 
handle the freedom…” 
 
It could be concluded that this prompting did not allow the students adequate time to think about 
their answers.  The following excerpt exemplifies the theory that the teacher, again perhaps in 
good faith, may have prompted the students with answers to t he research question. 
 
When asked during her interview to answer the question, “What makes middle school 
meaningful?” from a student’s point of view, TMS teachers said that students would say, “…get 
good grades, graduate [to high school]…pass classes.” 
 
TMS Student 1 hesitated often when answering, allowed the teacher to prompt, and said very 
little.  But she did repeat the teacher’s theme to a certain extent by talking about succeeding in 
the future and being successful, earning money for her family. 
 
TMS Student 2 was also prompted by the teacher about the choice of high school.  After 5-10 
second of silence, TMS Teacher asked, “Did you get accepted into a particular high school?”  
TMS Student 2 replied, “Yes, Law.  TMS Teacher asked, “What is the benefit of that?”  TMS 
Student 2 answered that grades, graduation, future and earnings were the benefit.  This answer 
was very similar to that of TMS Student 1 who had been interviewed the previous day. 
 
Next, TMS Teacher took over the conversation, and this researcher observed and decided not to 
stop the discourse.  This researcher realized that she had been mistaken in not telling TMS 
Teacher that a major part of the study was to listen to language used by participants.  However, 
at this point in the interview process at TMS, it was too late to make the point about what was 
being observed.  Now it seemed important to listen to how TMS Teacher was prompting the 
answer. 
 
Cursing 
 
The original idea for the present study came from a graduate class discussion of the etiology of 
cursing by urban middle school students.  This researcher asked the participants at TMS:  “What 
do you think about cursing in the schools?”  A conversation about social skills and cursing began 
when both students were interviewed together.  TMS Teacher was also in attendance. 







 


 
TMS Student 1 spoke of the importance of the way “I speak to people, observe people to see if 
they are good people to talk to.”  TMS Teacher asked, “How do you feel when other kids get 
penalized for a whole class period for some student’s cursing?”  TMS Students 1 and 2 
answered, “It’s not funny.”  TMS Student 1 stated,  
 


When I was young, I would get a feeling in my stomach.  Now, I’m kind of used to it.  
You shouldn’t curse in front of teachers….It is disrespectful.  I wouldn’t like to hear little 
children curse.  Parents use it, they call them names.  They [students] hear it outside. 
 


TMS Principal (in earlier interview) reported that she tells teachers not to focus on cursing, but 
to move on with the lesson at hand.  She has teachers practice class scenarios in order to 
desensitize teachers to student behavior such as cursing. 
 
Academy Middle School (AMS) 
 
Academy Middle School (AMS) students interviewed separately from the teacher, made 
statements about student government, clubs, and interested teachers making middle school 
meaningful.  It is interesting to note that present activities and relationships were reported, not 
future events as had been reported by TMS students.  AMS students’ answers were longer, and 
they used more age appropriate language and syntax (full sentences and vocabulary such as 
opportunity, accomplish, encourage, worthwhile, challenging).   
 
The AMS Principal reported that social development is crucial in middle school.  She stated that 
students need to be validated and that they are at a stage of needing independence and freedom.  
This response echoes the NYC BOE article, “What is Middle School?” (NYC BOE, 2002).  
Middle school students are in the “early stages of a conflict between their desire to be 
independent and the necessity to depend on others” (p. 1). 
 
She continued on, stating, 
 


Administration must value and understand them; they should not confront them 
[students].  Administrators and teachers must be good listeners.  Students need space, 
time, and a room where they can feel comfortable to scream.  The challenge has to do 
with people who don’t understand.  
 


The dean at another high school in the city, independent of this study, stated, “Just listen to the 
students.”  When asked what was the best way to engage students (Tribuzio, 2005), this 
administrator gives choices (see William Glasser, Power of Choice).  She talked about making 
the students part of the process, with student government, giving choices in clubs.  She spoke of 
choice, voice, and accountability.  AMS Principal stated that as students, they want to feel 
important. 
 
AMS Principal continued to say that she thought students would report that the school (AMS) 
allowed different teachers more independence, travel, accountability for self and their own 
movement.  There was a different type of teaching going on. 







 


 
This principal of the Academy Middle School continued that there is a difference between 
elementary school and middle school.  Developmental and social issues are crucial.  They must 
be validated.  Administrators must understand that the child needs help and support, but not by 
attacking and screaming, or embarrassing.  They need time, space and choices. 
 
These words were supported by the AMS Teacher who was interviewed.  Hers was the most 
extensive interview with the following themes.  Students in middle school are caught between 
being closed in and freedom (see proposal):  “Some of my students don’t have anyone who will 
help them believe that they can accomplish.  My challenge is to challenge them, but not so much 
that they will shut down.”  For those who have trouble with language use, she finds that ELA 
writing is helpful. 
 
She talked about the importance of having the students write.  They need to write about who they 
are, and she often has to stop a lesson to extend a teaching moment on what is written. 
 
AMS Student 1 shows evidence of a higher level of language use: 
 
 AMS Student 1: I think middle school is worthwhile but sometimes it’s challenging  
    and there are struggles.  Sometimes I know that I can accomplish  
    anything.  It’s a great opportunity.  I think I have a good chance of  
    passing to college. 
 
 Interviewer:  What makes you think about high school and college? 
 
 AMS Student 1: My teachers, my family encourage me. 
 
 Interviewer:  What do you think about cursing in school? 
 
 AMS Student 1: It’s very disrespectful and dishonest, if you curse in one class and  
    don’t in another.  Out of school the cursing is worse. 
 
There was talk about how cursing represents you.   
 
 AMS Student 1: In student government, they tell us to make sacrifices, keep going  
    and that we don’t want to make the same mistakes [as others]. 
 
Former Administrators Weigh In About TMS 
 
This researcher was fortunate to be able to speak to two former administrators of the Traditional 
Middle School, both of whom now teach at the college level.  One, F.S., had been the principal at 
the TMS in the 1970s and the other, W.M., had been an assistant principal also in the 1970s.  A 
bit of background will set the foundation for the answers that these administrators from the 
1970s gave to the question, “What Makes Middle School Meaningful?” 
 
 







 


S.F. 
 
Dr. S.F. grew up in Harlem.  He had been a counselor for the street gangs before becoming an 
administrator.  As he said, he “talked the language.”  He was the principal of TMS in the 1970s.  
There was high violence in and around the schools.  He began the job by visiting four major 
gangs in their basement “offices.”  “In the basement we weren’t school officials” (S.F., Spring 
2009).  He went to gang meetings and mediated.  An informal arrangement was made and there 
was no violent activity in and around the school after those visits.  A former mayor helped in 
keeping control by enlisting former gang members to help control the atmosphere.  There was a 
liaison from the commissioner to the gangs, a bridge.  All came to the meetings.  S.F. reported 
that he “talked the language and they [gangs] knew I was authentic.”  He used street language 
and he was willing to meet with the gangs.  He met with them after school; he was a trained 
psychotherapist.  He worked directly with the gangs and he knew their stories. 
 


My trust quotient went up.  I talked with the kids, developed a rapport.  Also, on four 
floors there were paramilitary guards.  There were assistant principals on each floor.  
There were student patrols of former gang members.  But you couldn’t be in a gang and 
patrol.  Assistant principals were in command.   
 


When asked why the former gang members accepted this, S.F. said that the paramilitary stance 
replaced the gang hierarchy.  At this point, graffiti tagging diminished. 
 
One might ask what this has to do with making middle school meaningful.  As Maslow and 
others contend, a safe environment is a basic need of all human beings. 
 
S.F. continued that connections developed as a result of deep trust and increased networking.  
“What I did was to make the school more like a school.  Over time, as situations resolved, 
academics improved.”  S.F. continued, “When I couldn’t get [situations] to resolve, there was a 
failure in the academic areas.” 
 


Interviewer: So, what makes middle school meaningful to students? 
 
S.F.:  [It’s meaningful] when they feel safer coming to school, the climate makes 
  it meaningful.  Bright kids can get what they have to because there are  
  teachers who care. 
 


AMS Principal had said something similar.  S.F.: “I’d leave to go find a kid I knew in the 
neighborhood.  I would shop and get haircuts in the neighborhood, in the [nearby] area.  The kids 
would see me.” 
 
S.F. tells the story of a young woman student who had been missing for three days.  Her worried 
mother called Dr. S.F.  Dr. S.F. found the young woman in one of the gang hang-outs.  A few 
years later, someone at a graduation ceremony at a New Jersey medical school called out, “Dr. 
F.!”  It was this young woman who had just graduated as an M.D. 
 







 


S.F. stated, “The major difference between elementary school and high school is that middle 
school is a transition zone where they learn to become adults and cling to protection [at the same 
time]”  [Beane also said this.]  Some of the challenges he saw were ELL students, different 
cultures, and the inability to use the language. 
 
S.F. relates that when the other administrator who was interviewed was at TMS (1971), there 
was a political shift; political unions became involved and school boards shifted people around. 
 
 Interviewer: What do you think makes middle school meaningful now? 
 
 S.F.:  There has been a shift toward responsibility; socially and intellectually.   
   Cooperative learning/hands-on/constructivism.  Curriculum is different— 
   it’s diagnostic, prescriptive, invention oriented.  It would appeal to me as a 
   kid.  You are able to excel, not compete but work together.  You have  
   individual testing, hands-on collaboration, and cooperation.  Cultural  
   groups are respected; there is interdependence. 
 
 
 
W.M. 
 
The Assistant Principal lists had no appointments for over a year.  Finally, W.M. had two job 
offers.  The school was overcrowded, built for 1400 and had 2700.  They had to go to double 
sessions, classes of 28-30.   
 
Students were tracked by academic ability.  Students were promoted even if they were more than 
two years behind grade level.  They would not be held back two times.  W.M. grew up on 
Shakespeare Avenue in the Bronx.  “I had special education kids in my class before inclusion.”  
[This was also before some special education legislation in the 1970s.]  “Students with mental 
retardation were considered so with two deviations below the mean.”  There was no clear 
mandate.  Teachers did what they thought was best.  All were accepted.  New students were 
accepted and protected in the district which would accommodate people from Puerto Rico.  We 
were in a remote area of the city.  There were gangs in the 1970s.  When S.F. was principal, he 
had sufficient clout because he grew up in the neighborhood.  There was one guy; he was a nice 
guy.  He was a war lord, chief fighter in the university area.  He became a very successful wine 
distributor.  He was a chess player.  He grew to have a private label of his own.  He would have 
backyard parties. 
 
 Researcher: What makes middle school meaningful? 
 
 W.M.:  The personality [of the teacher].  Teachers that can relate to kids.  They  
   can identify with them.  I was a “ball-buster” but I identified with them  
   [i.e., cared, didn’t look down].  I remember when I was Assistant Principal 
   and there were three teachers who the kids identified with, three lunatic  
   teachers!  I got them what they wanted.  They worked as a team   
   [collaboration].  There was this loony math teacher.  He would dress in  







 


   second-hand theatrical clothes.  The ‘70s was a time of alternate dress.   
   Then a brand new, extremely bright principal came in.  In her first weeks,  
   there was $100,000 worth of damage done to the windows.  Schools like  
   that needed to restore order.  The kids couldn’t identify with her. 
 
W.M. spoke of the important of social studies and values clarification [now called advisories, 
class meetings].  “There was one teacher who would beat up his kids—punch them out to let 
them know that he was displeased.  But every day he’d play ball with them.” 
 


Discussion 
 
A major theme of this paper is the fact that people who genuinely care give students the 
“backing” and encouragement to achieve.  This was evident over and over, in obvious and subtle 
ways.  Students reported that what makes middle school meaningful is family and school 
professionals who encourage them.  Interviews showed evidence of teachers caring enough to 
prompt or encourage interviewees with suggested answers.  This may have been done to “look 
good,” but there is a good possibility that the teachers wanted the students to engage in the 
interview in a meaningful way.  In the 1970s, teachers and other educators came to the 
neighborhoods, dialogued informally and meaningfully, even outside of school, to engage 
students.  Teachers who would play sports with them, visit their “clubs” and gang headquarters, 
or come to the neighborhood got the respect of the students. 
 
S.F. reported that the “ability to use their language (vernacular) is what makes school 
meaningful.  W.M. said that “teachers who can relate to kids” made middle school meaningful.  
A high school Assistant Dean said, “listen to them.”  Beane (1992) said that educators should go 
from “gatekeepers to meaning makers or facilitators” (p. 14).  Simply put, that means authority 
in the class, to interpreter of knowledge, to stepping aside and watching the student do the 
meaning making.  Again, Beane (1992) says, “Are educators willing to try to take the leap of 
faith—willingness to turn themselves over to young people?” (p. 14). 
 
An equally important theme that emerged was the limited use of language on the part of some 
students when answering the question.  Was this because they are at a loss for words?  Do they 
not yet have the language skills to describe meaning?  Would there be a difference in a non-
urban setting?  If “students need to know themselves, be social and construct their own meaning” 
(Beane, 1992) through their voice, what happens when their voice is hampered by a lack of 
language or their inability to articulate what makes their education meaningful?  Are students 
resorting to cursing because they have limited language to use? 
 
The Center for Research of Educational Diversity and Excellence promoted pedagogical 
standards for effective teaching and learning: 
 
 1. Teachers and students producing together 
 2. Developing language and literacy across the curriculum 
 3. Connecting school to students’ lives 
 4. Teaching complex thinking 
 5. Teaching through conversation 







 


 
If students are not proficient in language skills, how can they “develop language and literacy 
across the curriculum”?  How can they be “taught through conversation”?  How can they be 
“taught through complex thinking” in collaboration with teachers?  Beane (1992) states that 
inviting students to pose questions “allows the student to make his own meaning” (p. 8).  
Muldoon (2006) states, “It is through narrative of all types that we eventually discern the 
character of our own self” (p. 10). 
 
It is vital to consider the importance of the two major themes of this paper:  (1) the necessity and 
value in having an authentic, caring educator to foster meaning in middle school and (2) the 
observation that some students have the limited access to language that will help them describe 
middle school as meaningful.  Therefore, they are robbed of a means to strengthen concept of 
self. 
 
The first theme of connectedness and caring highlights the importance of teacher training, 
evaluation and support.  Hallowell (1999) speaks of the 12 important personal ties or 
“connections” that make meaning in life.  The second theme of language development suggests 
that it is crucial to evaluate and enhance language skills from as early an age as possible.  In this 
way students in middle school will have a means to create self and self-esteem through 
articulation of needs, desires, and through conversational relationships that use words other than 
the fall-back curse words that are so often heard in urban middle schools.  In conversation with 
two experienced speech and language pathologists, this researcher asked what they believed 
would help students increase expressive language.  They responded that assisting students in 
learning emotion words, the words to identify emotions would help students use language to 
explain rather than react.  Also, the goal would be to use language to debate rather than 
physically fight.  In addition, the speech and language pathologists suggested the use of small 
social groups to practice pragmatic (social) language (Tribuzio, 2010). 
 
Further study will focus on the great need for high-level teacher evaluation and early childhood 
as well as middle school language development.  Bean (1992) says that students need to pose 
questions.  The AMS teacher expressed the same sentiment. 
 
Further research related to the significance of the study may include interviewing participants of 
the original study and asking, “What did you think about after being part of the study?”  This 
could be particularly significant if the questions were asked after a series of speech and language 
pathology created language enrichment seminars were conducted.  The participants would again 
be asked, “What do you now think makes middle school meaningful?” 
 


 
 
 







 


 
Language Enrichment Unit Outline  


Format adapted from Backward Design, Wiggins and McTighe, (1998).  
 


Big Idea: We Know Ourselves and We Tell Others Who We Are Through Language 
 


 
 
Desired Results:  
Essential Questions:  


1. How does language help us to know ourselves? 
2. How can the use of language help students to enhance self esteem and self knowledge? 
3. How can language help students to identify their world and its meaning? 


Understandings: 
1. Students will understand that an extensive fund and use of expressive language helps one 


to know one’s self. 
2. Students will understand that an extensive fund and use of expressive language helps one 


to present his or her authentic self to the world. 
3. Students will understand that language helps a person to make meaning of his or her 


world. 
4. Students will understand that there are many ways to express one’s self.  


Acceptable Evidence 
1. Students will create a play, poster board demonstration, or video that addresses the unit’s    


Understandings. 
2. Students will collect data and graph each other’s use of new vocabulary.  
3. Self Assessment: Students will record testimonials relating the personal benefits of 


acquiring and using an enhanced fund of language. 
 
Planning Learning Experiences 


 Lessons will incorporate Wiggins and McTighe’s, (1998) concept of WHERETO:  
W- Where is the lesson going? 
H-Hold the students’ interest. 
E- Equip students with tools and strategies. 
R- Rethink the Big Idea. 
E- Evaluate 
T- Tailor the lesson to student interests and learning styles. 
O- Organize for Learning. 
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Chat Room Management and Guidance in Online EFL 
 
Maria Traum, Johannes Kepler University, Austria  
 
Abstract: This contribution focuses on the challenges and demands of using English as a 
foreign language (EFL) in chat sessions. It presents instructor experiences, lessons learned 
and recommendations for educators who may be considering the application of chat sessions 
as a part of blended learning for their courses. Synchronous chat sessions (SCS) can provide 
powerful online learning experiences by sharing experiences and knowledge. In this paper 
synchronous refers to spoken communication taking place at the same time using 
communication platforms such as Adobe Connect. At university level, on-line gatherings are 
often heterogeneous with participants of different ages, nationalities and language levels. The 
potential of this fascinating gathering space can facilitate the acquisition of foreign language 
skills because the intensity of communication during chat sessions is in most cases much 
higher than in the traditional classroom. The chat with its changing location, group size and 
intensity marks a new era for language learning and with it, new challenges and new 
demands. What factors account for the success of the meetings? How can the discussion 
remain coherent and possibly produce valuable ideas or even new ideas?  
 
Keywords: EFL, Chat sessions, Synchronous communication, Speaking skills 
 
 
 
Discussion 
Strengthening online discussions and processes are essential in keeping student involvement 
and interaction high. All activities that increase language use and fluency are a welcome input 
to developing communicative abilities and language skills, but SCS have the potential to 
intensify spoken language far more by increasing the number and the length of statements. 
The intensity plays a role in the quality of the interaction. Tailoring topics and communication 
time to the needs of the learners provides the balance to develop online speaking skills and the 
ability to edit and repair statements during the SCS for participants. The chat room as a new 
concept of classroom allows learners to encounter communication and language use in a 
setting that reflects the kind of interaction that takes place today via a global network of 
computers. 
 
The instructor’s primary role is therefore one of a moderator (rather than a questioner). 
Careful planning of synchronous chats is essential and if the sessions go well they may be 
exceptionally beneficial because they come close to the pace of a natural conversation with 
the challenge that spontaneity creates. The intensity of chat sessions refers to the amount of 
time each student actually speaks and if the number of learners is kept small (3 or 4 per 
session) then the average time of interaction is clearly higher than in the traditional classroom 
environment. Chat room management and reformulating form two important strategies 
instructors need to consider for success.  
 
A plethora of information describing the advantages as well as the limitations of chat sessions 
has recently emerged pointing at major challenges for the instructor that lie in planning 
guidance and support. New technology can facilitate active learning but this starts with 
providing a motivating environment that includes scheduling the session, staying focused on 
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only a few points, keeping the group size small and avoiding chaotic communication. Chat 
room management also includes strengthening activities that draw on experiences, which can 
make participation attractive. Expending intellectual energy when using English as a foreign 
language necessitates a motivating environment and this means creating concrete achievable 
goals that help form a good positive attitude reinforced by experiencing success. 
Scheduling regular chat sessions often means working around the students’ schedules and not 
necessarily when students’ feel like attending. A significant advantage of chats is the finite 
time requirements for a chat session. As already mentioned before limiting the number of 
students is essential for this guarantees that each student can have enough speaking time and 
is a prerequisite for intense interaction. Chaotic communication with statements overlapping 
each other should be avoided because this makes following and participating in an online 
conversation or discussion difficult or even lead to misunderstandings. Laying down 
strategies for turn taking and late-comers is also essential. In addition summarizing the thread 
can help all participants to stay focused and is an important way of keeping the discussion on 
track, but requires following the discussion closely. 
 
 
 
 
 


 
 


 
 
 
Figure 1: A Motivating Environment 


 
The challenges associated with staying focused are a result of the time constraints and the 
stress to respond appropriately and immediately. Deciding on the amount of chat room time 
depends on the number of participants. Intense spoken interaction during the chat sessions 
should be the aim. Opting for fewer attendees and a shorter session (ideally about an hour and 
a quarter for 4 students) is preferable. Speaking without using non-verbal communication to 
emphasize and stress segments of thoughts increases the stress of replying. Encouraging 
clarification and explanation can help decrease the tension that immediacy creates. 
Clarification and explanation by reformulating statements without the help of non-verbal 
communication adds to the challenge but with the help of careful management it may lead to 
improved English usage. In general the time factor makes spoken interaction an arduous task. 
In particular silence can be uncomfortable. Other participants may use this time to initiate 
reformulating. 
 
 
 
 
 


 
 


Figure 2: Major Challenges 
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On the other hand having time to correct and edit what one has said can decrease tension 
during interaction. Debating what the intended meaning of a statement is among participants 
with different experiences establishes a good foundation to talk over a topic. This comes quite 
close to discussions carried out face to face. To explain the point, it may be useful to start 
with the etymology of the term "discourse. In Whose Discourse? Stahl looks at the roots of 
the word: 


“The Latin root of the term is the verb discurrere, which means literally "to run 
apart", from currere, "to run". Diskursus thus means "to run to and fro" (cf. 
Encarta 1999, 538), which has developed into the idea of an exchange of ideas.” 
(Stahl 2004) 


According to the Etymology dictionary online the word „discussion“ developed to mean 
taking a closer look at an issue or topic by debating it and examining it:  


„mid-14c., from O.Fr. discussion, from L.L. discussionem "examination, 
discussion," in classical L., "a shaking," from discussus, pp. of discutere "strike 
asunder, break up," from dis- "apart" + quatere "to shake." Originally 
"examination, investigation, judicial trial;" meaning of "talk over, debate" first 
recorded mid-15c. Sense evolution in Latin appears to have been from "smash 
apart" to "scatter, disperse," then in post-classical times (via the mental process 
involved) to "investigate, examine," then to "debate."  


 
The mental picture of first running back and forth and then examining a point comes 
close to how chat sessions can be experienced. This means verbalizing the thought in 
English as a foreign language as well as understanding, responding and explaining 
abstract concepts. Planning and implementing language takes place immediately with 
little time to think and find appropriate language or consider possible replies. Some of 
the language produced during these sessions may be described as using formulas and 
patterns such as when greeting among others. However it is the challenge of going 
beyond this stage to make formulating new ideas possible, which is even harder work. 
And so achieving this is not as easy as it sounds. Producing clear statements that are 
coherent means thinking and speaking (almost) at the same time. Sensing coherence 
during a discussion – while talking over something – is a part of establishing continuity. 
As the Etymology dictionary entry suggests both smashing apart and debating facilitate 
the mental process involved. Taking information and structuring it mentally comes quite 
close to the ideas that are a part of understanding or comprehension. According to the 
definition of “understanding” found in the Merriam Webster Online dictionary it shows 
that “mentally grasping” something is “the capacity to apprend general relations of 
particulars” and suggests “the power to make experience intelligible by applying 
concepts and categories”.  
 
Thus by getting as close as possible to natural communication with opportunities to 
state, add, correct or edit and adjust thoughts and ideas, the chat session becomes an 
interesting tool especially with respect to knowledge sharing as well as knowledge 
construction. Activating and elaborating during SCS are important in the process of 
developing “understanding”. In English Discourse Markers of Reformulation Rubio 
describes self-correction as  “… typical of impromptu spoken English where execution 
and planning takes place simultaneously” and reformulation  “… based on linguistic 
knowledge” as the following example shows: “You should have consulted an 
ophthalmologist, that is (to say) an eye doctor.” (Rubio 2007)  



http://www.etymonline.com/index.php?term=discussion�
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For the learner who does not know what an ophthalmologist is, reformulating can be like 
opening a closed box – you are not really sure what is inside. Reformulating is like getting 
closer to almost seeing the object – seeing it in your mind. Asking, formulating and 
reformulating ideas in order to gain as much information as necessary to understand or to 
reduce ambiguity can provide the coherence necessary during chat sessions to share 
experiences, share knowledge and lay the foundation to construct new knowledge. Sticking to 
the example of the ophthalmologist, this can include exchanging the names of specialists but 
may be the starting point of a variety of topics such as instruments doctors use, types of eye 
examinations, reasons for poor eyesight, etc. In the article Computer Support for 
Collaborative Learning the authors Meier and Spada suggest that “Groups can build valuable 
new knowledge by drawing inferences from their members' complementary knowledge“. The 
authors go on to state that often „groups tend to focus on information known to all members 
from the start ("shared") and neglect members' unique ("unshared") knowledge“. In this case 
instructional support is of great importance. Active learning approaches means not only 
implementing new technology; it means employing pedagogy in order to facilitate learning.  
So after opening the box labeled “ophthalmologist” the EFL learner may know the type of 
instruments used, reasons for poor eyesight and corrective lenses and build new knowledge. It 
is the process of getting closer to finally reaching understanding that necessitates developing 
language strategies to elicit information. 
 
Rubio describes forms of reformulation such as expansion, compression, modification and 
reassessment. Strategies of these kinds strengthen language skills and help develop rhetoric 
competence. As described by Okabe in the essay On the Concept of Rhetorical Competence 
and Sensitivity Revisited rhetoric competence refers to how the rhetorical competence or 
sensitivity construct of a culture influence the way arguments are framed and organized. This 
especially interesting and important aspect of encounters during SCSs. Multicultural attendees 
can add flavor when showing different ways of approaching an issue.  Ultimately 
understanding another way of seeing something can be approached by stating and re-stating to 
secure knowledge. For this purpose re-formulators are essential. The following examples 
were taken from a compilation by Rubio: 


• Expansion – in other words, by that I mean, if I understand you correctly, 
• Compression – summarizing, in conclusion, in a word, 
• Modification – on second thought, or rather, or more precisely, 
• Reassessment – or even better, or even more important, worse yet. (Rubio p 98) 


 
Re-formulators help to reinterpret a segment rather than adding new information. They help to 
secure meaning by the ongoing process of assessment and adjustment. These enhance 
communication inasmuch as they are used to prevent, signal or solve misunderstandings. 
The following examples illustrate how reformulating was triggered in the course business 
English: 


A. About advertising and facebook 


reformulating &              
self-repair 



http://images.google.at/imgres?imgurl=http://www.clker.com/cliparts/0/1/1/b/12065571981703332379mcol_closed_box.svg.med.png&imgrefurl=http://www.clker.com/clipart-16344.html&usg=__ca6nkiKOZd38KAeQc7w16uU5DtQ=&h=240&w=300&sz=13&hl=de&start=3&sig2=wGI3NJM-cbm3dbcywgKwLQ&itbs=1&tbnid=jspS3WfnIMmaOM:&tbnh=93&tbnw=116&prev=/images%3Fq%3Dclosed%2Bbox%26hl%3Dde%26client%3Dfirefox-a%26sa%3DG%26rls%3Dorg.mozilla:de:official%26gbv%3D2%26tbs%3Disch:1&ei=jW2oS87XG8GJ_gbk_rSvAQ�
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• what about stealing intellectual property 
• what’s that 
• or would you say 
• can you say: reaching your target group is of utmost importance 


B. About recruitment and the selection process 
• I think 
• It means 
• Important? 
• I thought  
• That’s different. 


Triggering re-formulation will help to find other expressions or use synonyms and antonyms. 
“Important?” introduces voice quality as another way of eliciting other or more information.  
Self-repair such as repeating the same information or word and giving more or different 
information are also strategies used by learners to develop coherent discussions.  
 
An especially interesting feature of SCS is viewing 
and actively working on information presented using 
PowerPoint slides (PPT). All attendees can see the 
slide, which is intended to trigger a discussion. The 
advantage is clear - preparation of the content, 
visualization that also serves as the central focus. A 
maximum of two or three slides could get the 
discussion going and help to stay focused at the same 
time. The figure shows one of the slides used to 
discuss the topic of recruitment and some of the major 
personality factors that are considered vital for success. Agreeing or disagreeing with the 
collection of the so-called “Big Five Personality Factors” served as the starting point of the 
discussion. The debate moved beyond these, but when tying the strings together again, served 
as the focal point and adjustments made, were based on these particular factors. Abstract ideas 
about how a person should be for a particular position were then made concrete through 
examples. This slide was downloaded from oz.plymouth.edu/~davidl/bu342/Chapter2.PPT.  
 
Conclusion 
For the instructor laying the foundation of satisfying chat sessions means careful management 
which includes the timeframe (date, starting and ending time), number of participants (3 – 4), 
set rules for communication (turn-taking and late comers) and communicating the goal in 
order to stay focused. In addition the EFL chat necessitates guidance to encourage and secure 
participation. This may include posing questions that all attendees have to reply to, by asking 
direct questions or providing visuals.  Maintaining participation means moderating and 
managing to keep involvement and interaction high. On the part of the student producing 
clear statements that are coherent this means thinking and speaking (almost) at the same time. 
Giving and getting an immediate response requires grasping the content in real time. Asking, 
formulating and reformulating ideas so that ambiguity is reduced and the message is received 
as the speaker intended. Satisfying chat sessions lend themselves well to capture a rich and 
detailed description of participants' experiences and establish a foundation upon which 
sharing experiences lead to sharing knowledge. Gaining or constructing new knowledge was 
touched upon but is certainly a topic for further study. Why some knowledge remains 
“unshared” and how this can be excavated and used, requires skills developed for SCSs.  
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Abstract 


This study analyzes students’ preferences in using specific components of multimedia 
interfaces in computer supported learning. As combinations visual elements such as text, images, 
video and sound are commonly used in current on-line systems in education. The proper 
alignment between these elements and students’ expectations become critical for cognitive and 
constructive learning; it also improves students overall satisfaction with on-line learning 
experiences. The templates related to the most commonly used teaching strategies were designed 
and evaluated by on-site college students, conducted through a survey that evaluated the design 
and placement of typical graphic elements on web pages. In this paper we assessed the usability 
and the quality of tested interface elements as they were perceived by students. The outcomes of 
our research suggest that expectations of graphic interfaces differ depending on many factors, 
including field of study, demographics, familiarity with computer technology, perception of 
pleasant appearances, interactivity, and learning styles. 
 
Keywords: Interface design, interface templates, learning styles, agglomerative clustering 
 


Introduction 


The E-learning instruction requires implementation of the best practices in the graphic user 
interface (GUI) design as it strongly influences the learning effectiveness and student satisfaction 
(Johnson 2004). The GUI is an important part of a design of any educational software, it directly 
affects learners (Zaidel, 2010), mainly because of their learning styles and preferences. 
Simplicity, structure, consistency, and tolerance (Stone, 2005) are the most important principles 
of interface design. There are varieties of essential elements that are considered for effective GUI 
design of on-line educational websites (Gunawardena, 2005), these should lead to successful on-
line teaching and learning. The interface design process (Whitlock, 2001) includes alignment 
with objectives, logical sequence of content, attractive method of presentation, proper language, 
clear signposting, questions and problems to review, feedback on progress, testing capability, 
ease navigation, and modular structure of presentation. 
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In structuring content for web design, it is necessary to divide content into manageable modules. 
Mapping ideas into logical learning paths helps learners to navigate around materials and see the 
relationships between presented concepts (Dorman, 1999).  Building motivational attitude using 
multimedia elements is considered to be one of the methods increasing students’ interest in 
learning. Studies indicate that multimedia instruction improves visual aspects of communication, 
provides dynamic learning experiences, increases learning results and adjusts to learning 
preferences (Wang, 2008; Zaidel 2007).  Most researchers agree that computer-supported 
instruction enriches students’ learning achievements, by increasing students’ interest in learning 
(Davis, 2000). In general, if multimedia elements are included in educational website, students 
tend to have more motivation to study than when multimedia elements are not present (Hede, 
2002). 
 
User-centered GUI design involves considering needs of users throughout the design and 
development process. It focuses on how the users utilize a computer system to interact with 
learning environment and perform desired task. The main principles of learner-centered design 
require the active involvement of users, anticipation of interactions between user and system, 
iterative design, multidisciplinary design approach, inclusion new mobile and wireless 
technologies, user-centered evaluation and high level assessment (Peslak, 2005; also: ISO, 
1997). 
 
In computer-supported learning the student must be presented with friendly, obvious and 
predictable pathways through the site content. Navigation buttons should be placed in logical 
positions such as either the top of the screen or at the bottom; the consistency in the position of 
the elements is essential (Jerram, 1993). Excellent interface design establishes an intuitive and 
efficient navigation environment (Krause, 1996) for learners. The best practices in the interactive 
learning environment should include content structuring, navigation modeling, and interface 
presentation structuring (Liang, 2009). Interactivity refers to the active participation of the 
learner in the learning process and its essence is learner control over performed actions. Learners 
can be encouraged to navigate their own paths through the material, or they can use embedded 
sequences including on-line connectivity to glossaries, concept maps or graphic organizers with 
various links between information. The implementation of interactivity directly affects learner’s 
control in an on-line educational experience. 
 


Purpose 
The goal of this study was aimed to study the students’ preferences of multimedia interfaces in 
computer supported learning among students from variety of educational backgrounds including 
familiarity of technology, learning style, and demographic. Students would feel more efficient 
and would employ higher levels of cognition if they could study with the instruments they prefer. 
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The dynamic use of interface templates that match students’ needs will positively influence 
students’ learning outcomes.  The evaluation of student characteristics combined with their 
preferred GUI is one of quality factors improving computer supported learning.  
 
Method and Model 
This research was conducted by a survey which was designed to find out how computer interface 
impacts students’ learning outcomes through accommodating textual, multimedia and 
visualization elements in an asynchronous e-learning environment. To further analyze 
multimedia interface preferences and users’ perception of cognitive benefits from computer 
supported learning, the factorial analysis clustering model described below was used to explain 
dynamics of the e-learning experiences.   
 
Let’s compute matrix R[ rij]  where rij is the correlation coefficient between survey data column 
“i” and column “j”; i,j = 1, 2, … ,n. For this matrix the eigenvalue-eigenvector equation can be 
written as: 
(1)    ( R – λ I ) x  =  0,  x ≠ 0 
This implies that ( R – λ I ) is singular and hence that 
(2)    det (R – λ I )  =  0 
Eigenvalues are roots of the above polynomial equation. Lets  λ1, λ2, …., λn be eigenvalues of 
matrix R and let X1, X2, ……, Xn be a set of corresponding eigenvectors.  
 
    | x1j | 
    | x2j | 
(3)              Xj  =    |  .   |        j= 1, 2, ….., k; k ≤ n 
    |  .   | 


            | xnj | 
In the above model each eigenvector [Xj] explains variability among correlation coefficients in 
terms of a smaller number of unobservable conglomerate characteristics called factors. 
Eigenvalues are in proportion to the amount of variation in the total sample accounted for by 
each factor. Note that the eigenvalue is not the percent of variance explained but rather a 
measure of amount of variance in relation to total variance. Factor loadings xij are correlation 
coefficients between “n” original variables (survey questions) and computed factors. Coefficients 
with the highest absolute values are used to assign names to a factor.  
 
Data Selection 
The participants of the survey were 114 college students from Management Information Systems 
class, Multimedia Graphic Design class, and Senior Electronic Portfolio class. The survey was 
conducted during Spring Semester of year 2009 at small Mid-west university. The diversity of 
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students’ selection expanded the possibility of answers to the survey instrument because students 
from variety of academic majors would have different perspectives of the learning style which 
would lead to vary outcomes.  
 
The survey administered on paper had 15 questions related to interface design/implementation 
and 10 questions assessing the Kolb’s learning style (Kolb, 1983) of each participant. After the 
data was collected, it was entered into Microsoft Excel, where each row represented responses of 
an individual student. Each survey question was converted into choices/variables, and placed 
sequentially in 91 columns.  
 
Data Analysis 
In first step the Pearson Correlation Coefficient was used to prepare data for further analysis as 
described in Chapter 3.  Next for using correlation table as an input, all eigenvalues were 
computed with QR algorithm. For the eight largest eigenvalues the corresponding eigenvectors 
were computed using an inverse iterative algorithm, these eigenvectors define each cluster. For 
cluster definition the arbitrary level of 0.18 was selected as minimum threshold value of loadings 
used to select variables describing cluster properties. The summary of this data is presented in 
eight tables enclosed below. For negative loadings the corresponding survey option was 
modified to a variable describing opposite choice(s) to original survey question. 
 
Table 1. Cluster 1: Male students who are unfamiliar with online learning.  


  This cluster explains 10.7% variability of the data. 


Variable Loadings  


Male  0.21 


Students not School of Education -0.21  


Preferred only textual content 0.25  


Preferred any page except page only with an image  -0.25  


Preferred any page except the combination of text and image  -0.24  


Preferred any page except page with learning objectives  -0.18  


No colorful or especially designed button  -0.22  


Preferred white background  0.19  
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Table 2. Cluster 2: Students who evaluate on-line presentation interface based on page  
   functionality.  


  This cluster explains 8.6% variability of the data. 


Variable Loadings  


Often use of dictionary common term 0.27 


 Very important to make and save their own notes 0.21 
 Students that do not like warm background -0.19 


 Students preferring bright background 0.2 


 The webpage should accommodate student's learning preference  0.26 
 Student's learning preference are not important in on-line instruction -0.2 


 Ability to change theme color in the page layout 0.21 
 Students with theorist learning style 0.18  
 
 


Table 3. Cluster 3: Male students from education major with reflector learning styles negative 
              about testing/feedback but without own vision related to interactivity.  


 This cluster explains 7.4% variability of the data. 


Variable Loadings  


 Male  0.21 


 Students from School of Education 0.18 
 Students desire to take quizzes  -0.21 


 Students with mostly negative opinions about feedback  -0.24 
 Students do not like light and bright color style in the website  -0.28 


 Ability to change theme color is the very important feature  0.19 


 Students do not have theorist learning style -0.23 
 Students with reflector learning style 0.25 
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Table4. Cluster4: Students primarily with activist learning style, familiar with educational 
             interfaces, focusing on pleasant view of the interface.  


This cluster explains 7.2% variability of the data. 


Variable Loadings  


 Friendly interface can be assessed for the web page  -0.2 


 Friendly interface is very important  0.27 
 Importance of ability to save notes depends on the subject studied  0.19 


 Table with text on web page is not preferred format of interface -0.2 


 It is no benefit from considering learning styles in interface design -0.22 
 Pleasant look is important criterion describing quality of webpage design  0.2 


 Students that are not pragmatists  -0.22 
 Students with activist learning style 0.23 


 
 


Table 5. Cluster 5: These students like easy navigation; they focus on the results, but not on  


              the learning process.  
 This cluster explains 7% variability of the data. 


Variable  Loadings  


Proper navigational elements in educational websites have some importance 0.22 
Proper navigational elements in educational websites are very important 0.23 
User-friendliness of interface is very important 0.22 
Students recognize needs to have on-line dictionary linked to instruction -0.22 
Students have positive attitude toward receiving feedback -0.2 
Students like to receive feedback after every question 0.13 
It is better to receive feedback after every question than at end of test -0.24 
Students do not like interface with white background -0.25 
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Table 6. Cluster 6: Students who prefer formal/traditional design of educational Web sites 
              including enforcement of sequential learning. 


 This cluster explains 6.7% of variability of the data. 


Variable  Loadings  


 Students that are not from education major  -0.18  
 It is some importance in the ability to personalize content page by making 
and saving own notes  0.2  
 Students like to receive feedback after every question and summary at the 
end of the test  0.24  
 Students prefer black and white type of interface on educational website  0.2  
 Students do not like warm colors on educational website  -0.19  
 Students do not see advantage of having navigational side strip on the page -0.21  
 Students prefer links to images implemented by graphics  -0.26  
 Audio does not enhance the on-line instruction in their major  -0.25  


 
 


Table 7. Cluster 7: Students of both genders and different majors focusing on pleasant look  


              of Web page and visual representation of content.  
 This cluster explains 6.3% of variability of the data. 


Variable Descriptions  Loadings  


 Students not from Management Information Systems major  -0.2  
 The importance of navigational elements depends of the Web page 0.2  
 The interface containing text and image is not recommended -0.51  
 Students that like to learn from full screen images 0.18  
 Plain button is not good example of navigational element  -0.19  
 Images that are half of screen size are not adequate for learning -0.24  
 Images that are 3/4 size of the screen can be used for learning  0.19  
 Hypertext link to image is the most suitable image interface 0.19  
Method of content presentation is the most important criterion describing 
quality of webpage design  0.23  
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Table 8. Cluster 8: Male students focused on learning, preferring traditional interface.  


  This cluster explains 6% of variability of the data. 


Variable Descriptions  Loadings  


Male  0.21  
Negative attitude towards difficult/complicated interface design  -0.25  
Friendliness of interface is very important  0.24  
Students with moderate need for the "common term" dictionary included in 
the on-line website  0.23  
Testing and self assessment should be possible at any time during learning 0.21  
Heavily formatted text is not recommended for learning  -0.21  
Web site page should be colorful  -0.18  
Students prefer balanced combination of light and bright colors on 
educational website  0.18  


 
 
The analysis of the survey data provided information to divide students into eight no-exclusive 
clusters. Analyzed clusters explain 59.9% of variability of survey data. 
 
Results 
Students’ learning preferences were interpreted in eight clusters. The eigenvalue for each cluster 
was used to estimate variability of the data explained by selected variables. In general, variations 
of demographic and academic major have been observed as variables defining clusters’ 
characteristic more often than other variables.  
 
Students in Cluster 1 prefer the simplest black and white interfaces. They do not see any reason 
to use images and any additional information embedded in the Web page, for example learning 
objectives. 
 
Students, who have some understanding of the learning processes, are grouped in Cluster 2. 
Their major is unspecified, but most of students are from school of Education; prevailing 
learning style is theorist. 
 
Students in Cluster 3 perceive the look and feel of the website as important; most of them 
represent reflector learning style. 


 
Students in Cluster 4 prefer an interactive style of learning. They place an importance on the 
interface friendliness. 
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Students in Cluster 5 are very goal oriented in their learning. They prefer to have lots of feedback 
both during and after test taking. They asses the web site based on ease of use. 


 
Students in Cluster 6 prefer a simple online interface and they are familiar with e-learning. They 
are focused on their own learning effectiveness and like to check their progress during the 
learning session. 


 
Students in Cluster 7 feel that the method of content presentation and delivery is very important, 
preferring visual interface in their courses. 


 
Students in Cluster 8 prefer a balanced color interface with traditional design but including tools 
that help to learn effectively. 
 
Summary 
Some of the students who took the survey had on-line learning experience, increasing reliability 
of the data. The survey showed that most students preferred to align learning styles with on-line 
instruction or students’ responses were linked to their learning styles. Moreover, the students’ 
majors, genders, and subject areas had an influence on their response to the design of 
instructional layouts; the most influential on the method of content presentation was the major of 
students. It was observed that friendliness of interface was very important to learners, with some 
students preferring simple and traditional design, reducing their confusion in an asynchronous 
on-line environment. As indicated, each cluster identifies the needs and wants of individual 
groups, and they have common viewpoints expressed by variables defining a cluster. 
 
In conclusion, on-line educational interface design should accommodate students’ learning 
styles, website navigation system and subject areas. It is necessary to use specific learning 
models to fulfill above objectives in an asynchronous E-learning environment.  
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Utilization of Technical Support by Instructors in Computer-
Supported Learning 
 
Mark Zaidel, Northern State University, USA 
Bing Zhu, Northern State University, USA 
 
 
Abstract 
The role of instructional technologies in educational settings considerably increased in the last 
decade improving the efficiency of teaching and learning; however, some factors still limit the 
capabilities of instructional technologies. Among the various limitations, technical support is 
identified as one of the most significant issues. Therefore, the effectiveness of technical support 
plays a central role in implementing instructional technologies in academic environments.  This 
research is designed to determine how factors, such as instructors’ attitudes toward technology, 
their academic background, the training they received, and their previous experience are related 
to their needs for technical support. A paper-based questionnaire was sent out and collected from 
faculty members from a mid-sized university.  The data was analyzed by running a factorial 
analysis to reveal the possible factors and characteristics of instructors influencing the usage of 
technical support. Suggestions were made regarding improving the effectiveness of technical 
support. 
 
Introduction 
The effectiveness of technical support in higher education has become an important issue 
following the growing trend of using instructional technologies for teaching and learning. 
According to the opinion of educators and students, instructional technologies have dramatically 
improved teaching and learning in the last decade by assisting teachers in designing, developing, 
utilizing, managing and evaluating processes and resources for learning. Some limitations of 
instructional technologies are related to technical support (Li, 2007; Weaver, 2006; Baker 2003). 
The technical problems teachers encounter in classes could waste time and make the 
effectiveness of expensive instructional technology questionable (Biscontini, 2008). Therefore, it 
is critical to improve the effectiveness of educational technologies by reducing the time spent on 
resolving technical problems experienced by instructors and students in higher education. In 
most situations, the technical support provided by technicians is the best solution to common 
technical problems (Sandholtz, 2004). To improve the quality of instruction and users’ 
satisfaction, additional resources, including more technical personnel and training are needed. 
Budget increases implementing wise technology solutions are effective if they meet common 
needs of students and teachers (Hurwitz, 2008). 
 
In general, implementation of instructional technologies requires technical support services to be 
more proactive in network administration, hardware and software troubleshooting, server 
maintenance, infrastructure monitoring, virus protection and hardware repair. Past studies (Chen, 
1997) indicated that ad hoc support, which is conducted when end-users encountered problems, 
are not effective, but training creates a desired comfort level leading to end-user satisfaction. The 
latest research argues that the integration of instruction, pedagogy and technology in problem-
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based learning in higher education provides a natural ground for training and technical support 
(Roisin, 2010). Teachers’ readiness to use computerized instruction and their self-actualization in 
subjects of instructional technology elevates overall satisfaction and the effectiveness of all 
participants of on-line educational experiences (Oomen-Early, 2009). The real-time technical 
support is difficult to implement in education; one of the possible solutions is flow chart support 
systems (Caudill, 2007), providing users with economical on-line help and problem resolution. 
 
Problem Description 
The attitude of instructors toward understanding and applicability of educational technologies 
seems to be a major factor influencing the needs and usage of technical support in higher 
education. This study focuses on finding factors that may influence the efficiency of technical 
support in a mid-sized university, such as instructors’ attitudes toward technology, their 
academic background, the training they received and their previous experience. This research 
investigates how characteristics of instructors, such as negative or positive attitudes toward 
technology and technical support, influence instructors’ usage of technical support at a mid-sized 
university. By better understanding the factors influencing the usage of technical support, this 
study intends to make suggestions about how to reduce the time instructors spend on solving 
common technical problems.  
 
Method 
The number of times technical support was used by university faculty in the past three years was 
obtained from the work log kept by the university help desk. Thirty-two instructors who 
frequently use technical support were selected for this study. The paper-based questionnaire was 
used to collect additional quantitative data on participants’ equipment training, attitude toward 
implementation of instructional technology and opinion of technical support.  
 
The collected data was entered into an Excel spreadsheet and encoded to a zero-one matrix 
where rows of this matrix correspond to participants; columns describe answers/options from the 
original survey. In the next step, a Matrix Fox external Excel package (Volpi, 2007) was used for 
the correlation and factorial analysis of encoded data, following the algorithm (Zaidel, 2007) 
presented below. 
 
Let’s compute matrix R[ rij]  where rij is the correlation coefficient between data column “i” and 
column “j;” i,j = 1, 2, … ,n. For this matrix the eigenvalue-eigenvector equation can be written 
as: 


 ( R – λ I ) x  =  0,  x ≠ 0      (1) 
This implies that ( R – λ I ) is singular and hence that 
   det (R – λ I )  =  0       (2) 
Eigenvalues are roots of the above polynomial equation. Let  λ1, λ2, …., λn be eigenvalues of 
matrix R and let X1, X2, ……, Xn be a set of corresponding eigenvectors:  


   Xj = [ x1j, x2j, …… ,  xnj ]  for j= 1, 2, ….., k; k ≤ n   (3) 
In the above model each eigenvector [Xj] explains variability among correlation coefficients in 
terms of a smaller number of unobservable conglomerate variables called factors. Individual 
eigenvalues are proportional to the amount of variation explained by the corresponding 
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eigenvector in the total variability of the data; the eigenvalue is not the percent of variance 
explained but rather a measure of the amount of variance in relation to the total variance. 
Loadings xij are correlation coefficients between “n” original variables (survey options) and 
computed factors. Coefficients with the highest absolute values are used to analyze the meaning 
of each factor. 
 
Data Analysis 
Due to the small population of participants, the data collected in this study does not describe all 
common technical support circumstances, but it attempted to provide a framework and 
methodology to generalize results in broader situations. 
 
The level of 0.38 was used to determine statistical significance of data correlation matrix.  
Table 1 contains characteristics of instructors that are highly correlated with the level of 
technical support used. For example instructors from the School of Education have a low usage 
of technical support; instructors who strongly agree that technologies are essential to teach have 
a high level usage of technical support; and instructors who agree that the use of technology 
helps students to learn have a moderate or high usage of technical support.  
 
Characteristics of instructors are not only correlated to the usage of technical support but 
correlated to each other as well; the factorial analysis explains complex relations between data. 
The level of 0.19 was used to determine the statistical significance of eigenvector loadings to 
select characteristics of each cluster.  For each cluster, variables with loadings larger than 0.19 
were recognized as the characteristics of the cluster. The eigenvalue of the cluster describes 
variability of the given eigenvector to the total variability measurements of all conglomerate 
factors within the subjects surveyed. 
 
We identified seven clusters (and corresponding characteristics) describing approximately 59% 
variability of the data using conglomerate measurements describing the surveyed faculty: 
 
Cluster 1 explains 13.1% variability of the data. 
    Variables: 


• Use of technology is not essential in teaching my courses. 
• Instructional technologies do not make teaching easier in my courses. 
• It is not proven that computer-supported learning helps students to learn in my area. 
• Instructional technologies do not enhance teaching in my area. 


 
Cluster 2 explains 10.4% variability of the data. 
    Variables:  


• Instructional technologies cannot effectively support all content in my courses. 
• Use of instructional technologies makes teaching easier in my courses. 
• I use TS in class because technicians can fix technology problems faster than I. 


 
Cluster 3 explains 8.4% variability of the data. 
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 Variables: 
• My area of expertise is in the School of Education. 
• The se of instructional technology is essential in my courses. 
• The se of instructional technology enhances teaching in my class. 
• I call TS because technicians are better qualified than I. 
• One of most common problems I have is computer crash. 
• Characteristics divided between two options: a) I would rather not fix a problem in 


class even if I would know how to do it; b) I would definitely fix a problem in class if 
I would know how to do it. 


 
Cluster 4 explains 7.6% variability of the data. 
 Variables:  


• Technical problems definitely happen too often in my classes. 
• I have no opinion on time spent on resolving problems with instructional technology. 
• I do not like to attend TS training. 
• I will definitely try to solve technical problem in class if there is a guide to follow. 
• Most of my technical expertise was gained from my educational background or 


university training. 
 


Cluster 5 explains 7.3% variability of the data. 
  Variables:  


• Most of the technology problems in the classroom should be handled by technicians. 
• I have attended technology training twice in the last two years. 
• I call TS because technicians are reliable in their work. 
• I will not try to solve technology problems in my class even if there is a guide to 


follow. 
• In the last year I used TS less often than before because I became more familiar with 


instructional technologies.  
 
Cluster 6 explains 6.6% variability of the data. 
  Variables:  


• Instructional technologies can effectively support classes I teach. 
• Using instructional technologies definitely helps students to learn. 
• Instructional technologies are not essential to teach courses in my area. 
• Technical problems happen very seldom in my class. 
• Most of my technical knowledge does not originate from my education. 


 
Cluster 7 explains 5.5% variability of the data. 
   Variables(8, 30, 63, 80): 


• My area of expertise is in Health and Fitness. 
• Instructional technologies are not essential to teach my classes. 
• I am not consistent in designing computer-supported instruction for my classes 
• Most likely I would ask for TS if a problem happens on my computer. 
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Table 1.  
The characteristics of instructors with the highest correlation coefficients to the level of technical 
support used (in bold font).  


 
Characteristics of Instructor Low Average High 
Teaching area: Education 0.40 -0.19 0.17 
Teaching area: Fine Arts 0.2 0.24 -0.42 
Disagree that using technology is essential in my courses -0.19 0.41 -0.24 
Agree that using technology is essential in my courses 0.58 -0.20 -0.31 
Strongly agree that using technology is essential … -0.47 -0.04 0.47 
Disagree that using technology makes teaching easier -0.19 0.41 -0.24 
Not sure that using technology makes teaching easier 0.40 -0.06 0.31 
Not sure that using technology helps students to learn 0.38 -0.09 -0.25 
Agree that using technology helps students to learn -0.38 0.13 0.219 
Strongly agree that technologies are essential to teach -0.29 -0.41 0.68 
Disagree that technology enhances teaching in my classes -0.19 0.41 -0.24 
Agree that technology enhances teaching in my classes 0.47 -0.17 -0.26 
Strongly agree that technology enhances teaching … -0.38 -0.09 0.43 
Strongly disagree that fixing tech problems takes too long 0 -0.41 0.42 
Strongly agree that technicians should handle problems 0.40 -0.19 -0.17 
Typical problem: no connection to Internet 0.17 0.29 -0.45 
Typical problem: computer system crash 0.58 -0.27 -0.24 
Typical problem: common software does not work well 0.29 -0.41 0.68 
The most about technology I learned from technicians -0.24           -0.46     0.68 
 
 
Results 
The factorial analysis showed how the opinion about technical support and instructional 
technology differs among university faculty. Some instructors represent opinions that the 
technology is not always beneficial for learning, and these instructors are very skeptical about 
the benefits of instructional technology. They do not have any clear opinion towards technical 
support, and they are not interested in exploring any related issues. Another group of instructors 
considers technology as a helpful tool for classes, and they want technical support to be efficient. 
The main reason they use technical support is that they believe technicians can resolve problems 
faster. Other instructors are not satisfied with technical support. They think technical problems 
happened too often in their classes, and they are willing to solve technical problems by 
themselves if there is a guide to follow. 
 
Training is also a critical part of improving the effectiveness of technical support. Instructors 
who participated in technical training in the last two years used less technical support than 
others. Another important finding related to the training is that instructors (mostly from the 
education department) who believe technology is essential in teaching are willing to solve 
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technical problems on their own if they know how to do it. Since training can help instructors 
solve technical problems on their own, technicians will have more time to focus on complicated 
problems, and, therefore, be more efficient.  
 
Details of conglomerate cluster characteristics are presented below. 
 
Cluster 1 describes characteristics of the technical support process involving instructors who 
have a very skeptical approach to instructional technologies and have no prevailing opinion 
about technical support. These instructors represent opinions that technology is not essential in 
classes, using technology does not make teaching easier, using computer-supported instructional 
technologies does not necessarily help students to learn, and using instructional technology does 
not enhance teaching in classes. This outcome is consistent with the results of previous studies 
that some instructors are questioning the helpfulness of technology in education. Whether it is 
because technology is simply not developed enough, or technology does not fit the subjects they 
teach, or technical support does not meet their requirements is not quite clear. 
 
Cluster 2 describes characteristics of technical support processes involving instructors who are 
enthusiastic about instructional technology. They believe technology is essential for teaching; 
they also want technical problems to be fixed as soon as they happen. They strongly agree that 
the use of technology is significantly helpful in classes, and they will call technicians for help 
mainly because they believe technicians can solve the problem faster. The possible explanation 
for this is that instructors who value technology in education tend to use it in their teaching 
activities. The fact that students are very easily distracted if instruction is interrupted by technical 
problems seems to be a concern of instructors, and instructors want technical problems to be 
resolved as soon as possible to keep students focused. 
 
Cluster 3 describes characteristics of the technical support processes involving instructors who 
believe technology is essential and helpful for teaching. They agree that the use of technology is 
essential and could enhance teaching in classes. The instructors, mostly from the education 
department, are definitely willing to try to solve technical problems if they know how to do it or 
they rather not touch it. This indicates that if instructors have positive attitudes toward 
technology, they are also active in learning technology.  
 
Cluster 4 describes characteristics of technical support processes involving instructors who are 
generally not satisfied with technical support and gained their technological knowledge from 
their own education and training. They think technical problems happen too often in their class 
and they would try to solve them by themselves if there is a guide to follow. This result shows 
that instructors’ technological knowledge gained from their formal education background is 
generally not useful. It also suggests that technicians may take different approaches, such as 
adding on-site-guides, to improve the instructors’ ability to use technology and improve their 
satisfaction with technical support.  
 
Cluster 5 describes characteristics of technical support processes involving instructors who 
believe technicians will do their job reliably; these instructors attended technical training in the 
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past. They believe that most technical problems that happen during class should be handled by 
technicians. They participated in technical training twice in the last two years, and they used 
less technical support because they became more familiar with the technology they were using. 
The survey data shows that training is very helpful in making instructors familiar with the 
technology they use. For this, group training is a very important element in improving 
instructors’ ability to use instructional technology, 
 
Cluster 6 describes characteristics of technical support processes involving instructors who 
believe that technology plays an important role in education; these instructors require low level 
technical support. They strongly agree that instructional technology can effectively support 
courses and can help students to learn. The work log from the help desk also shows that these 
instructors use less technical support than other instructors. This suggests that instructors’ 
attitudes toward technology can affect their usage of technical support. The positive attitudes 
toward technology may make instructors more active in learning it. One of the possible 
conclusions for this group might be that higher technical expertise leads to lower usage of 
technical support. 
 
Cluster 7 describes a group of characteristics of technical support processes involving 
instructors who don’t believe technology is essential in education; these instructors have 
marginal experience in designing computer-supported instructions and do not design computer- 
supported instructions regularly. They are more likely to use technical support for their personal 
computers. They tend to use technical support mostly for their office and personal computers, 
which means their knowledge of instructional technology is rather marginal. 


 
Summary 
The results of this study demonstrated that providing technical support in real-time is the main 
concern for instructors because they want technical problems to be solved as soon as possible. 
The study also found that some instructors are questioning the helpfulness of technology in 
some courses. Instructors also showed interest in solving technical problems by themselves, 
which can be a solution for improving the efficiency of technical support. The study indicated 
that training and on-site-guides could be a practical approach to help instructors solve technical 
problems by themselves. The study also found that instructors’ attitudes toward technology 
could affect their usage of technical support and the pattern of using it. The results showed that 
instructors who have positive attitudes toward technology are better trained and used less 
technical support. 
 
Despite the interesting results this study provided, the sample used in this study was quite 
small. Consequently, limited numbers of factors affecting the usage of technical support were 
found. Due to the small sample size, the study also lacked diversity, which made it very 
susceptible to sampling bias. Thus, generalization of outcomes is limited. However, this study 
provided a framework for finding factors affecting the usage of technical support.  
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Settling Scores: A Reading of the Managerial Vision of 
Transformation at Unisa 2004-2010 
 
Muff Andersson, University of South Africa (Unisa), South Africa 
 


Abstract: This paper deals with Unisa’s transformation during the years 2004-2010 
in line with a range of government education recommendations and laws.   
The legislation calling for transformation includes the 1997 Higher Education Act 
(Act 101 of 1997). This identifies the requirements for higher education (HE) to 
meet both individual education and societal developmental needs towards a 
knowledge-driven and knowledge-dependent society. The Act asks HE institutions 
to pull together seemingly contradictory ideas: the transformed higher education 
must be simultaneously driven by people’s needs yet restructured in a fashion that 
responds to the demands of globalization. This study maps the major aspects of 
change at Unisa under the Principal and Vice Chancellor Barney Pityana over the 
period 2004 - 2010. It looks at the highly successful merger process with two other 
HE institutions, and at the merged institution’s subsequent metamorphosis from 
being a bland South African correspondence university whose standards were never 
challenged, into an African university matching itself against world standards 
within an open and distance learning (ODL) business model.  


Keywords:  ODL, Africanisation, developmental HE institution 
 


 


Introduction 
Unisa has walked a long road from its birth to the age of 50 as a British colonial institution and 
its following 70 years which saw the university begin its life as a teaching university as a special 
project of DF Malan’s apartheid government.  


Now, as one of the higher education institutions whose identities were formerly closely tied up 
with the apartheid state, Unisa is in the process of rethinking its relationship with its client base, 
its students, as well as with both state and civil society in order to serve a society whose 
educational needs have historically been skewed in favour of elites.  


The Principal and Vice Chancellor at the time of writing, Barney Pityana, has been the individual 
driving the transformation process. His involvement with the structures looking into higher 
education set up by the post-apartheid government dates from the years immediately after South 
African independence. However as an activist and academic he has played a dignified and 
leading role in the struggle against apartheid, and specifically against Bantu Education, for 
decades before tackling the Unisa project. 
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Paper: Settling Scores 


The initial stage in Unisa’s reinvention as an expanded and transformed African university was 
the merger process in 2004 that converted it into the only dedicated comprehensive open and 
distance learning (ODL) institution in South Africa.  


The National Plan for Higher Education called for the mergers of well-funded institutions with 
others battling for survival. This was in order to provide better national facilities for the majority 
of South Africa’s scholars, who still battle in many instances with apartheid-style institutions run 
by apartheid-educated teachers in a post-apartheid period. As Barney Pityana later explained it: 


‘The first indelible imprint on the new higher education landscape was a series of mergers that 
would reduce the number of institutions from 36 to 23, the main aims being to ensure a more 
equitable distribution of higher education facilities and resources, create a greater critical mass of 
personnel and capacities, and to introduce a new institutional type—comprehensives.’ (Pityana 
circa 2008)1


The term ‘comprehensive’ refers to the ability of the merged bodies to offer both vocational and 
academic qualifications. Previously the technikons offered training in trades and universities 
offered the qualifications for professions. While societies undeniably need both trades and 
professions, in South Africa the education system was so skewed under apartheid that it was 
extremely difficult for a black person to get a reasonable tertiary education.  


 


The emergence of the technikons in the 1970s and 1980s was a hasty attempt by the apartheid 
government to meet a skills shortage through the provision of tertiary training for black people 
without compromising white privileges at universities. To have continued in this fashion would 
merely have continued what Bourdieu has defined elsewhere as the social divisions inscribed 
within the Academe. (Bourdieu 1977: 196; 1980: 225-254)2


While Bourdieu was dissecting the class-based instinct driving education in the European world, 
unfortunately in South Africa the discrepancies were even more extreme, with the split between 
vocational and academic training in the pre-independence era additionally being subjected to 
race-based apartheid education policies.  


  


The Higher Education Plan’s approach to mergers was not without severe criticism. Many black 
academics perceived the mergers as the integration of struggling black institutions into 
successful white ones. Sipho Seepe of Vista—later one of the signatories of the Unisa merger—
was an early critic of aspects of the Higher Education Plan. One year before satisfying himself 
with the terms of the merger in which he participated, he wrote: 


‘[B]lack academics and students have been at pains to remind government of the contribution 
that black institutions made. That black institutions contributed to the struggle and to the 


                                                           
1 Op cit. 
2 Pierre Bourdieu (1977), Outline of a Theory in Practice. Cambridge: Cambridge University Press; and (1980) ‘The 
Aristocracy of Culture’ in Media, Culture and Society Vol.2 Part 3 1980: 225-254. 
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professional and intellectual life of this country. That black institutions continue to serve the 
poorest of the poor and to accommodate academically under-prepared students.’ (Seepe 2002)3


Such critics felt government should rather have invested in the black institutions and ‘set them 
on a developmental path that would transform them into world-class African universities.’ 
However, wrote Seepe: 


  


‘Conveniently lost in this argument is the fact that the identity and geographic locations is the 
endorsement of the geopolitical imagination of apartheid. They were created to prevent and to 
stem access to white institutions. These institutions, as the noted scholar Mahmood Mamdani 
reminds us, were intellectual counterparts of Bantustans…They ‘were designed to function more 
as detention centres for black intellectuals than as centres that would nourish intellectual thought. 
As such, they had little tradition of intellectual freedom or institutional autonomy. They were 
driven by the heavy hand of bureaucracy.’ (Seepe 2002, quotations in original) 


‘Also lost,’ Seepe continued, ‘is the fact that conditions in black institutions leave much to be 
desired. Enrolments have been declining while financial deficits have been steadily on the 
increase.’  


The crisis of leadership and the culture of non-payment have meant ongoing student protests, he 
said. Because they lacked proper facilities, these institutions were not positioned to offer 
programmes central to the economy.  


In specifying that Unisa should merge with the Technikon Southern Africa (Florida) and Vista-
Vudec4, the then education minister Kader Asmal’s plan ‘was to create a dedicated distance 
education institution in South Africa’. (Mothata 2007: 30)5


The National Plan for Higher Education (2001) spelt out the benefits of the new institutional 
type. The comprehensive higher educational institution would develop: 


   


A clear strategy for the role of distance education in contributing to national and regional goals; 


A network of centres of innovation6


A national network of learning centres, to facilitate access and coordinate learner support 
systems. 


, to enable the development of quality courses and learning 
materials for use nationally; 


The new institution, said the Unisa transformation report, would also enhance access and 
contribute to human resource development within the SADC region and the African continent. 7


                                                           
3 Sipho Seepe (2002). Towards a critical endorsement of the National Plan on Higher Education. Quarterly Review 
of Education and Training in South Africa, Volume 9 Number 2. Johannesburg: Education Policy Unit, University 
of the Witwatersrand. 


 


4 Vudec is the correspondence arm of Vista. Its full name is the Vista University Distance Education Centre. 
5 Steward Mothata (2007). Beyond expectations: the Unisa/TSA merger and the incorporation of Vista-Vudec. In 
Discourse, University of Johannesburg Vol 35.1 June 2007: 27-34. 
6 Sometimes referred to as ‘centres of excellence’. 
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An interim Council appointed by the education minister appointed a large management team to 
oversee the merger process determined by the Higher Education Act 101 of 1997, align systems 
and create a governance framework. In the case of Unisa, Technikon South Africa (TSA) and 
Vista-Vudec, the three institutions identified by Kader Asmal, then national education minister, 
were announced in 2000. 


The Unisa merger process kicked off in 2003 with the signing of two documents, a joint 
declaration by the three institutions and a Memo of Understanding (MoU) signed on 27 August 
2003 at Johannesburg Airport.  


TSA was represented by Matthews Phosa, then chair of Council and NR Mathebe in her capacity 
as Principal and Vice Chancellor respectively. 


Unisa was represented by ATM Mokgokong, then chairperson of Council and Principal and Vice 
Chancellor Barney Pityana. 


Vista was represented by the chairperson of its Council MR Kgaphola and its Principal and Vice 
Chancellor Sipho Seepe. 


The MoU committed the signatories to full disclosure, joint decision making, an equal 
partnership, proper communication and adequate consultation. 


The initial documentation consented to set up processes and time frames for integrated 
operations. The joint declaration stated that the new comprehensive, single dedicated open and 
distance learning institution would offer both university and technikon-type programmes. This 
institution would be committed to extending access and ensuring sustainability. The signatories 
were committed to a ‘fair and just merger process’ during which they would ‘ensure the 
minimum of disruption to students,’ and ‘the stability and confidence of current and prospective 
students, staff and other stakeholders during the unfolding of the merger process.’ 


The new unitary institution would ‘require appropriate transitional stages to create a single 
distance education institution as articulated in the National Working Group Report.’ It would 
take account of the digital divide and build structures supporting a comprehensive programme 
mix and modes of training, and a variety of entry levels, outputs, and pedagogical/training 
approaches. The joint declaration committed signatories to: 


Quality, excellence and leadership in teaching, scholarship, administration and service; 


Aligning and integrating existing capacity to ‘optimise the appropriate content and form of a 
comprehensive institution’;  


Contributing to the ongoing development of the public HE system; 


Developing institutional and social leadership characterised by inclusiveness, transparency, 
fairness, decisiveness and the best traditions of scholarship; and 
                                                                                                                                                                                           
7 Unisa Five Years Transformation 2004-2008: 9, Introduction. 
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Facilitating effective access and articulating opportunities within the institution.8


 


 


The declaration committed to a high level of brand equity for the new institution, and promised a 
cost-benefit analysis into the name and branding.9


Annexure B of the declaration contains the Vision and Mission of the new comprehensive 
institution. 


 


The Vision: 


‘The new institution impacts on societal development, through optimising its comprehensive 
character in relation to broad Human Resource, knowledge and capacity development.’ 


The Mission: 


‘As a single merged distance education institution, encompassing different higher education 
philosophies which serve the developmental needs of our country and our continent, the new 
comprehensive institution will provide the following to its Learners.’ [upper case in original] 


There might have been phrases that needed a little fleshing out, but the signed mission statement 
shows full commitment to a ‘unique general academic and career oriented programme mix’; 
‘affordable, comprehensive and quality learning opportunities’; ‘an accessible, equitable and 
flexible learning system’. The new institution would develop a ‘relevant research agenda’, 
facilitate ‘entrance and exit arrangements’, foster ‘a culture of life-long learning in higher 
education’ and focus on producing citizens ‘ready to accept their responsibilities in society’. At 
all levels the institution would employ ‘best practices’. It would ‘develop innovative and creative 
relationships with civil society, private and the public sectors to meet the expectations of learners 
and employers, and the future needs of a global and competitive society.’10


Annexure C is the proposed merger communication strategy, which allows for simple plans for 
internal and external communication to stakeholders. It is not reproduced here. 


  


Following the signing of the MoU and joint declaration, several ‘priority task teams’ (PTTs) 
were speedily created. To begin with the PTTs included the harmonisation of rules team, a 
human resources team, and the VCs Forum.  


The harmonisation of rules team, convened by Elsie Coertzen, had to deal with contract 
administration, employee disciplinary codes, employee grievance procedures, student 
disciplinary codes and its core task was to attempt to align procedures. This team looked at 
procedures from the Technikon South Africa and Unisa and Vudec and handed them to the 
lawyers for comments, trying to give consideration to both sets of procedures.  


                                                           
8 Memorandum of Understanding of Unisa, TSA and Vista signed at Johannesburg Airport, Gauteng on 27 August 
2003. 
9 Joint declaration by Unisa, TSA and Vista signed at Johannesburg Airport, Gauteng on 27 August 2003. 
10 Ibid. 
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By way of example of the complexity of their task: Coertzen would write to the Chairperson of 
the VCs Forum to say that TSA had a statement in respect of fundraising donations whereas 
Unisa did not, although both Unisa and TSA had registered trusts for the purposes of fundraising. 
This would be followed by a recommendation that a request be directed to the trustees of both 
the TSA Foundation and Unisa Foundation for the dissolving of the TSA Foundation and 
transferring its assets to the Unisa Foundation in order to establish one foundation for the new 
institution. The idea was that all funds obtained through fundraising, donations and sponsorships 
would be channeled through the trust.  


A draft statement would then be drawn up for the Vice Chancellor’s forum to consider and 
approve.11


‘Non-availability of VUDEC policies’ is frequently noted in documentation drawn up towards 
the final progress report on 18 November 2003 from the harmonisation of rules team, or 
‘VUDEC policies have now been submitted…after numerous efforts to obtain such policies’.  


  


The ‘harmonisation of rules’ task team had to apply the same lengthy procedures to at least 16 
sets of fiddly and diverse rules: fundraising, donations and sponsorships; secondment; a code of 
ethics; smoking; events management; collaborations; corporate identity; cellular phones; 
parking; contract administration; staff and student disciplinary codes; staff and student grievance 
procedures; student registration practices; call centres and practices relating to learner support. 


The human resources (HR) task team, chaired by DL Mosoma, looked at secondment from the 
HR angle, as well as critical vacancies, vacancies advertised but not yet filled, unadvertised 
vacancies and ‘pipeline students’. The HR team was the team responsible for proposing the 
establishment of an interim joint merger panel for HR. This was to comprise two representatives 
from each campus, union representatives, a line manager from the division in which the vacancy 
existed, a subject matter specialist, a provisioning officer and a chairperson.   


A meeting of the TSA Rectorate on 18 November 2003 oversaw the creation of a Job Evaluation 
Review Committee, which would look at the status of Pension Funds and create a moratorium on 
post gradings;  pending Council for Conciliation, Mediation and Arbitration (CCMA) cases; staff 
loans; acting allowances – Ernst and Young, in an audit report for the HR Directorate states that 
increases could not be approved; office space in regions; regional directors’ participation in the 
merger; learner support; the e-learning initiative; centralisation of academic administration; 
progress in printing of academic material; networked printing facilities; various celebrations 
acknowledged by the three institutions; fraud prevention policy; salary adjustments; a 
decentralised photocopy system; a policy around bad debt; the restructuring of the ICT 
structures; tender committee procedures; Black Economic Empowerment (BEE) ratings; 
emergency manpower and services; core business and previous experience; price structure; 
company infrastructure; representation of the Students’ Representative Council (SRC) on tender 
committee and an HIV project team.  


                                                           
11 This example is drawn from documents submitted by Advocate EJS Coertzen to the VCs Forum on 30 October 
2003, which I have paraphrased as they are long-winded. 
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That is a good bit of work for one committee. 


An ‘institution naming’ investigation was conducted by a company known as Learning 
Strategies.12


Learning Strategies had conducted more than 300 interviews with staff and students of the 
institutions being merged and provided a list of names that cropped up as possible alternative 
names for the merged Unisa:  


 They submitted a 20-page report called ‘Selecting a name for the merged entity’ on 
19 August 2003. 


Rainbow University of South Africa, All Access Tertiary of South Africa, Combined University 
of South Africa, Global Unviersity, and Independent University of South Africa are among the 
name options from respondents to the questionnaire, as well as some convoluted acronyms, so 
beloved in South Africa—TEVISA, OLUSA, ATISA, UTISA, OLISA.  


Learning Strategies noted upfront in its report that the building of a brand and the establishment 
can take an extended time and be a costly process; there was no guarantee of success; the name 
and brand were not necessarily the same thing; without changing the name it was possible to use 
the brand identity to manage external and internal perceptions of the institution.13


The company recommended the retention of both the existing name and brand governed by a 
‘sunset clause’ and stated that Council had the right by a 76% majority to decide when to 
terminate the brand. 


 


They suggested a temporary spin on Unisa as in ‘the new Unisa’ or ‘the ODL Unisa’ in order to 
make a difference in public perceptions between the old institution and the new post merger 
institution: 


‘It is proposed that this be done through the use of a “sunset clause” which could provide for an 
interim brand identity, which makes substantial use of the brand image which will be used in the 
longer term, together with an additional image to ensure public perception of the institution is 
one of “new” or “open”. The “sunset clause” could be put in place for a period of no less than six 
months from the date of merger and no more than three or five years. It is likely that three years 
would be sufficient.’14


Appendices to the report include the survey tool—a questionnaire given to staff, students, 
individuals and groups at Unisa (115 interviewees), TSA (104 interviewees) and Vista (95 
interviewees); detailed findings from the three institutions and the name options.  


 


The joint management team now set in place the work that would result in a strategic plan 
outlining the 2015 transformation agenda, which is accompanied by an annually reviewed 
Institutional Operational Plan (IOP) to establish Unisa as a leading provider of world-class 
higher education opportunities through ODL. Unisa’s current vision, ‘Towards the African 
                                                           
12 The then directors of Learning Strategies were: Chris Elfick, J Masuku, N Tattersall and PC Taljaard. 
13 Unisa (2003): Selecting a Name for the Merged Entity. Written by Learning Solutions. 
  
14 Op cit, page 18. 
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University in the service of humanity’, thus created the filter through which the programme and 
qualification mix (PQM) could be assessed and re-imagined for the African continent, bringing 
on board programmes for the development of African indigenous knowledge systems. 


The level of detail required to achieve this has got to be referred to because it was a potential 
minefield that was somehow averted through smart leadership. 


To begin with, students and staff were informed about the changes they should expect.  


‘Pipeline students’ were those who had some credits from either VUDEC or Technikon SA and 
who were going to become fully fledged Unisa students the following year, as this letter 
accompanying the calendar for the new year published in November 2003 explained:  


Dear Student— 


There have been many developments in higher education in South Africa. One of these has been 
the decision by the Minister of Education to merge the University of South Africa (Unisa) and 
Technikon Southern Africa (TSA) and to incorporate Vista University Distance Education 
Campus (VUDEC). The new institution will be known as Unisa. Although all the details have not 
yet been finalised we are making preparations to facilitate these processes. 


Perhaps you are wondering what will happen to you. If you are studying for a qualification 
offered by VUDEC you will become a fully fledged student of Unisa as from next year. In the rest 
of this calendar, we will refer to you as a ‘pipeline’ student.’ 


Information about existing programmes, new programmes, where and how to register, fees and 
transitional structures follows in the calendar.15


The letter was signed by all three vice chancellors (VUDEC, TSA and Unisa). 


  


By 4 December 2003, in his end of year address to the university assembly (‘The challenge of 
engagement for a new university’), Pityana was upbeat about the merger, outlining the processes 
that had been followed to date and that would take place the following year. 


An academic governance and structure proposal (December 2003 and June 2004) made 
recommendations for the Vice Chancellor’s Forum dividing up the merged university into five 
component parts: institutional governance (Council); academic governance (Senate); strategic 
management (top management); tactical management (senior management); and operational 
management (junior management). 


Various milestones of change management can be tracked to the 2004 Malibongwe workshop at 
which the new Council adopted a code of conduct prescribing ‘attributes, ethical standards and 
dedication expected of its members,’ according to the transformation report.16


                                                           
15 Unisa/TSA/Vista Calendar (2004) 


 Alumni members 
from each of the merged institutions were consolidated and a representative Unisa Convocation 
was established later that year. 


16 Unisa Five Years Transformation 2004-2008. 
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The progress reports on the merger and integration process of June 2004, compiled by the office 
of the Pro Vice Chancellor for the VCs’ forum reported that the merger office was relocated to 
Unisa, Pretoria campus, on 1 June 2004.  


Staff assemblies had been held at Durban, Rustenburg, Mmabatho and Potchefstroom in June to 
brief staff. A follow-up workshop was held on 6-7 June to finalise college structures. It was 
attended by the Vice Chancellor, the Pro Vice Chancellor (Pro Vice Chancellor) and the Pro 
Vice Chancellor’s office, members of management, executive deans, deputy deans and members 
of the Students’ Representative Council (SRC). 


The report of the Vice Principal (Academic) CF Swanepoel on the performance area of academic 
planning reads as follows17


Establishment of key structures. An academic planner was appointed and attached to 
Swanepoel’s office to plan the merging of the core business of the university, namely teaching, 
learning and research. The executive deans of the five colleges were to drive the processes. 
Dedicated teams consisting of key stakeholders would be formed to look at  


: 


(1) The meaning of ‘comprehensive’ and ‘college’.  


(2) The Hemis course levels and funding groups, standardisation of module credits, curriculum 
design and quality assurance, prescribed books, academic programmes review cycle, and 
admission procedures.  


(3) Africanisation (the concept of Africanisation had been gaining momentum following  the 
naming investigation August 2003 and this event, June 2004).  


(4) Admission and registration procedures, including standards set by South African 
Qualification Accreditation (SAQA) and the National Research Fund (NRF), accreditation 
procedures of the Higher Education Quality Committee (HEQC) and details surrounding the 
subsidisation of preferred learning programmes including the Department of Education (DoE) 
programme and qualification mix (PQM) and Hemis. 


(5) Consolidation of academic process and procedures and tuition model options.  


This report also speaks of measures to inform the academic community, including plans for 
various launches and presentations to colleges and Senate. Swanepoel  reported that matters 
arising from academics at these events concerned: difficulty in accessing data in order to give 
feedback to the planning process; questions about whether the merger would be project driven 
and managed, and concern about which disciplines belonged to which college (page 4 of the 
report).  
 


                                                           
17 I have summarised and abridged Swanepoel’s report and all additional information presented to that key Vice 
Chancellor’s forum. 
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Academics, said the Vice Principal (Academic), also wanted certain programmes to be identified 
as flagship programmes and had asked that a task team identify information needs and design a 
database. Academics also felt there might be sensitivity about ‘technikon’ type programmes 
versus ‘university’ type programmes and that the difference should be downplayed. 
 
An academic audit was to be conducted of existing programmes, structures, staff, students and 
facilities before attempting to align them. The audit would enable a rethink of academic offerings 
and allow some reflection on plans to develop new programmes to meet student needs. Outdated 
or unpopular offerings that drew too few students and which were too expensive would be 
considered for sustainability and assessed over a period of up to three years. The process would 
occupy the full attention of most of the staff working in the office of the Vice Principal 
(Academic). 


 
The Report from the Vice Principal (Student and Alumni affairs) RC Bodibe discussed the 
Harmonisation of Policies. At this date inclusive education policy for students with disabilities, 
students’ grievance procedures and students’ administration had been harmonised. There was 
also progress with regard to task teams. The student governance team had met and had been 
invited to another meeting to discuss the college system. In other matters: the director of the 
Financial Aid Bureau had been recommended for placement; offices were being prepared for 
relocation. Recommendations for portfolio organisation would be put before the Pro Vice 
Chancellor; meetings for Alumni regional meetings were being organised; an interim Students’ 
Representative Council (SRC) was in place and the Unisa legal section was helping to provide 
the SRC with constitution drawing-up expertise; the SRC elections were on course; an HIV/Aids 
task team had been set up under the convenorship of V Malefo and a letter clarifying that Unisa 
bursary allocation also included R98 000 for Vudec would be drawn up. 


A short report from the Vice Principal (Operations) DL Mosoma noted that new performance 
areas needed to be added as process unfolded. He felt timelines might be difficult to determine in 
advance and would have to be adjusted as the process unfolded; and that decisions should be  
approved by the executive management and Council committee and HR and thereafter negotiated 
with unions, which could be a lengthy process. 


A report from the Vice Principal (Learner support and ICT) HA Louw stated that all previous 
duplications in structures were now single operations. In some cases duplicated structures were 
aligned to combine the use of infrastructure and support services of potential complementary 
functions such as the combination of Experiential Learning and Tutorial Services. Leaders of the 
new single operations had been appointed. An extended breakaway had agreed on basic cross-
functional relations and was consolidating plans.  


There was progress on the migration of the old TSA IT system into the old Unisa system. The 
process was IT supported and not IT driven. Workshops were being held to speed up the process. 
Regional processes concerning integrated planning were progressing well and were underway in 
Limpopo, Western Cape, Pretoria, KZN and Johannesburg. The process had not yet stretched to 
Mmabatho, Port Elizabeth and East London. As far as ‘throughput’ initiatives were concerned—
‘throughput’ is the opposite of ‘dropout’ and is the word used at Unisa to describe those who 
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complete courses as opposed to those who register and begin them—the transition from 
correspondence education to ODL was more complex than expected and was taking longer. 
Processes noted within the document included the following components in relation to old TSA 
learners: There had been limited pre-registration assessment. 


Orientation sessions had been held at selected venues. A programme had been set up at selected 
venues to prepare learners for the Distance Learning environment. There had been tutorials in a 
number of subjects. A peer collaborative learning initiative was underway in Gauteng. Career 
guidance and job readiness initiatives were underway. Access to decentralised library services in 
collaboration with provincial libraries had been arranged as well as decentralised access to 
generic services like administration and financial assistance, and telephone access of academics. 
An electronic learner management system had been set up, providing email, a chat-room, and 
frequently asked questions. As yet there was limited use of teleconference facilities, access to 
computers and of videos and SMS services. 


When it came to old Unisa learners, there had been progress in initiatives in a number of 
disciplines, access programmes, career guidance, a general orientation booklet, an electronic 
learning management system, tutorial classes in specific courses, the promotion of study groups, 
decentralised library access and decentralised generic services although there was still limited 
access to computers. 


Vudec students were continuing with contact sessions at decentralised venues. 


The Report from then Vice Principal (Research and Planning) Narend Baijnath reported 
positively on all aspects of policy integration and alignment. The harmonisation activities were 
advanced. Drafts of all key research committee terms of reference had been developed and were 
in the consultative phase. The conceptual phase of the policy alignment exercise and integration 
of structures was completed and a consultative process was underway.  


In addition, substantial consensus had been reached at a workshop held on 26 May 2004 to 
develop a comprehensive institutional research strategy for the short to medium term. This 
workshop had considered structures and terms of reference for the management of research at 
Senate and college level. Alignment and integration of former Unisa and TSA policies was 
complete, and the drafts were under review. 


Baijnath reported that in relation to the research management system, a benchmarking exercise 
had been conducted at selected institutions. After an evaluation of this exercise an integrated 
web-based system was settled upon. A proposal was in preparation to take to management for the 
purchase of a specific system. 


Regarding structures: unitary structures were in place with integrated research offices and 
personnel. The management system still needed developing and to have people put into the 
structures. 


An integrated planning committee proposed to integrate strategic, financial, institutional, 
academic and IT planning in a coherent framework. The terms of reference for this had already 
been drafted and consonant structures were ready for management consideration. 
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In addition an extensive national student survey had been planned to develop baseline data on 
student profile of merged institutions. This survey would be undertaken by Unisa’s Bureau of 
Market Research. 


The Report of the Registrar Governance TH Links spoke about adherence to all the statutory 
requirements and acceptable corporate practices as per the King Report. 


It also lists the members of the agreed structures including the new Council and Institutional 
Forum.  


Following that meeting, the Pro Vice Chancellor’s checklist of what she had to attend to read 
like this: 


Legal and statutory compliance of structures; 


Funding issues; 


Career choice tendencies and implications for responsive college structures; 


College transdisciplinarity; 


Balance between centralisation and decentralisation; 


Reflection of comprehensiveness. 


One by one these matters were ticked off the list. The college system was ready to run in 2005 
following an extensive process. In June 2004 the merger structures had looked at different 
models for the new university. The preferred type was ‘comprehensive’ university and ‘college’ 
model within the context of a comprehensive unit. 


More teams looked at every aspect of the college model—how learning might be enhanced by a 
college model; what was different from the existing model; benefits and negative aspects of 
changing the type of institution; the focus, number and location of colleges; criteria for deciding 
on allocation and combination of disciplines; subjects and programmes; multidisciplinary units; 
and the level of autonomy of colleges and relation to senate. Different models of college systems 
were proposed and discussed at a breakaway held at Misty Hills Country Hotel on 25 February 
2004. 


The interim academic governance structures agreed upon some name changes which saw the 
collapse of 10 faculties into five colleges. 


The College of Human Sciences; 


The College of Law; 


The College of Agriculture and Environmental Sciences; 


The College of Economic and Management Sciences; and 
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The College of Science, Engineering and Technology.  


Unisa’s institutional strategy, Unisa 2015: An agenda for transformation was adopted in 2005. 
What remained for the university to do was align its annual operational plans with that 
document. The process of doing this is outlined below. 


The major event in 2006 was the Service Charter Workshop, held in October 2006. This was 
planned, organised and managed by Thandi Sidzumo-Mazibuko. 


Unisa’s senior structures committed the university to a ‘service culture’ to establish the 
university as a ‘leading provider of quality distance education in the service of humanity’.  


The Service Charter pledges that the Council, Management and Staff of Unisa will strive to 
provide ‘relevant, quality services in an efficient professional and courteous manner.’  It will 
uphold the values of  ‘social justice and fairness’; ‘the promotion of equity of access and 
opportunity’  and integrity and excellence. 


The core principles guiding the Service Charter are student-centredness, collegiality, sound 
education principles and practices and service to humanity. 


The Charter declares that Unisa staff will not compromise on providing excellent quality service; 
fostering a culture of caring; taking pride in being a member of the Unisa community; ensuring 
availability of staff for student support and assistance; providing correct and relevant information 
to staff and students; giving timeous responses; holding people accountable for their 
responsibilities and services; inspiring motivation in the university community; allocating 
adequate resources strategically; and engaging in strategic partnerships.The Charter vows to 
align the institution’s resources to strategic priorities and to consistently review and evaluate 
research priorities, curriculum and teaching, learning and assessment strategies. 


The Service Charter began to be implemented in 2007, along with a Responsible Open 
Admissions Programme (ROAP) to more speedily and efficiently meet the enrolment and output 
targets. The same year Unisa management realised that operational effectiveness was threatened 
by a 15% increase in student registrations. 


In 2007, Unisa created strategic and operational plans to align itself with the Department of 
Education’s budgeting processes.  


A 2009 survey undertaken by Hemis into the institutional profile shows dramatic changes since 
the merger.  


Student enrolments had increased by nearly 27% from 205 811 in 2004 to 261 673 in 2008. The 
enrolments were fairly evenly spread across all disciplines except for Law. The most popular 
college was Economic and Management Sciences, which swallowed up 49% of the new intake of 
students in 2008, followed by Human Sciences, which absorbed more than 26%.  


The proportion of African students rose from 55% to 64%. White student numbers dropped from 
over 28% to 21%, while figures of Indian and Coloured students remained constant. The 
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numbers of women students also increased from nearly 54% in 2004 to more than 58% in 2008. 
(Hemis 2009) On almost every level, Unisa had succeeded in meeting the challenges of both the 
1997 Higher Education Act, and the 2001 National Plan for Higher Education, to increase the 
rate of student participation and graduation output, to broaden the social base of students and to 
increase equity in access and success rates. The achievements could partly be attributed to the 
institution’s Learner Support policy, which is discussed in a separate section below. 


On the staff side, the patterns of transformation revealed in the 2009 survey were not as exciting 
as the student figures. Because of what the Hemis survey writers call ‘inherited racial 
inequalities’—presumably not current biased practices—white staff continued to dominate in the 
professional category at 71% (compared to 22% of African staff), with only 37% of the total 
executive/administrative/management jobs being held by women.  


White men also dominated at the professor and associate professor levels, holding nearly 67% of 
full professor jobs and 58% of associate professor positions.  


There was only a marginal shift in the increased proportion of African professors from 2004 to 
2008 from 7% to -10%. However, the number of African associate professors had doubled in the 
period from 11% to 22% while the number of African senior lecturers had increased from 15% to 
24%. (Hemis 2009)  


Institutionally, there is reason to celebrate. The Unisa-Technikon-Vista merger is a major success 
story.  The organisational design for the merger was clearly realistic and affordable, and met the 
needs of the three bodies being merged. Proper business models were adopted along the 
principles of client/contractor roles and the definition of core versus support services.  


Not all the other mergers in the rest of the country imagined by Kader Asmal were as successful 
because beyond politics, there were factors like distance, weak leadership or personality clashes, 
vested interests, or having no external monitoring mechanism to create equitable changes. It is 
possible that some of these mergers might even be reversed in the future.  


There has to be acknowledgement that there is a way to go before Unisa can claim to  show a 
senior staff more representative of South Africa, and indeed Africa, through race and gender. 
However Unisa has entered a time when senior academics can be appointed with genuine tertiary 
degrees and where standards are constantly being raised. This was most certainly not the case in 
the apartheid past, when Afrikaner nationalists liberally handed each other honorary doctorates.  


In this regard, Principal Barney Pityana’s 2009 State of the Institution address to academics (5 
March 2009) promisingly expressed Unisa’s plans to increase the number of staff with doctorates 
from between 50%-75% within five years.  


This is surely the most stunning achievement of Unisa’s post apartheid history. These doctorates 
were legitimately earned, at university institutions including Unisa, hence they represent a major 
benchmark in rising standards of teaching staff and in turn, create the possibility of another 
benchmark figure for the rate of student passes (‘throughput’). 
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Forging an African university  


Unisa’s changing identity should be seen within the context of broader changes. South Africa, 
excluded from the Southern African Development Community (SADC) under the apartheid 
years, joined the organisation after independence.  


Ironically for the man himself, Thabo Mbeki’s ‘African Renaissance’ brought about, in addition 
to close African Union ties, discussions about more responsive forms of governance in which 
words like ‘accountability’, ‘transparency’ and ‘developmental’  feature strongly. 


South Africa, no longer a pariah, became part of Africa and got involved in regional initiatives to 
attract trade and create sustainable development. In due course Unisa realigned its vision with 
that of the government.  


It was no longer simply a South African university but had set its sights on becoming ‘the 
African university in the service of humanity’.  


‘Africanisation’ has meant more than simply having an African intellectual leadership at the 
university,18


Unisa had participated in a range of UNESCO initiatives, in line with NEPAD, Southern African 
Development Community (SADC), Organisation of African Unity (OAU) and African Union 
(AU)


 modules dealing with contemporary African political and economic issues and the 
offer of indigenous language courses. There are two major thrusts to the African University that 
Principal and Vice Chancellor Barney Pityana has nurtured: the first relates to the work Unisa 
has been doing within Africa to address Open and Distance Learning (ODL) and the second 
concerns a collectively imagined philosophy of higher education, including an African syllabus 
situated within an indigenous ODL model. It is ‘indigenous’ because many African countries 
could not afford to upgrade computer technology at the rate that is the norm in the west. Hence 
Africa would pick out the ODL models that are sustainable and meet requirements, and adapt or 
supplement those models with a range of tried-and-tested methods from within our own 
societies.  


19


Unisa also participated in the All-African Ministers Conference on Open Learning and Distance 
Education in Cape Town in February 2004. Here the then education minister Kader Asmal 
stressed the dependence for sustainable development on a growing skills and knowledge base. 
The conference was part of the activities during 1997 – 2006, a period the OAU had declared as 
‘The First Decade of Education for Africa’. 


 proposals, to discuss open and distance learning from as early as 2002.  


The conference adopted ‘The Cape Town Declaration’, which promised co-operation and 
partnership between policy makers and distance education providers. According to Pityana: 
                                                           
18 Unisa’s first black chancellor, after nearly 130 years of existence, was Justice President Bernard Ngoepe, Judge 
President of the Transvaal Division of the High Court of South Africa, who was inaugurated as Chancellor in 2001.  
Barney Pityana was appointed Principal and Vice Chancellor of the old pre-merger Unisa the same year and was 
appointed into the same posts in the new University of South Africa on 5 January 2004. 
19 NEPAD’s Dakar Statement (date) called for ‘Education for all in Africa’, SADC adopted a protocol on education 
and training in DATE and the African Union has a 2015  Strategic Framework on Education and Human Resources. 
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‘The impetus towards such cooperation and partnership was driven by the huge need for human 
capacity development across the continent, and the acknowledgement that decades of neglect and 
lack of investment in higher education had resulted in a situation where no single country in 
Africa could be expected to marshal the necessary wherewithal for the massive resources that 
would be needed for higher education.’ (Pityana undated, Maputo)20


One of the earliest initiatives in the period of transition to an African university was the 
establishment in 2003 of the inter-disciplinary Centre for African Renaissance Studies (CARS) 
headed by Constitutional law expert Shadrack Gutto.  


  


The following year, 2004, saw the launch of the African Council on Distance Education (ACDE) 
in Egerton University in Njoro, Kenya as well as the cementing of high-level partnerships with 
the African Union and projects with several individual African countries.  


The ACDE was the brainchild of the Standing Committee of Presidents and Vice Chancellors 
(SCOP), in discussion with the International Council on Distance Education (ICDE) at a Unisa-
hosted conference in 2002. The 2004 founding conference was followed by the first ACDE 
conference at Unisa in 2005. 


The ACDE, based in Kenya, set out to co-ordinate African ODL activities, bringing partners 
together regularly towards three initiatives: one, the formation of a Pan African Consortium of 
Open Univesities;21


The ACDE processes highlighted worrying higher education statistics in Africa. While higher 
education has a participation rate of less than 45%, ‘the enrolment rate of 2% in sub-Saharan 
Africa is by far the lowest in the world’ according to Unisawise. African institutions 
participating in the 2005 ACDE conference ‘agreed that it was necessary to build capacity, share 
resources and have structured collaborations between institutions.’ (ibid) Unisa immediately 
threw itself into African partnerships. For example, in Sudan, Unisa became involved in a South 
African government initiative in education and skills development (‘African Union Committee 
on the Reconstruction of the Sudan’). In this instance responsibilities were shared between 
Unisa’s Centre for African Renaissance Studies (CARS) and the Africa Directorate.  


 two, the establishment of an African agency to oversee accreditation and 
quality assurance; and three, the publication of an African Journal of Distance Education.  


In the cases of Nigeria, Angola and Mozambique, Unisa has agreed to various sets of training, 
including teacher training. In other instances—Ethiopia and DRC—Unisa began to explore 
possibilities of opening learning centres. Ethiopia’s Unisa campus opened in 2006. (Unisa 
undated)22


                                                           
20 Barney Pityana (undated) ‘The history of distance education’, inaugural lecture delivered on the occasion of the 
launch of the distance course in Bachelor of Business Management at the Universidade Eduardo Mondlane, Maputo. 


  


21 Unisawise Spring 2008:3. 
22  Unisa (undated). A six-month merger review of the new comprehensive University of South Africa 56-58. 
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A second conference of African Ministers of Education in Algiers in April 2005 committed the 
OAU to the development of an action plan for the Second Decade for Education in Africa, 
starting from 2006. 


Where the First Decade for Education in Africa had focused on equity, access and capacity 
building, the Second Decade for Education, according to Pityana, the first inaugural chairperson 
of the ACDE board: 


‘[P]rioritised gender and culture; education management systems; teacher development; tertiary 
education; technical and vocational education and training; curriculum, and teaching and 
learning materials and quality management’ (Pityana undated, Maputo).  


The second ACDE conference in Lagos, Nigeria in July 2008 stressed the importance of ODL 
for Africa. 


Pityana has explained that the significance of adopting a uniform approach to ODL in Africa 
through ACDE is that it has previously had diverse drivers, often from outside the continent, that 
were often competing (Unisawise Spring 2008:5). The advantages he sees of an African-driven 
ODL initiative are: removal of the key barriers to tertiary education, namely lack of funds and 
location; cost-effectiveness, as institutions can increase enrolments without increasing staff; 
development and provision of learning resources for teachers, regardless of their location; 
facilitation and promotion of lifelong learning and ongoing professional development; a means 
for Africa to advance its developmental goals and fulfil its social mandate (Unisawise Spring 
2008: 4).   


In his speech to Senate on 24 October 2008, Pityana explained that international relations and 
partnerships were an essential part of the academic reputation of a university. Higher education 
was: 


‘[A] major industry, a foreign exchange earner and a means of marketing the country 
concerned… The importance of this lies not so much in the number of students that are attracted 
to study at universities away from home (although that in itself is a remarkable phenomenon), as 
much as it lies in the exchanges and traffic among academics and researchers – the sharing of 
knowledge, participation in research undertakings, the standardisation of qualifications, the 
development of technical expertise in educational technology, and learning development. 
Interchanges among scholars have become a standard format by which higher education spreads 
across borders.’ 


Pityana quoted a recent UNESCO report showing that one out of 16 tertiary students from Sub-
Saharan Africa studied abroad. Nine out of ten students studying abroad went to South Africa, 
which came second to the USA as the most preferred destination for mobile students from 
Anglophone Africa. Zimbabwe had the largest number of students studying abroad (17,000) 
followed by Nigeria (15,000) Cameroon (15,000) and Kenya (14,000). ‘And yet’, said the 
Principal,  
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‘[W]e share with the South African government, resistance to the developing ideology that 
higher education is merely another good or service in the international market that must be 
subjected to international trade rules like GATS.’ 


Pityana spoke about the dedicated directorate, the International Relations and Partnerships 
Directorate, established in 2006 to coordinate Unisa’s diplomatic activities under the Portfolio 
Strategy, Planning and Partnerships. He said Unisa was an ‘international brand’ in its own right: 


‘Some 10% of our students are drawn from countries outside South Africa… Cross-border 
education has become a powerful driver for international trade. Unisa is sought after as a partner 
by many countries in the Continent, for advice and partnership in the establishment of ODL 
policy and institutions. Furthermore, we are active in academic conferences on higher education 
and ODL, a growing number of our academic staff are attracted to Unisa from across the 
Continent, and many African scholars in the Diaspora see Unisa as a means of being connected 
to Africa.’ 


The international organisations to which Unisa links include the Association of African 
Universities, the Association of Commonwealth Universities, the Commonwealth of Learning, 
the International Council for Distance Education, the Global Reporting Initiative, UNESCO and 
the International Association of Universities.  


Not every African opportunity was beneficial to Unisa, the Principal told the Senate, estimating 
that the university has lost revenue in excess of R100m in its operations in Zimbabwe: 


‘We are confronted with the reality that educational activities are no longer possible in such an 
environment: studies are beyond what students can afford; travel is difficult where petrol is a 
scarce commodity; our providers there are cashing in on the situation and we find for example, 
that examination venues have become far too exorbitant; and study materials couriered to our 
students never reach their destination. It’s hard not to ask the question: what are we doing there?’ 
(Pityana, Speech to Senate 24 October 2008)  


Pityana believes that the combination of ODL and e-learning and a different education model are 
the means for Africa to advance its development goals by reaching ‘the non-traditional learners, 
especially women at home, the unemployed, the second opportunity learners, the disadvantaged’. 
ODL, he says: 


‘[P]rovides options for new forms of learning that take account of indigenous knowledge and 
culture-specific advancement of learning, creative and innovative means of assessment and an 
opportunity for relevance in education. This would be more affirming of people’s prior 
knowledge and skills, and affirming of their culture, identity and human dignity, that draws from 
their history as a positive value and that cuts to size the prevalent hegemonies that have for far 
too long denied or undermined Africa’s humanity.’ (Pityana, undated, lecture at Eduardo 
Mondlane University) 


The practical implications of what Pityana has alluded to when he speaks about ‘new forms of 
learning’ have yet to be fully realised but an exploratory process is currently underway at Unisa. 
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The notion of the African syllabus also includes the development of a curriculum incorporating 
African Indigenous Knowledge Systems (IKS) and an African epistemology. From the annual 
Founders’ lectures to think tanks organised by the Pro Vice Chancellor and research seminars 
and colloquia about Africanisation taking place at various campuses, there is clearly an intention 
that the African syllabus should be thoroughly discussed both internally and with visiting 
African scholars, towards whose travel costs a fund has been established.  


Rebirth, Revision and Rehabilitation (2008), the document produced at the Pro Vice 
Chancellor’s summit 27-30 July 2008, explains that Unisa’s approach will go beyond mere 
partnerships with African bodies to the promotion of African scholarship and inclusion of 
curriculum content embedded within African IKS yet relevant to the global context. Unisa would 
engage with:  
 
‘African thought philosophy, interest and epistemology through inquiry, scholarship and 
partnership… draw from African knowledge resources… interrogate received wisdom in the 
light of our African experiences and … construct knowledge afresh to reflect our African 
intellectual and scientific aspirations, and this needs to be done keeping in mind Unisa’s role as a 
dedicated ODL and comprehensive institution.’ (Unisa Rebirth 2008: 3) 23


The document makes the following points: 
 


• Currently western knowledge and application is used throughout African education 
systems; 


• It is time that this is changed; the continent will benefit from African knowledge and 
insights, which will ‘uniquely enhance and ensure growth and sustainable development’. 
The last part is linked to the idea that governance of the continent is becoming more 
democratic; also that it makes sense economically to use African resources and 
commodities; 


• Indigenous Knowledge Systems (IKS) are grounded in ‘cultural heritage’; Unisa’s 
approach should advance, promote and systematise IKS, with a strong focus on research 
and the practical application of knowledge through the utilisation of various approaches 
interrogating multi, inter and trans-disciplinary approaches in all their applications and 
their relevance and applicability in Unisa. (Unisa Rebirth 2008) 


 


The IKS imagined by Unisa is not intended to be a confusing competing discourse for the other 
challenges the institution has stated it is trying to address, such as the needs of the economy and 
the impact of globalization. It is rather, as I understand it, a humanist intervention, attempting to 
produce theory and research and documentation around aspects of societal knowledge within 
Africa that accompanies the economic intervention of the breaking down of technological and 
geographic barriers to access, particularly through the use of e-learning. 


The summit discussed the possibility of making major changes in content and structure of the 
curriculum. It noted: 


                                                           
23 Unisa (2008). Office of the Pro Vice Chancellor, Rebirth, Revision and Rehabilitation page 3. 
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‘An example of the kind of decision that would need to be made was proffered in the form of the 
contentious possible introduction of the four-year undergraduate degree as mooted by Prof 
Pityana at the Founder’s Lecture last year. It is felt that a four-year undergraduate degree will not 
only ameliorate the problems currently being experienced with access, assessment and 
throughput, but it will also facilitate a more effective expression of our African-ness, produce the 
type of graduate we envisage and align Unisa with the rest of the continent, thus offering better 
access and articulation for our students on the continent.’ (Unisa Rebirth 2008: 3) 


The summit also discussed the importance of ‘innovations’ such as the Theory of Knowledge 
and the need for the creation of a delicate balance within the three domains of scholarship 
(teaching and learning, research and community engagement); the role of languages; the 
introduction of cultural studies; new approaches to mathematics; a number of industry-
responsive programmes; and how to produce ‘socially relevant graduates who are critical 
thinkers, able to challenge society’. It was agreed that: 
 
‘Unisa’s new identity would be unique in its academic offerings since the Unisa qualification 
would be integrative, holistic, Africanised and relevant to society. The transformation process 
would be driven by ODL and supported by an academic workforce that is amenable to new ways 
of teaching, learning, research and learner support. There would have to be closer interaction 
between the various stakeholders including the Department of Education.’ (Unisa Rebirth 2008: 
3) 


In addition to IKS, Unisa will hopefully begin to look at popular culture as a source of 
information/ knowledge so that the focus is not on traditional knowledge systems only but also 
on emerging or changing ones managed by communities. 


In time, as the results of the IKS work co-ordinated the NRF chair in educational development 
Catherine Odora Hoppers filter through, Unisa will see ‘Africanisation’ entering all disciplines.  
 
Meanwhile academics continue to give their input to the debate. At a colloquium called 
Africanisation of the curriculum: beyond debate, held at Unisa on 26 September 2008, Unisa’s 
executive director of Research Tinyiko Maluleke made a few broad opening observations about 
the concept of Africanisation.  
 
Africanisation should not be a problem, he said, but it is. The term is used negatively. He gave as 
examples terms like ‘Africanisation of the Balkans’ and the ‘Africanisation of Spain’—one of 
which referred to a desert and the other to a war. In addition, Africanisation tended to be 
associated with soft ephemeral issues such as culture, not with Science and Economics—the 
‘hard’ issues. Maluleke also spoke about the superficial aspects of Africanisation—linked to the 
changing of names, or notions of reclaiming roots.  
 
According to Sipho Seepe, now of the Institute of Race Relations but heading Vista at the time of 
merger, if you mapped the world according to Science and Maths research, research and 
development, new patents and even books borrowed, Africa virtually disappears while countries 
like Japan loom large. With tuberculosis, HIV, malaria and other illnesses, Africa’s size in 
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relation to the other countries in the world is vastly inflated. Citing Richard Shaull in Freire’s 
Pedagogy of the Oppressed, Seepe said there was no such thing as a ‘neutral’ education system. 
He raised the impact of colonialism on African development. This led to mimicry at some 
universities of western or of other universities viewed as superior.  
 
Seepe quoted extensively from the work of MB Ramose, Unisa’s former chair of Philosophy. He 
asked what there was in Africa that was worthy of rebirth, and if a renaissance would be a going 
back to primitivism? The answer was no, he said, it was about enhancing African renewal; it was 
about getting Africa into a global dialogue; it was about reopening crucial files closed in the 
chaos and violence of colonialism; it was about ethno-science, ethno-mathematics, ethno-botany; 
the academic challenge of unravelling skills and knowledge embedded in indigenous knowledge 
systems (IKS); and using IKS as a platform to negotiate new situations and unfamiliar terrain. 
Seepe also made a point about the need for the re-establishment of African confidence in 
scientific and technological capability, so that Africans could confidently manipulate and 
recreate the tools and symbols of the global discourse.  
 
For senior researcher Raymond Suttner, the colonial and apartheid orders were not simply 
political and military conquests and systems of governance, ‘but knowledge projects, displacing 
notions of sciences, religion, morality and a range of other elements of the local order.’ 24


Suttner spoke about the apartheid political, cultural and knowledge project which was 
simultaneously ‘a denial of oneness of black and white’ and a ‘denial of oneness of black people 
in general and African people in particular’. 


 


Against this came the idea of national unity, for example Pixley ka Isaka Seme’s assertion on the 
eve of the formation of the ANC, that ‘we are one people’. Except, said Suttner, ‘we are not one 
people but many people, though there might be common purpose’. He looked at the racism 
inherent in the fear of, or linked to, Africanisation. One example was the fear of people within 
one community that another community would swamp them and take over aspects of their 
culture.  There was a tenency to essentialise for example in the notion of ‘a Xhosa people’, 
whereas argued Suttner, there ‘is no such thing’. There were instead a number of diverse 
communities who speak Xhosa. That there were many segments of the African people should 
make those who feared Africanisation realise that being African was not one phenomenon now 
or in the past. 


Suttner alluded to arguments from a body of literature suggesting that beliefs from the past were 
transmitted in unchanged form to the present, often romanticised in contrast to the present and 
another body that discussed the way in which the past was glorified. He suggested that pre-
colonial unanimity is nonsense—’I want to know about the consensus in Shaka’s wars,’ he said, 
in reference to Hountondji’s notion of an ‘imaginary consensus’. 


Suttner felt the word ‘indigenous’ was inadequate for what it had to describe; he opted instead 
for Hountondji’s term, ‘endogenous’. Suttner said he believed knowledge systems were linked. 
He rejected notions of purity as ‘a misleading abstraction that flies in the face of experience’. 
                                                           
24 Raymond Suttner’s 2008 paper was called Africanisation, African identity and emancipation. Permission is 
required before citing it, in the event of publication of this research. 
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The debate around Africanisation is thus lively and thought-provoking, suggesting universes of 
knowledge we have yet to access.  


ODL is the business model through which Africanisation will be achieved. Several presentations 
on the ODL model took place at the principal’s lekgotla in 2008, of which the main one was 
Unisa’s ODL identity, interrogating the ODL strategic plan.  


The presentations at the principal’s lekgotla identified power courses as a driver of the new 
model. The ODL model was the subject of a specific task team led by Pro Vice Chancellor 
Mandla Makhanya, who was responsible for the drawing up of the policy that was approved by 
Council in 2009.  


The principal announced to an academic assembly in January 2009 that the Minister of 
Education had prioritised the completion of an ODL policy, which would provide a regulatory 
framework. An undergraduate tuition model, approved by Senate, is to be phased in over three 
years and five postgraduate courses at Honours and Master’s level will be fully online by 
2011/12.  


Until November 2009 seven task teams dealing with aspects of ODL reported to the Pro Vice 
Chancellor’s office. The task teams covered capacity development, ICT infrastructure and 
systems, registration, student support, communication, assessment, and power/pilot courses.   


In his keynote address to mark the academic closing of 2009, Mandla Makhanya heaped praise 
on aspects of the work done by the task teams, particularly the work of the communications 
team, which he said ‘outdid’ itself with its extensive and inspired ODL marketing campaign, 
including the ‘ODL walk’ in which 2500 staff members participated. In addition Makhanya 
noted the roadshows and workshops held at Unisa and its Regions by staff from the Institute of 
Open and Distance Learning; the online admissions processes established by the Admissions and 
Registrations team and the tutor scheme for the power courses that had been recommended by 
the Senate Tuition and Learner Support Committee and approved by Senate. 


‘These are real achievements which are matched by the work done in the Colleges who played 
their part in spreading the ODL philosophy, even setting up College ODL offices, arranging 
workshops and organising guest speakers on ODL. But it was also obvious that there was some 
systemic incoherence resulting in a slower rate of delivery than we had hoped for.’ (Makhanya 
2009: 5)25


The ODL project had subsequently been relocated to the office of the Vice Principal Academic 
and Research Rita Mare, Makhanya announced. 


 


As part of Unisa’s academic transformation to become a fully Africanised university with strong 
core values, there have been a spate of seminars on racism and xenophobia at the university. On 
face value, we know that xenophobia has been topical since the attacks on ‘foreign’ Africans in 
2008 that led to the removal of entire communities from their South African homes and drew 


                                                           
25 Mandla Makhanya, Keynote Address: Academic Closing 2009 in ZK Matthews Hall, Muckleneuk campus. 11 
December 2009. 
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attention to the ongoing xenophobia in South Africa. A second factor is that Unisa as an African 
university has to ensure that different Unisa constituencies—students, administrative staff, 
academic staff, management at different levels—get to grips with both racism and xenophobia.  


A unique document squares up to the existence of racism and the ‘subtle and subliminal forms’ 
in which it mutates. The shocking event that precipitated the release of this document was the 
humiliation of black staff by white students at the Reitz Hostel of the University of the Free 
State, which institution might do itself a favour to consider a document similar to the Unisa 
document, which states:  


‘Higher education institutions were remarkably left out of the process driven by the Truth and 
Reconciliation Commission even though academic institutions were, to various degrees, part of 
the formation and intellectual sustenance of apartheid. The cost may have been that higher 
education institutions were never challenged to introspect and to examine the challenge of 
transformation in a democratic future founded on constitutional values and human rights…’ 


It continues: ‘… In our endeavour to enhance racial understanding, the university will along with 
all other forms of discrimination and intolerance, forthwith eschew all forms of racism and racial 
discrimination, create an academic and learning environment that is not alienating of the ‘other’ 
but that is affirming and valuing diversity as well as the humanity of the “other”. This is an 
inescapable academic and moral imperative. Towards this end, the university will develop its 
training and development programmes to incorporate training in racism awareness, as well as 
adopt an Anti Racism and Racist Harassment policy.’ (Unisa 2008)26


The xenophobia seminars thus serve the triple purposes of reflecting on racism in general, of 
conscientising different communities within the university towards xenophobia and of 
contributing to a culture of debate. Hopefully in this way xenophobia becomes noticed and 
ceases to be invisible within an institution.  


 


One of the more successful events in October 2008 was addressed by the South African Research 
Chairs Initiative Chair in educational development Catherine Odora Hoppers, ‘Towards 
problematising xenophobia: confronting the inhuman face of humanism’. The event followed the 
May 2008 violence by South Africans towards people of other nationalities living and working in 
South Africa. Hoppers said it was important to distinguish between conflict and violence, and 
that South Africa did not have the nomenclature to look at ‘black on black’ intolerance. White 
and black issues had so overshadowed other forms of intolerance that she calls apartheid ‘the 
cobra syndrome’ because researchers were not able to get away from it.  


If Unisa’s merger follows the usual patterns of transforming institutions, the next period of 
planning will see the sifting through the governance structures to rein in levels of hierarchy, 
duplication and overlap of functions. There are already moves to simplify processes, increase 
efficiency and lessen costs with certain functions.  
 


                                                           
26 Unisa statement on racism, racial discrimination and all forms of intolerance. 26 March 2008 
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The first stage, already begun, is the creation of a joint office staff for the offices of the principal 
and pro vice chancellor. This office manages most of the strategic projects and spearheads the 
transformation process.   
 
Unisa is currently participating in a range of monitoring exercises to establish world academic 
standards. One of these initiatives, run by the Institute for Curriculum and Learning 
Development, now called the Directorate for Curriculum and Learning Development (DCDL), 
has pioneered some prototype ‘power’ courses to implement ODL as well as a project to 
establish a comprehensive tutor system.  


Part of the Pro Vice Chancellor’s change management strategy is to source individuals with 
state-of-the-art knowledge of developing curricula as well as research programmes. These 
experts will visit Unisa for six-month-residency or longer stints a programme established through 
Unisa and the Council for the International Exchange of Scholars (CIES). CIES is a division of 
the Institute of International Education (IIE). Iniativies already identified by CIES and Unisa at a 
three-day breakaway in 2009 include the identification of signature transformation courses; a 
rethinking of the process and systems in curriculum development; the sharing of social and 
economic databases; increased partnerships and establishement of social networks. (Makhanya 
2009: 21-22)27


Unisa is currently trying to raise its research profile. In 2008 it launched a successful Young 
Academics Programme. Unisa encourages its researchers to seek National Research Foundation 
(NRF) ratings. According to principal Pityana, the research culture taking root at Unisa has seen 
43 academics applying for NRF ratings in 2008.


 After their residencies have ended, CIES scholars will stay in touch with the 
university to ensure follow-through on their initiatives.  


28


The establishment of an Institute for Science and Technology, an indicator that Unisa is 
cogniscent of poor national results in Maths and Science subjects. According to Bloch (2009: 11) 
South African Maths, Science and Literacy results are among the worst in the world. This is 
partly attributed to a period of ‘education policy confusion’—possibly existing more at the level 
of  basic education, where there has been an unsuccessful universal implementation and 
subsequent reassessment of Outcomes-based education in high schools. This ‘education policy 
confusion’, according to Onkgopotse Tabane, ‘has so far produced what Dr Theuns Eloff, head 
of Higher Education South Africa, calls functionally illiterate matriculants’. (Tabane 2010)


 Another major research initiative is the 
establishment of ‘centres of excellence’. These centres represent aspects of academic 
transformation at Unisa. Most of these projects are overseen from the Office of the Pro Vice 
Chancellor. The new projects include:  


29


The In-service Teacher Training Centre (INSET). This centre is reviewing national education 
training policies and researching and developing a policy on in-service training for Unisa as well 


 


                                                           
27 Mandla Makhanya (2009). Keynote address, Academic Closing 2009, ZK Matthews Hall, Muckleneuk Campus, 
11 December 2009. 
28 Barney Pityana (2009). Principal’s state of the institution address to academics, 28 January 2009. 


29 Onkgopotse Tabane (2010). Angie, you cry crocodile tears. Op-ed comment in The Star Tuesday January 12, 
2010: 12. 
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as a database of individuals who would like to be involved with the training. At the time of 
writing, INSET had successfully tendered to run teacher training programmes on behalf of 
several provinces including North West, which was scheduled to begin its teacher training in 
January 2010. The national budget in 2008/9 was R22.8 billion of which about seven-eighths is 
allocated to the provincial governments. Accordingly INSET’s project leader Soane Mohapi has 
met with the MECs of several provinces including North West, Free State, Gauteng and 
Mpumalanga.  


An ‘Africa Centre’—the Unisa Graduate School—in Sunnyside. The Unisa Graduate School 
is located withing a commercial development known as the Sunnytown precinct being developed 
for commercial, residential and academic purposes by Zenprop on Unisa-owned land. Each level 
of the ‘Green Building’ will have a different usage, with one floor being for information or 
research purposes including high-tech digital and wireless technology, a second for conferences, 
another designated for residences for visiting scholars and a fourth for offices for Unisa’s inter-
disciplinary academic departments.  Those departments that will be housed in the ‘Green 
Building’ include the Centre for the African Renaissance (CARS), the Science and Technology 
Institute, the Open and Distance Learning Initiative, the Developmental Education Project, the 
Centre for Genocide and the Thabo Mbeki Leadership Institute (TMLI). The Unisa Graduate 
School was launched at the Chancellor’s dinner in late 2009 and opened its doors in January 
2010 with historian Greg Cuthbertson as its first director. In the words of Mandla Makhanya at 
the end of academic year address (2009):  


‘The School will continue the work done in the College for Human Sciences but with a broader 
orbit, serving all five Colleges. The School will promote and collate multi/trans/interdisciplinary 
research with a strong African focus.  In addition the School will support master’s and doctoral 
students in a rich research environment... Unisa has set an objective to promote research and to 
increase capacity and productivity aligned with national priorities for knowledge development, 
and this is ably co-ordinated by Professor Maluleke and his team in the Research Directorate, so 
it is anticipated that Unisa’s new School will contribute proactively in aligning itself with this 
objective. In 2009 alone, Unisa received 441 applications for master’s and doctoral programmes 
from students living in Ethiopia.’ (Makhanya 2009) 


The Archie Mafeje Institute for Applied Social Policy on Poverty and the Family. The 
Archie Mafeje Institute was named in honour of the late social scientist, who was based at Unisa 
when he passed away in 2007.   


The Institute is planned as an inter and multidisciplinary centre for research in economic and 
social policy, particularly related to family units and the poor.  ‘In addition it will create a safe 
environment in the form of a clinic for those who have experienced economic hardship,’ Mandla 
Makhanya has promised. (Makhanya 2009: 9) ‘The unit will attract expertise in the various 
Colleges and create a valuable platform from which knowledge can be generated and applied to 
improve the conditions of South African families. Collaborative partners, such as SANPAD, will 
assist in providing knowledge experts and financial resources.’ (Ibid) At the time of writing a 
project leader for this institute had not been appointed.  
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A partnership with the Thabo Mbeki Leadership Institute. A project leader, Maureen Tong, 
has been appointed who is busy establishing a project plan for leadership training, a public 
library of texts dealing with African leadership and post-graduate research. ‘The idea is that the 
TMLI will present appropriately accredited programmes in African leadership… It will 
undertake research and publish. It appears that the project will also be in partnership with other 
universities in this country that have indicated interest,’ states the Annual Report.30


The establishment of an Annual Summer School. The project leader of this is Genevieve 
James. The intention is to launch the Summer School sometime after the 2010 Fifa World Cup 
although it will initiate a few activities before that, says James. Among these is the Campaign for 
Learning, which encouragingly offers programmes not only for ‘young minds’—usually the 
targets of universities—but for all. ‘Study whoever you are’ is the slogan James has come up 
with for her learning campaign.  


   


The Academy of African Languages and Science (AALS). This too is well beyond the concept 
phase and has entered the consultation stage—with numerous stakeholders who will include 
government departments and continental language policy planners, since at stake is the 
consistent empowerment, development and promotion of African languages in place of the 
currently uneven status quo. The AALS driving team are Rosalie Finlayson and Samba Buri 
Mboup. According to the concept documentation written by Finlayson and Mboup:  


‘The project for the establishment of an Academy of African Languages and Science (AALS) is 
driven by the need to position African languages as languages of science and education within 
UNISA and beyond. The intellectualisation and modernisation of [South African Indigenous 
Languages] SAIL and their introduction in the curricula as mediums of tuition including 
research, will constitute AALS’ top priority. The option is clearly a developmental approach. 
Through research, language planning and policy implementation, this approach aims to create 
conditions for greater social integration and citizenship as well as cultural self-assertiveness for 
mother-tongue speakers (both learners and teachers) of the African languages at the University 
and beyond. If implemented, this goal has the potential to become a major driver for the overall 
process of development and promotion of [African languages] AL within, around and beyond 
UNISA.’ (Finlayson and Mboup, Conceptual Framework for the Establishement of an Academy 
of African Language and Science: Project’s overview and outline of the priliminary research, 
March 2009: 8) 


The value of this planned academy is immeasurable. At the launch of Traditions 1, an annual 
conference to be held in the form of a travelling ‘pitso’—discussion forum—and launched by the 
Unisa Institute for Social and Health Sciences at Soweto Hotel, Soweto 18-19 November 2009, 
several young psychotherapists spoke about the difficulties of working with concepts that had 
not yet been translated into isiZulu and SeSotho, and having to cater for clients to whom they 
had no means to explain the terms adequately. Such scholars might well find a great deal of help 
and guidance from the AALS, which plans to position itself as a PanAfrican ‘catalyst and an 
inspirational body that will provide decision-makers with high-level expertise and advisory 
services and well crafted argument’. (Finlayson and Mboup 2009:13) 
                                                           
30 Unisa Annual Report 2008: 13 
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For AALS, Science is the key focus: 


‘The technical equipping of all nine South African indigenous idioms with required 
terminologies, conceptual tools and technical services to transform them into working languages 
for science, technology and tuition, will be the driving force in the agenda and mission of the 
Academy. The stake is about creating an enabling environment “where we are going to build 
new knowledge in a sophisticated way” (PVC’s Memo…).’ (Finlayson and Mboup 2009: 14)31


It is fair to say that nearly nine out of the ten objectives of the institutional operational plan for 
2009 to 2010, reproduced below, have been met or are on track. 


 


Objective 1: Institutionalise ODL as an effective business model to give expression to Unisa’s 
institutional identity; 


Objective 2: Foster institutional change and transformation. Within this objective is clause 2.3, to 
advance employment equity; 


Objective 3: Align a relevant range of formal and non-formal qualification and course offerings, 
an appropriate delivery model and learner support framework to enhance student success and 
throughput and to ensure learner support;  


Objective 4: Establish a culture of scholarship and enhance research activities; 


Objective 5: Promote community engagement (CE), academic citizenship and corporate social 
responsibility programmes; 


Objective 6: Institutionalise enrolment planning; 


Objective 7: Offer effective student services to improve the total student experience; 


Objective 8: Align systems, structures, processes and resources with Unisa’s business model; 


Objective 9: Identify and develop leaders and managers and improve staff capacity; (note though 
that Clause 9.1 relates to recruiting and retaining high-quality staff in accordance with EE policy 
and targets.) 


Objective 10: Develop, deploy and maintain a quality regime in the Institution. 


If one reads these objectives against the Hemis findings, it is clear that the institution has yet to 
meet its objectives in 2.3 and 9.1. And Unisa management has announced, through Mandla 
Makhanya’s 2009 year-end speech, that it wants to see more of an operational focus in ODL 
(suggesting that management believed Objective 1 had not been fully realised by late 2009). 
Incoming innovations like the CIES initiative and the new research programmes will similarly 
impact positively upon Objectives 3-5.     


                                                           
31 The memo referred to by the authors is referenced in their work as Makhanya, Mandla (Aug. 2008): Memorandum on the 


Establishment of an Academy of African Languages and Science (Orientation Letter) 
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Unisa’s top management is clearly boldly attempting to remove any remaining bottlenecks in 
order to meet all ten of its objectives, but all aspects of clauses relating to management practice 
will naturally keep developing and absorbing  brand new innovations—such as, for example, 
user-level assessment of management. At present within Unisa as in virtually all top corporations 
in South Africa, performance reviews are measured by the performing individual and his or her 
immediate manager. These practices are changing in countries like the UK. Workplace stress 
costs the National Health and private health care programmes a whopping $45 billion a year, so 
2010 in the UK has seen the launch in Britain of trials of a ‘Rate the boss’ programme in which 
occupational business psychologists work with employees to assess their manager, providing a a 
‘user-level’ component of the performance review. This is hoped to provide a more nuanced 
aspect of workplace relations and flush out problematic aspects, some of which might not arise 
through conscious behaviour, of managerial working styles, as opposed to simply employee 
productivity. Management is a developing science. Subsequently assessments, audits, 
organisational reviews and the introduction of new managerial tools (affecting Objectives 8, 9 
and 10) cannot be seen as once-off events. The list of Objectives cannot simply be ticked off as 
they are ‘done’. The word ‘maintain’ in Objective 10 suggests ongoing commitment to 
upholding best practices in the workplace. 


In the case of an institution  wishing to fast-track specific aspects of its IOP, such as employment 
equity, there are several options depending on budget available to the organisation, what 
resources it already has in place, versus the scale at which it needs changes. Some organisations 
combine a range of methods. One option would be to upgrade, expand or change the existing 
team running with the portfolio responsible for employment equity and recruitment of staff. A 
second involves employing a high-powered change consultant to oversee the process. This 
person would be given the mandate to call for necessary changes, would need immediate access 
to top management, and would expect to enjoy the support of the current team. A third option 
would be the short-term employment of a team of change experts, as opposed to a single 
consultant, to guide management more broadly and train the existing team. A fourth option 
would be to split up the governance structure and hence the management of the work relating to 
employment equity into four parts representing four different communities (students, staff, 
societal needs, governance) for whom four different departments could be responsible. This is a 
creative way of spreading the tasks of creating employment equity the way the University of Port 
Elizabeth and Pentech have done. The ideas are reproduced here to explain the concept more 
fully: 


CHET’s Twelve indicators to evaluate transformation at UPE and PENTECH 


Students 


1. The access of historically disadvantaged and under-representative groups must be 
increased, particularly to professional fields of study in science, engineering and 
technology (SET) and in business, commerce and management. 


2. The success rates and graduation rates of historically disadvantaged and under-
represented groups at institutions of higher education must improve. No significant 
differences should exist between the success and graduation rates of advantaged and 
disadvantaged students. 
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3. The numbers of historically disadvantaged students at postgraduate level must increase. 
4. The institutional climate must be improved to ensure the retention and ultimately the 


graduation of historically disadvantaged students, particularly in the SET and 
business/commerce fields. 


Staff 


5. The access and retention rates of historically disadvantaged and under-represented groups 
(including women) to the staff of the institution must be improved. Staff development 
programmes must be implemented. 


Responsiveness to societal needs 


6. Qualifications, programmes and courses must be restructured in response to broader 
changes in teaching and learning paradigms. 


7. The graduates/ diplomats produced by the institution must satisfy society needs. 
8. Research outputs must increase. 
9. Partnerships and other collaborative ventures must be formed with industry, communities 


and other tertiary institutions. 


Governance 


10.  The composition of all governance structures must be representative with regard to race 
and gender, and must reflect the communities and constituencies which the institution 
serves. 


11. Existing governance structures must be restructured and new ones established in line with 
the principles of co-operative governance. 


12. The new governance structures must include an executive leadership which must ensure 
that the institution operates efficiently and effectively. (Cloete, Bunting and Bunting 
2002)32


By the end of his term, Barney Pityana and others who signed the original MoU and merger 
documents with him might find the time to revisit clauses adopted within the first merger 
declaration about ensuring ‘the minimum of disruption to students,’ and ‘the stability and 
confidence of current and prospective students, staff and other stakeholders during the unfolding 
of the merger process.’ 


 


In retrospect, how did the clauses relating to ensuring the stability of staff and students for an 
unspecified transition travel in time and is their end result compatible with the original intention? 
If these clauses were imagined to  protect the jobs of senior management from the apartheid era, 
in order to keep them committed to the process, that is one thing. If however, through the 
transformation processes individuals from the old order somehow prevented the meeting of even 


                                                           
32 (Nico Cloete, Lisa Bunting and Ian Bunting (Eds.) Transformation Indicators Applied to Two South African 
Higher Education Institutions. Sunnyside: CHET 2002: 8-9) 
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a tiny fraction of IOP objectives precisely because the individuals in question were protected and 
virtually untouchable even when they failed to move sufficiently out of their comfort zones to 
meet objectives, then hopefully this document will draw attention to this. In South Africa 
inevitably those trusted with  the most sensitive and strategic jobs of the new era—ensuring 
employment equity—tend to come from that section of the population least served by 
employment equity. Although there is jumpiness whenever a race card is played, it should not 
have to be spelt out that there are very few white men in existence who will happily implement 
policies which they might perceive as putting them out of business.  


We have seen at every level of South African society that historically advantaged institutions are 
chock-a-block with individuals who never thought it necessary to question their own privileged 
status, much less interrogate their own working methods. Many old-style administrators keep an 
active presence in all the transformation processes, and indeed can be the first to present their 
reports at governance meetings, although their working styles are not ‘best practice’ at all, and 
can indeed create obstacles to the creation of a new cadreship of senior management. This point 
is made as a general observation about South African institutions trying to transform from an 
apartheid past.33


In order to understand how significant the transformation vision is at Unisa one must ponder 
what there was before transformation. A quick reflection on past practices highlights the 
necessity of having a change leader who has welcomed having his own and the institution’s ideas 
challenged instead of maintaining Unisa as an inscrutable laager. 


 Unreconstructed old-style managers manage to trudge on universally within 
South African institutions, particularly it seems within HR structures, with some not even 
bothering to pay lip service to new rules when they are among their own staff and not in 
meetings with the top change leaders.  


The intrepid historian Albert Grundlingh wrote about Unisa’s ‘lack of visibility’ and ‘corporate 
blandness’ from the 1970s, declaring Unisa a ‘no-name brand’.  (Grundlingh 2006: 134)34


At the helm of this bland and unremarkable laager was Theo van Wijk—the man credited with 
turning Unisa into a modern correspondence university.  


 


‘Quality education’ was a term claimed from the time of Theo van Wijk (1972-1988), although 
he resisted testing Unisa against other institutions. He stated, at the naming of the Old Mutual 
concert hall in 1974: 


‘Die Universiteit van Suid-Afrika het nog nooit en sal ook nooit in mededinging met ander 
unversiteite tree nie. Sy selfopgelegde opdrag is eiesoortig en andersoortig. Eie aard en ander 
aard kenmerk die Universiteit. He gee onderrig aan dié wat ‘n universiteit nie voltyds of deeltyds 
kan bywoon nie. Maar juis daarom is die trefgebied en die trefkrag van sy onderrig miskien 
groter. In menslike sowel as geografiese sin is die trefwydte onbeperk. Hy bereik nie net 


                                                           
33 Subjectively focalised, following my earlier experiences within transforming institutions, in two national 
government ministries in 1994/5 and as an executive director in local government with academic training in change 
management between 1996-2000.  
34 Albert Grundlingh (2006),  ’History on the hill: Aspects of scholarship and scholarly life at the Unisa History 
Department, 1968-2000’ 
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enkelinge nie, maar gesinne, gemeenskappe, volkere…Hy wil die persoonlike drang na 
geestelike verruiming bevredig, maar ook die behoefte aan intellektuele vernuwing en uitbouing, 
aan die versterking en verhoging, in nasionale belang, van die peil van kennis en kundigheid.’ 
(Van Wijk 1974, cited in Liebenberg 1988: 48) 


My rough translation: ‘Unisa has never and will never engage in competition with other 
universities. Its upstanding conduct is unique and differentiates it. The university is distinguished 
as a world apart [from others]. It gives tuition in that which no university full time or part time 
could ever witness. For perhaps the range of its command and range of the strength of its tuition 
is greater [than others]. In both human and geographical terms the terrain is unlimited. It reaches 
not just individuals, but families, communities, nations… It satisfies the personal craving for 
spiritual enlargement, but also the demands for academic renewal and expansion, towards the 
strengthening and elevation, in the national interests, of the standard of learning and expertise.’ 


Who was the man who declared Unisa nonpareil, although he was not prepared to put it to any 
test?  


Theo van Wijk was ‘not an academic’ according to historian Albert Grundlingh35 although if one 
looks at the biography by Ben Liebenberg36, he was clearly revered with something approaching 
North Korean idolization of a leader by senior staff who did not hesitate to write and publish 
paeans in his praise.37


Theo van Wijk’s honorary doctorate came courtesy of Unisa. Van Wijk’s considerable oeuvre 
was compiled courtesy of Unisa. This includes various co-edited published histories of Europe


 Van Wijk had an MA from Rhodes University. It would be a worthwhile 
exercise in changing academic standards to see whether either Rhodes University or Unisa’s 
History department would allow it to go through today. 


38


However, Theo van Wijk had ‘the gift of the gab’ according to Grundlingh.


 
with his employees Maurice Boucher and SB Spies, both of whom were employed to write the 
History of Unisa—Boucher produced Spes in Arduis but Spies left no published product on 
Unisa.  


39


                                                           
35 Albert Grundlingh was interviewed by Muff Andersson in Stellenbosch on 11 September 2009. 


 It was the ‘gift of 
the gab’ and the culture of the day that allowed him to get away with steering a ‘no-name brand’ 
of a university for the better part of twenty years. He has been such a sacred cow at Unisa that no 
one has pointed out before now that Van Wijk named a building after himself during his own 
tenure. Furthermore, that although Barney Pityana paid generous homage to Theo van Wijk 
when he died, those views are not uniformly shared by academics prepared to speak on and off 
the record about Van Wijk. There is a clear perception among some of his former colleagues, 
including the head of Unisa’s Graduate School Greg Cuthbertson, that the production of a 


36 BJ Liebenberg (Ed.) (1988). Professor Theo van Wijk. Pretoria: Unisa. 


37 See for example Ridley Beeton’s 1988 ‘Term of Office’ in BJ Liebenberg (Ed.) Professor Theo van Wijk. 
38 Western Europe from the decline of Rome to the Reformation (co-edited with SB Spies); Europe, 1555-1848 (co-
edited with MC van Zyl) and Europe, 1848-1980 (co-edited with Maurice Boucher). 1988, Pretoria: Academica.  
39 Interview with Andersson, 2009. 
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‘Collected Works’ of Theo van Wijk’s speeches and writings at Unisa expense involved a degree 
of vanity on the part of Van Wijk.40


So although the claims to Unisa’s greatness, uniqueness and excellence were made by Theo van 
Wijk, who was among other principals in the apartheid era to declare the institution too unique or 
incomparable for scrutiny, these claims were paradoxically never put up for testing until the 
post-apartheid era.  


  


By contrast, Barney Pityana had a formidable reputation as an academic from before he entered 
the institution. Pityana’s challenge was to find ways of improving Unisa’s academic reputation 
and raising standards against world measures; to create equity within staff and student structures; 
and to attune the vast, slumbering institution to factors like transparency and other features of 
democracy previously simply ignored—for example there has been a rethinking about meeting 
the needs of the student body even to the extent of empowering students to create an SRC and 
making provision for a Dean of Students. Unisa has finally shown, under Pityana, that it not only 
does not  mind being assessed, but that it sees the need for it. Makhanya, in his 2009 end-of-year 
address stated that: 


‘We need to be brave enough to begin a radical renovation, one that will re-shape our institution. 
And why is this necessary?...From the inception of the 2015 Strategic Plan which is our Agenda 
for Transformation, it was clear that we needed to make a critical appraisal of our academic 
offerings to ensure that the university commits to its social mandate to produce graduates who 
bear, to use a term from the Council of International Exchange of Scholars (CIES) Unisa’s 
signature.’ (Makhanya 2009: 12) 


Within the transformation programme escalated within 2004-2010, Unisa’s Institute for 
Curriculum Development (ICDL) began a series of initiatives to establish world academic 
standards. These included the Commonwealth of Open Learning (COL) audit of 2007 and the 
Higher Education Quality Committee (HEQC) audit of 2008. While there was a degree of 
excitement and nervousness about them before they took place, some academics have 
subsequently queried the value of the CoL audit, whether it was tough enough and suggest there 
might still be the need for a stricter external audit . George King, who was a head of department 
(Art History, Visual Arts and Musicology) at the time it was conducted, has explained the CoL 
felt like ‘a gentle discussion, an internal audit..not an external audit. It was a one-on-one between 
me and one other person who asked me to talk about the department. I could have said whatever 
I liked. It was based on my word. ’ (George King, comments to Andersson, December 2009) 


There is no reason for the institution to fear a rigorous external audit of any of its programmes or 
functioning since it is determined to undertake ‘radical renovation’. 


Under Pityana, Unisa finally achieved financial accountability that could stand up to public 
scrutiny—the finances are up on the website for all to see and the Council has praised the 
financial management of the institution.  


                                                           
40 Taped discussion with Andersson, August 2008. 







International Journal of Arts and Sciences  
3(14): 250 - 301(2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


282  


 


This is a dramatically different situation from what happened during the apartheid period, 
particularly in the era 1939 – 1970 when many senior Unisa appointees had direct links to the 
Broederbond or to the apartheid government. Unisa’s head of finance during the late 1930s and 
1940s, AA Roberts, was simultaneously secretary for education in government. He applied for 
funds from the Unisa position, and granted them from his senior government position. AA 
Roberts ensured thousands of pounds were channelled to special projects in Unisa for unknown 
purposes.  


Luckily for history, the South African Association of Correspondence Colleges (SAACC), which 
was hostile to Unisa’s attempts to begin its own teaching division, kept an eye on the Hansard 
records. The SAACC complained bitterly about how money was illegally steered to the Division 
of External Studies through a range of accounts in several government departments including 
Native Affairs and Foreign Affairs, besides the national education department.  


AA Roberts ensured that within Unisa no records of expenditure entered the public domain. 
Neither the Rector of the day Langham Murray, nor the Council, knew about these financial 
wheeling dealings. (Andersson 2009 Cross Correspondence)  


Ensuring that every cent is accounted for is no mean feat. That Unisa’s financial management 
has been highly praised by Council is a real achievement. 


Turning Unisa into one of South Africa’s top five academic institutions—not only the largest 
university—might take a lot longer to achieve. This is partly because in the past Unisa made 
claims about itself that are not true while refusing to open itself to either competition or any form 
of regulation. 


To discover, as  late in the game as 2006, that academically Unisa was not on the list of the top 
one hundred most highly regarded universities in the world was obviously a blow to the 
institution. However knowing its strengths and weaknesses now enables Unisa to be able to map 
out, for the first time, the roads to follow to improve its status. Presumably too the world 
measurement systems will reveal, beyond what must be done, that which must be undone. 


The major practice that must be ‘undone’ is one which allowed Unisa to exist in the past as a 
top-heavy administrative institution with senior academics writing odes to super-powerful 
managers or ho-ho-hoing over their quips while paying scant attention to the needs of the 
enormous student body. 


‘Student-centreness’ is central to Unisa’s ODL policy. Another matter to get attention at both the 
Principal’s lekgotla at the Intundla game lodge (11-15 May 2008) and at the Pro Vice 
Chancellor’s breakaway at Kievietskroon two months later, concerned learner support and 
responsiveness to students. Student support now includes interventions such as the opening of 
more learning centres in the regions;41


                                                           
41 There were only six learning centres in 2004. By June 2009 there were 24. 


 a tutorial system and expanded seminar and lecture 
programmes; assistance with ‘academic literacies’; a ‘peer collaborative learning’ (PLC) 
programme in which senior students guide first-years; ‘work integrated learning’ which helps 
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students get internships and ultimately jobs; ICT support; and counselling services in addition to 
a number of student-run support services including financial aid.  


The Vice Chancellor and Pro Vice Chancellor summits of 2008 tackled lack of coordination 
between regions and the main campus42


The documentation for the Intundla meeting in May 2008 states that ‘one of the thorniest issues 
remained the registration process and the delivery of study materials at Florida.’ Delivery was 
frequently late, the meeting was told. The reasons included staffing shortages, lack of capacity 
and space and facility problems.  


; lack of progress on initiatives such as tutorial support 
and ‘the smart card system’, which were given time frames to keep them on track, as well as the 
need for a report from the Unisa Call Centre.   


By September 2008 there was unrest around registration and study materials at one of the KZN 
campuses. On one campus a student died of asthma while protesting—note, not as a result of 
protesting—but none the less leading to a media frenzy probably disproportionate to the general 
problem of registration.  


Undoubtedly the higher student figures had stretched institutional capacity to near breaking 
point, leading to delays in registration that had grown rather than lessened in every year since the 
merger.  


The single institutional body responsible for addressing this, the Directorate of Student 
Admissions and Registrations developed, and implemented, a technology-driven registrations 
process. This included a self-help online system for both undergraduate and postgraduate 
students to register themselves with the help of an advisor; a dedicated registrations facility at 
Sunnyside campus, and a performance management system to audit and monitor staff. However 
in February 2009, these systems were brand new and were not yet running quickly as both staff 
and students acclimatised to them under the unrelenting gaze of the principal, the pro vice 
principal and the media.  


Unisa, in 2010 is trying to bridge the divide between the technikons and the regular universities. 
One of its aims was to offer programmes at ‘levels lower than the prescribed Level 5, which is 
the entry level of other universities,’ according to pro Vice Chancellor Mandla Makhanya in an 
interview with one of the internal publications (Unisawise Spring 2008:6).  


It would be a milestone moment to be captured within Unisa’s history if the Department of 
Education agrees to this. Allowing a lower level of education will indeed revolutionise the 
curriculum and put in place thousands of possibilities for both post-school youth and adults 
struggling to catch up with education lost through wars or forced displacement. Bridging 
training, regulated throughout Africa, is probably the single most important initiative towards 
picking up the popular vote for an African institution. Beyond it lie limitless possibilities for 
advancing community training and education and creatively straddling ‘distance’.  


                                                           
42 Unisa operates in six regions, five of which are in South Africa. These are Cape Coastal, Gauteng, KZN, 
Midlands and North Eastern. The sixth region is Ethiopia. 
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Change management and organisational culture 


The 2008-2010 Institutional Operational Plan was drawn up cogniscent of, inter alia, a review of 
the 2007 operational plan and reports of the Commonwealth of Learning (CoL) trial quality audit 
of Unisa as an ODL institution. It also included the Accenture Business Architecture initiative, 
which suggested different organisational architectural designs and ways of making and 
implementing speedier management decisions.  


The changes at institutional level included performance agreements for each individual, while 
departments not attracting sufficient student numbers or not serving strategic purposes have been 
trimmed down, making room for new academic endeavours.  


Initiatives belonging to the future for Unisa include the production of Business Intelligence and 
the creation of an ‘ops room’ to coordinate processes between various departments.43


There was a shift, in the 2008-2010 operational plan, in the previous way of speaking about 
‘becoming’ to the event of ‘being’, of actualisation. Pam Ryan remembers: ‘An interesting 
discussion was held at Kloofzicht in September around this notion. It was agreed that a vision 
statement implied always that one is aspiring to something; that we haven’t arrived.’  


   


Like so many other good intentions of the post-apartheid government in relation to transforming 
institutions, the lofty managerial ideals waft like smoke above the realities of finding the costs to 
achieve them and the difficulties of creating appropriate balances between anxious old-style 
managements inherited along with the institutions, the logistics required for running enormous 
new change programmes, promotion of race and gender equity and the encouragement of 
innovative and creative teaching. 


The Principal’s 2008 lekgotla identified the need for communication ‘to all staff…the rationale 
and imperatives for a new institutional identity and focus’.44


A mistake frequently made by communications teams within transforming institutions is to focus 
on external communications at the expense of internal. The Department of Corporate 
Communications (CCM) has done an exceptional job in ‘selling’ Unisa through the design and 
marketing of its current brand imagery and ongoing high-profile events to consolidate its 
corporate identity. Unisa, for example, had a stand at the Homecoming Revolution Fair in 
London to attract South Africans who want to return to the country. But the business of 
communication should not reside entirely within the top levels of management, even though it is 
correctly situated there.  


.  


At Unisa, while top management is always entirely ready to speak eloquently about or if 
necessary brief the media or any audience about new developments, it is clear that in cases the 
message to communicate has not filtered down to managers at levels four and below.  


                                                           
43 Information about the Ops room is taken from the report on the Principal’s lekgotla, 11-15 May 2008. 
44 Unisa: Report on the Principal’s lekgotla, 11-15 May 2008: 3. 
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The department of Corporate Communications and Marketing (CCM) is trying to create a more 
dynamic internal communications training for managers and officials at levels four, five and six 
because this is where the bottleneck occurs.  


The problem is not with top management itself but the way information is passed on to the rest of 
the organisation. Practically every speech made at Unisa is pinned up on the website. Ordinary 
staff can now also read what senior staff are paid, how money is spent and what management 
breakaways took place. However it is all top-down. Transformation appears to be a done deal. 
Every development firsts targets management and from there it is presumably supposed to be 
creatively interpreted to the rest of the organisation but for whatever reason there is often no 
briefing except the formal speeches posted on the website and lively coverage of events some 
days after the fact. 


While HR’s Capacity Development & Renewal Programme being facilitated by Rosalie 
Finlayson to keep staff abreast of the scale of new ideas and policies at Unisa will go some way 
towards answering this very need, it has not yet got beyond a first round of programmes for staff 
already working at management level. In this sense those who have benefitted from the 
programme are those who are already converted. The same people asked to attend each and 
every event are precisely the same managers who sit on information, possibly because they are 
so busy going to briefing events that they become over-stretched and can barely find the time to 
brief those working under them. Hence the challenge for management is to locate an internal 
mechanism to keep non-management—and those working on specific projects—posted on the 
new developments, including how individuals may participate in them.  


Failure to share organisational information leads to misunderstandings and subsequently tense 
stand-offs, from time to time, between individual staff members and their manager, and 
ultimately between a workforce represented by the recognised union, the Cosatu-affiliated 
National Health and Allied Workers Union (Nehawu) and senior management. In the end, like 
the business of promoting employment equity, responsibility for fast-tracking change 
management lies at the door of HR. Meanwhile CCM has to find cunning ways to reach out to 
ordinary staff within a reasonable time frame, so that when managers disappear on a breakaway 
at which miraculous findings take place and statements of intent are drawn up, ordinary staff can 
find out the details of the breakaway almost immediately and not only at the next staff assembly 
many moons later. 


Since the major negotiation with labour in 2009, CCM has been speeding up its internal 
communications messages. But the information it puts out is not always accurate. CCM in 
tackling perceptions, needs to consider the implications for staff of false middle management 
claims that Unisa is more or less the same as it was in the past, and even that it was ’better’ in the 
past. The claim that Unisa was a successfully operating correspondence university in 1948 still 
appears in CCM documents. 
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My own research has firmly disproved this.45 AJH van der Walt’s 1947/8 initiative to create a 
Division of External Studies was fiercely resisted by all the contact universities and colleges of 
education. It was seen as an attempt to dumb down the arguably already irrelevant colonial 
education to a point where it could be managed by a wider band of white ideologues in order to 
empower large numbers of fellow believers. (Andersson 2009)46


In 2009 it is unimaginable that an arbitrary group of people, some without much formal 
education at all, but honoured with doctorates because of their commitment to a political vision 
of Afrikaner nationalism could possibly be expected to create a state-of-the art university, rewrite 
the syllabus, while establishing a government in waiting—yet that is exactly what happened in 
the years before DF Malan came to power. Behind the ‘Prof’ and ‘Dr’ of three out of every four 
members of Unisa’s Council and Senate in the period 1939 to 1969 stood a rabid racist, who 
believed white people were superior. Some believed Afrikaners were the chosen race; some 
supported the Nazis. It is not by chance that this group managed to create policies that worked 
for the Nationalist Party up to a particular point but that were ultimately unfeasible, yet which 
have undermined education until the present day.    


 Individuals concerned about 
their own power and survival contrived to manipulate a major part of South Africa’s education 
system in their own interests. The majority of the early VCs and many of the Council members 
of Unisa had honorary doctorates.   


Hence in the marketing of Unisa as ‘the African university’ the astonishing metamorphosis  can 
only be shown by more evidence of what was, versus what has been put in place now, instead of 
what appears to be the  determination to present Unisa as an institution doing now what it has 
always done, and in the same fashion.  


For example, if it were true that Unisa has been delivering world-class/excellent education for all 
these years, what could there possibly be to transform?  


And  if everything about Unisa was excellent and unique from the apartheid era, which is simply 
an untrue claim, what words can be used when recognised benchmarks are eventually 
achieved—when the institution gets onto the top 100, the top 50, the top 20, the top 10 
universities in the world? Is there a superlative of ‘excellence’?  It would be more sensible for 
marketers to say: ‘We believe we have almost overthrown the apartheid legacy. There are still 
several things to be done that we are working on night and day. We have several new initiatives 
to address our current limitations. From here onwards we can start benchmarking progress 
towards becoming a top-notch university.’  Only if such an approach is adopted will 
staff/students/citizens believe it when Unisa does achieve excellence by world standards. 


Velile Notshulwana-Mqota (2009) too points out that that words like ‘excellence’ and 
‘transformation’ have assumed specific meaning within the South African higher education 
context:  ‘Excellence has been a code word for agreed high standards of academic performance’ 


                                                           
45 Muff Andersson (2009) Shifting HE identities: Unisa’s African future from an apartheid past. Paper presented at 
the panel discussion, The Scourge of Bantu Education, 30 September 2009, the University of the Witwatersrand. 


46 Muff Andersson (2009) Cross Correspondence: Unisa’s monopoly over distance HE from 1959 (unpublished). 
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and ‘Transformation has then meant a spreading out of, a dilution of and a threat to those high 
standards’. The task of transforming higher education remains formidable, he writes, because: 


‘[E]xcellence in these debates is employed not so much as a mark of quality as a mark of 
maintaining apartheid privilege—that is, the power of the elite few to control the norms of 
scholarly enterprise in such a way to keep new and different individuals, new ideas, new topics 
and new methodologies at bay.’ 


On the other hand, there is ‘transformation’ that, according to current terminology, pushes aside 
‘excellence’. Velile Notshulwana-Mqota says that: 


‘Transformation challenges this privilege, which has been accrued mostly by a male elite that 
dominates hiring practices, scholarly norms, departmental and governance structures and other 
dimensions of university life.The operations of this privilege are embedded in structures, 
processes, policies, missions and standards of the academy. Privilege forms barriers through 
which new entrants to the academy must negotiate.’47


CCM has been behind several successful corporate communication exercises to discuss changes 
with lower levels of staff. It organised a highly successful ODL walk in 2009 attended by record 
numbers of staff. Participating staff were asked to fill in questionnaires about the quality of the 
information about ODL they were given on the walk. Although these findings had not been 
released at the time of writing, the walk would have enabled the dissemination of organisational 
information to many staff who might not otherwise have accessed it.  


 


Another very smart exercise was the production of a DVD of the ‘Unisa Inspired’ events of 20-
23 June called Change Begins (Unisa 2006). It features a play written by former library director 
of customer care and poet Robert Pearce. This depicts a learner attempting to get simple 
information from a range of Unisa centres. These centres are renamed ‘The Ministry of Contact 
Centre’, ‘The Ministry of Learner Support’, and ‘The Ministry of Student Enquiry’ and so on. 
The student wants to know when his assignment is due. From one of the ‘ministries’ he gets a 
diatribe about students not paying their fees on time. The ‘minister’ asks what (the then real life 
education minister) Naledi Pandor would do about it. The same ‘minister’ has much to say about 
global political events. He boasts about his own power. 


A second ‘minister’ is dismissive of the student’s queries. Her attitude abruptly changes from 
high-handedness to flirtatiousness when a VIP interrupts the call. A third ‘minister’ refers 
queries elsewhere. Another gets angry when the calls keep being put through to her and lays into 
the student for his impatience when her work load is so strenuous.  


The play cleverly pits students’ woes with customer care within the university against South 
African citizens’ problems in accessing any official information. We are all familiar with the 
struggle to get simple information, and have experiences of getting garbled information, 
extraneous information, historical information, and lectures about democracy, language policy 


                                                           
47 Opinion piece by Velile Notshulwana-Mqota, ‘Break down barriers of privilege’ in The Star, Monday 24 August 
2009:12. 
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and transformation in general when we seek the answer to a very ordinary question whose 
answer is invariably not on the web pages that organisations tend to have on offer.  


Students suffer, Pearce suggests, as staff slowly get their heads around new ways of doing things, 
questions of outsourcing, modernizing of features and democratizing institutions. Although such 
details obsess staff, they are usually matters of scant interest to the student who merely wants to 
get through his or her degree with a minimum of fuss.  


Obviously the issues raised in Pearce’s amusing play exist as real problems in a changing 
workplace environment. There have to be adequate mechanisms to address unfair labour 
practices if they still exist to prevent staff members unfairly taking out their woes on students.  


Through this video, Pearce brings to life a feature that senior management, seeking to bring 
change, might not be fully aware of. The myriad of senseless and banal routines chiselled into 
‘the system’ or ‘the rules’ in the days when apartheid ideology was mapping its future and its 
educational requirements, is exactly what the new organisational code of conduct and 
transformation agenda is trying to address today. Introducing a consultative management style 
rather than a threatening one is obviously a major challenge.  


On a macro level, Unisa is the only South African university so far to become a signatory of the 
United Nations Global Contract (UNGC). Failure to observe human rights in the workplace, 
compliance with labour laws and allowing the continued functioning of the style of management 
described above is a direct contradiction of the UNGC’s code of conduct. This provides an 
ongoing challenge to top management whenever their attention is drawn to misuse of power 
within the organisation at all levels of management. 


The full-time staff of 5000 in 2004 is now around 4300. This has meant a considerable work load 
for the HR department, which finally under the directorship of Mala Singh showed, with the 
lengthy but ultimately successful wage talks with Nehawu in 2009, that it is working 
successfully within the new labour legislation.  


The Labour Relations Act of 1995 is radically different from the previous Act. It places greater 
emphasis on negotiations and on the powers and functions of trade unions. In addition, Section 
23 of the Constitution provides a long statement on constitutional labour relations. The Labour 
Relations Act, Employment Equity Act of 1998 and the Basic Conditions of Employment Act of 
1998 will in due course have major implications for labour relations in institutions the size of 
Unisa. Although the union Nehawu was formally recognised as the sole body Unisa would 
negotiate with from 2007, it took until 2009 for the HR department, under Singh’s capable 
leadership, to show that it is aware of the new legislation. The 2009 wage negotiation represents 
a breakthrough in change management. Prior to Singh’s appointment the HR management took a 
hard-line approach to workers. In the case of a dispute there was little redress for individuals 
who fell foul of the management in their respective departments. Regardless of however unfairly 
the manager had behaved, he or she could be sure of protection from the HR department. That 
approach now fortunately appears to belong to the past. 







International Journal of Arts and Sciences  
3(14): 250 - 301(2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


289  


 


By 2009 there appeared to be different criteria for the filling of employment equity positions 
than merely skin colour or gender. Certainly principal Pityana has demonstrated that he does not 
view employment equity in a simplistic way: 


‘Employment equity is designed to bring about the best possible skills, potential, knowledge and 
creativity which racial bigotry and gender exploitation obscured for so long. It also speaks to the 
necessity for any university to be able to draw from the best minds that society can offer and 
thereby to mirror both the society we live in but also the world we seek to create… 


‘We have appointed nobody here to be simply a black or a woman.  It is not enough that you are 
black or a woman. We are all here because we have a duty to advance the academic project of 
the University whether we are black or white. If we were to create a culture of entitlement or 
exceptionalism, I believe that we would be short-changing our young black and women 
academics who, we hope, will remain in academia as a career choice and one of these days, as 
scholars of repute.’ (Pityana 2009) 48


At a staff assembly a few days later he used similar terms to speak about ‘strategic value’ of 
transformation, explaining that the transformation process was not ‘just a matter of compliance’. 
It is really taking place, he said, because: 


 


‘[We] truly do believe that as a progressive and transforming institution we are enhancing 
learning and scholarship so that we do not become an institution that is simply rooted in the past 
without interrogation. It is, in fact, one that is reaching into the future in order to provide a better 
way in which scholarship can serve humanity.’49


Pityana used the same occasion to discuss the dispute with Nehawu. At that point a conciliation 
process was underway. ‘It is very important for these processes to be honoured and to be 
respected, even when we disagree most,’ he said. ‘What really matters, ultimately, is the capacity 
of people who are rational beings to have in themselves the confidence to sit around the table in a 
civilized manner and debate and discuss issues as long as it takes to come to a resolution.’


 


50


 
  


Possibly because of this belief in talking rationally towards resolution, Pityana could be accused 
of being hands off when it comes to a few hard issues within his otherwise remarkable and 
single-minded approach to the merger and transformation. Prior to the merger mandate, a set of 
NCHE documents guiding HE transformation post-apartheid had circulated in educational 
circles. These documents and almost all subsequent government documents relating to education, 
group transformation of education into three categories: ‘participation’ or access to education 
and the taking of appropriate measures to cut programmes from the cloth sought  by students; 
‘responsiveness’, which relates to the way educational institutions relate to broader societal 
issues; and finally ‘governance’, by which is meant not simply an educational institution’s own 
‘government’ but how that leadership participates in broader co-operative governance issues as a 
stakeholder. 


                                                           
48 Barney Pityana, Statement to Senate, 25 March 2009. 
49 Barney Pityana, Address to staff in the ZK Matthews Hall, Muckleneuk Campus, 30 March 2009. 
50 Comment edited from Unisa Focus, April 2009: 1 ‘Unisa progressive and transforming’. 
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I would argue that within the perceptions of governance lie the ‘hard decisions’. Unisa in January 
2010 had not yet reached the historical point where it might rename all buildings that were 
named after Broederbonders—the details follow below. The detached observer would notice that 
new buildings have commendably been named for South African legends—most recently and in 
a memorable ceremony the Enoch Sontonga centre,51 and a little earlier the ZK Matthews hall, 
the Eski’a Mphahlele registration halls, the Dr Miriam Makeba theatre52


A notable exception among the older buildings is the main administration building on the 
Muckleneuk campus named in the post-apartheid era for OR Tambo


. Yet many of the older 
Unisa buildings have retained their original names. 


53


As long as the apartheid names exist on the major buildings, so too does the memory of Unisa as 
an earlier key broker of both Christian national education and Bantu Education. Understandably 
it might be considered nitpicking and undiplomatic if the post-apartheid management of Unisa 
were to question the continued juggling of the pre and post apartheid identities in public. Clearly 
renaming buildings is a highly political decision to make—Pityana stated as much at the opening 
of the Enoch Sontonga building—and possibly it has been necessary to first tackle other 
priorities. The core business of the institution has indeed been the most pressing and it has been 
tackled. As with all organisations undergoing reviews, many practices have needed to be 
dissected before they can be fully dismantled and new more practical organisational models set 
in place. Pityana has spelt out his concerns about the ‘old ways’ of doing things to the Senate: 


. The two Muckleneuk 
campus buildings originally designed as academic were the Theo van Wijk building, launched by 
Unisa Prinicipal Theo van Wijk in his own lifetime and the AJH van der Walt building, named 
after the German-educated Broederbonder who started the External Studies Division in 1947. It 
was the second time AJH van der Walt was remembered through a Unisa building. An earlier 
building bearing his name existed in the Pretoria City Centre, also named while he was in office. 
The library retains the name of  another Broederbonder, Samuel Pauw. Along with CAS van 
Vuuren, these buildings bearing the names of components of the radical white right nestle 
uneasily around the OR Tambo building.  


‘It is my view that we were never likely to achieve any of our goals [debated at Council in July 
2004 when the transformation plan was discussed] if we had doggedly stuck to the outmoded 
cultures and exploitative practices that characterised much of our institutional traditions: if we 
had remained stratified by race and gender, if we had maintained hierarchies of knowledge and 
ignored our African heritage, if we had shunned technology and innovation, and if we had 


                                                           
51 On Sunnyside campus, named for the composer of the national anthem. 
52 ZK Matthews was the first black South African to get a degree and remains a hallowed figure for his intellectual 
contribution to the anti-apartheid struggle; Eski’a Mphahlele was one of South Africa’s most famous writers and is 
considered a father of African Literature; Miriam Makeba or ‘Mama Africa’ was arguably South Africa’s greatest 
female singer in the 1950s to 1970s. 
53 Oliver Reginald Tambo was the long-time leader of the African National Congress who oversaw the co-ordinated 
escalation of the anti-apartheid struggle on all tiers—military, diplomatic, political underground and open mass 
struggle—up until the time the apartheid regime had no alternative but negotiation. From 1990 he quietly prepared 
to take a back seat and allowed Nelson Mandela to take up the helm. 
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continued to pay lip service to our institutional character as an ODL and comprehensive 
university.’ (Pityana 25 March 2009)  


The principal went on to talk about going beyond change management to address the core 
business of the institution. He pointed out that Unisa’s vision and mission refer to ‘the African 
university in the service of humanity’. He said: 


‘Whilst we continue to build a more representative academic institution, we do well to also be 
alive to the fact that this University also has an historic mission: to advance learning, to mould 
young minds, to build the intellectual base of society, to offer society the yeast of critical 
thinkers and to train skilled personnel to lead in trust and to advance the needs of a modern 
technological society. We are now engaging with those core matters that will advance the 
academic reputation of this university: open distance learning, and technology, systems and 
processes necessary to achieve our strategic goals. Make no mistake, the objective of ODL is an 
expression of our transformation agenda.’ (Op cit) 


Although the transformation agenda attempts to tackle the behaviour of many of those people 
within those buildings still named after extreme right-wingers, what is painful to encounter in 
2010 is the continued sense of oppression of individuals ruled over by some old-style managers 
who have somehow managed to survive. They may be few in number now, and on the way out 
through the age clauses.  


Unisa might in the future benefit from an internal study to establish the exact mechanisms within 
the institution that prevent a moment of joyful acknowledgement by staff and students—that 
change is a reality! That not only has Unisa’s academic reputation been greatly enhanced, and 
not only has Unisa met most  of its operating plan objectives, but that it is well on the way to 
throwing off  all vestiges of apartheid-style relations of abuse within its walls. The reason for the 
perception that Unisa is not experiencing the full-scale internal recognition of transformation and 
pride in the change processes might well lie in the failure by the communications structures to 
map the differences, rather than the similarites, with the past. For this reason one understands 
why Pityana has ordered the writing of the history of Unisa. A similar process is going on in 
many other institutions that have undergone or are undergoing transformation. 


Chisholm and Morrow write (in relation to the Human Sciences Research Council):  


‘The last time there was a sustained debate about the HSRC was in the late 1980s and early 
1990s when the imminent ending of apartheid raised questions about what to do with the 
institutions that had nurtured apartheid. The HSRC was in the direct firing line having given 
intellectual support not only to the apartheid project but also, in an earlier period, to the scientific 
racism that gave life to its policies. The HSRC, along with many other apartheid institutions, 
survived that period. Many of its former critics now work within it. The HSRC, now seeking a 
more independent and confident research role, has reorganised itself and its relationships with 
government and universities. But it does so in the shadow of a past that still shapes these 
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relationships in distinctive ways. Can another look at the history of the HSRC tell us anything 
about the challenges the institution faces today?’ (Chisholm and Morrow 2007: 45)54


Chisholm and Morrow are primarily concerned at the way the HSRC has continued to behave 
like a government-identified body because it was initially funded by the Department of 
Education, like Unisa, and because of the policies still surrounding research that hamper 
independent research. However, they make the point that much of what restricts independence is 
the ‘official knowledge’ from the past prescribing  present practices (Chisholm and Morrow 
2007:64).  


 


A history, they feel, would describe the genesis of ‘official knowledge’ within the organisation. 
Chisholm and Morrow have also suggested a ‘study of thinking expressed in Afrikaans’ relating 
to the HSRC (ibid) as well as the proper archiving of the institution’s documents. 


Their suspicion of ‘official knowledge’ recirculated from the past perhaps includes in some 
aspects the unhealthy organisational culture and the corporate blandness that I  alluded to earlier.. 
Although institutions like the HSRC and Unisa have entered a post apartheid era, the roles of 
some of the most revered figures in the organisational history have never been deconstructed or 
looked at through modern lenses.  


As mentioned earlier, Unisa’s first attempts to produce correspondence modules in the late 1940s 
were widely criticised by correspondence colleges and contact universities at the time. Despite 
this, the apartheid government backed Unisa and gave it a monopoly over correspondence 
education in 1959. Instead of creating a framework for distance education, that government 
allowed Unisa itself to decide how it wanted to go about its business without any interference or 
criticism, including which colleges it would outsource work to.  


Unisa’s examinations system was implemented at the black universities in South Africa. The 
consequences of being the only allowed provider of a service in the absence of regulation, and of 
being in a position where all opposition could effectively be shut down on the whims of the 
institution providing that service was an unhealthy situation.55


The Christian national education project was arguably the single most undermining factor for the 
integrity of an institution experimenting with a system of correspondence tuition for non-resident 
students that would take another twenty years to implement. Unisa seemingly painlessly 
acclimatised to teaching students without the headaches of having them resident on campus, yet 
it never managed to throw off the perception that besides the ‘no-name’ education on offer, the 
bulk of senior staff members teaching it, with notable and delightful exceptions, were brought on 


  


                                                           
54 Chisholm, Linda and Morrow Seán (2007), Government, universities and the HSRC: a perspective on the past and 
present in Transformations 63 (2007) 45- 67.  
 
55 See Muff Andersson (2009) Shifting HE identities: Unisa’s African future from an apartheid past. Paper presented 
in the panel discussion, The Scourge of Bantu Education, 30 September 2009 University of the Witwatersrand. 
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board because of their impeccable far-right credentials, at least as far as the Broederbond and 
National Party agenda went.  


What has never been publically or heartily scrutinised within Unisa until the 2004-2009 
transformation initiative, except by Albert Grundlingh, was the level of ‘reactive’ scholarship at 
the institution in the apartheid era. He writes:  


‘Looking at the Unisa History Department in retrospect, one is struck by the fact that although it 
was the largest History department in the country, on the whole it did not assume a leading role 
in historiographical renewal; its responses were more reactive than proactive.’ (Grundlingh 2006: 
134)  


Grundlingh discusses a style of academic writing that developed in Afrikaner intellectual circles 
and universities that was called ‘objective-scientific’ history and linked to the idea of the ‘true 
Afrikaner’. It is developed, clearly, from Nazi-type approaches to ‘Christian democracy’, 
understood in South Africa as Christian national education, adapted to the work of ethnic 
mobilization that underpinned Nationalist Party ideology.  As I understand Grundlingh’s analysis 
(Grundlingh 1991), the style of history glorified ‘die vaderland’ and privileged tellings by ‘die 
volk’. It has to be looked at within various narrative styles and theoretical models simultaneously 
existing with concepts of lehrfreiheit and lernfreiheit (teacher and learner ‘freedom’) in pre-war 
Germany exported to and adapted in South Africa during the formative years of Afrikaner 
nationalism and the Broederbond.  


Grundlingh (1991) also writes about a triumvirate of Afrikaner nationalists and broederbonders 
pushing this style of writing and analysis. One of these is the arch Broeder, HB Thom, who 
headed up the so-called ‘objective-scientific’ historical approach. Thom was in charge of the 
Stellenbosch history department from 1937-1954 and became the rector at Stellenbosch, which 
was considered the centre of Afrikaans nationalist intellectual thought. Thom was the mentor of 
the Great Trek specialist, CFJ Muller, who ran Unisa’s history department for 33 years.  


Grundlingh’s piece explains the real difficulties of moving towards a scholarship that is not 
biased in favour of the thinking of either previously external or internal colonizing forces but is 
instead African, relevant and innovative. Grundlingh’s words resonate with the Chisholm and 
Morrow suggestion that works written in Afrikaans about their institution, the HSRC, be studied 
(Chisholm and Morrow 2007:64). This is to establish the way the institution was understood by 
those working there in the apartheid era, and to challenge certain presumptions about attitudes to 
the institution that have continued from the past into the present, in order to rebrand and 
reposition it as a developmental institution for the future. 


I would like to repeat my suggestion from earlier that universities and HE institutions with an 
apartheid part might consider adopting a developmental constitution through which to navigate 
their relationship with the state in order to avoid having to be put into entirely new positions like 
chess pieces every time a new education minister takes over. In the absence of being able to meet 
its own targets, the national education ministry in 2009 expanded to attend to core areas and 
facilitate decision making.  
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There are now two national ministers, one to deal with basic education and one to deal with 
higher education. There are also numerous documents mapping the problem areas of higher 
education including a practical 10-point education plan on offer courtesy of the Development 
Bank (Bloch 2009). Blade Nzimande, the higher education minister, is promising to pull many 
rabbits out of hats to make higher education more accessible, including a plan to boost the 
teacher training college system.  


But one year after his appointment he remained silent on some aspects of his portfolio. Unisa, in 
2009, delivered what the minister might read as a ‘post-it’ about the need to provide an adequate 
legislative framework for a functioning comprehensive. The event was one of those described by 
Makhanya in the end-of-year address: 


‘[Unisa] hosted a National Conference on Comprehensiveness in June where we shared with 
other higher education instructions our post-merger experiences. One of the challenges 
highlighted by the Unisa’s Vice Chancellor and Principal, Prof Barney Pityana, and the Director 
Academic Planning at the University of Johannesburg, Ms Trish Gibbon, was the need for 
legislative frameworks to assist comprehensive institutions in operating effectively.  The 
engagement has created a valuable discussion platform between the various institutions and we 
will be looking at strategies to address the challenges and the opportunities that were presented 
in early 2010.’ 


Meanwhile there is still a crisis in education at both school and tertiary level. Key problems 
remain teachers’ training and pay, the cost of education for students, as well as shortages of 
books at all levels. Nzimande has suggested that education costs should be worked out according 
to the incomes of caregivers who pay student fees. ‘There is no reason why rich people should 
not pay for education,’ he said in an interview on Radio 702 in 2009. This idea of taking from 
each according to their income and of redistributing resources to those with little or nothing has 
been an ongoing theme within the education sector. 


These ideas are still up for discussion. Beyond the national minister’s ideas there are ideas 
shaped within bodies such as the African Council on Distance Education (ACDE), the AU and 
even the annual university think tank at Davos that might or might not change Unisa’s funding 
profile, shape and even identity in the future. Part of understanding the link between one’s past 
history and current identity in a contested collectivity lies in the process of exploring rituals and 
symbolic elements that survive, year after year, and then too what is added to the old—the new 
logos, representative imagery and catch lines. Somewhere between the texts brought out by an 
institution, the words spoken and the images and rituals on display, we are able to find out, in 
Warner’s words, 


‘Who are we? How do we feel about ourselves? Why are we what we are?’ (Warner 1976:371). 


Beyond the written words that lie in the archives, beyond the discussions with those with some 
oral memory of particular epochs, identity lies in regular eventing programmes: the graduation 
ceremonies, festivals or similar annual events that reveal something of the collective identity the 
institution has embraced, from within. We see constant tweaking and refining of the institution’s 
corporate identity as it shifts from white identified and led university run on strict hierarchical 
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lines, to a realised national body under consultative black leadership, thence to an imagined non-
racial intercontinental and global body. As scholarship produces new ideas and frontiers of 
knowledge, so too does the identity of an institution expounding these ideas. Identity shifts, 
changes shape. The shifting identity circa 2009 is well captured by pro-vice chancellor Mandla 
Makhanya: 


‘Unisa thus constructs itself as an African and global university rather than simply a national 
institution, drawing on a network of learning centres both inside South Africa and beyond its 
borders. It is profoundly committed to learner-centredness and community engagement in 
tandem with the other characteristics that are embedded in the notion of comprehensiveness in 
higher education.’ (Unisawise Spring 2008: 7)  


Literature Review 
The expectation that tertiary institutions would play a key role in the political, economic and 
cultural reconstruction of South Africa was a central assumption of the National Commission on 
Higher Education (NCHE) appointed in 1995.  


This commission was mandated to advise the first education minister on the restructuring of 
higher education. Exactly how higher education (HE) plays a role in societal transformation is 
not yet a settled matter. As Thiven Reddy points out: 


‘At one end of this spectrum is the narrow conception reducing HE to the role of responding to 
the needs and demands of the economy. At the other is the humanist emphasis expecting 
universities to empower individuals to assume the identities of active agents of a democratic 
society.’ (Reddy 2004: 35)56


The National Qualifications Framework, the brainchild of the NCHE, is the conceptual 
certification system through which the South African government will ultimately recognise 
educational qualifications from primary to tertiary levels.  


 


After a year of consulting within the sector and overseeing the production of Green and White 
Paper processes, the Ministry of Education produced the Education White Paper 3: A 
Programme for the Transformation of Higher Education, which became enacted as the Higher 
Education Act 9 (No 101 of 1997). The 1997 Act stipulated the areas in which higher education 
institutions should collaborate with the state. Higher education should: 


• Meet the lifelong learning needs and aspirations of individuals through developing their 
intellectual abilities and aptitudes; 


• Address the development needs of society by locating the labour market within a 
knowledge-driven and knowledge-dependent society; 


• Contribute to socialisation of ‘enlightened, responsible and constructively critical’ 
citizens; 


                                                           
56 Thiven Reddy (2004). Higher education and social transformation: South African case study. Cape Town: Council 
on Higher Education. 
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• Contribute to the creation, sharing and evaluation of knowledge. 


The restructuring of higher education was intended ‘to contribute towards reconstruction and 
development’ (Reddy 2004: 34); ‘ironically just when the RDP was about to be replaced.’ 
(Reddy 2004: 37) He says: 


‘The universities and technikons were to be transformed so that they addressed inherited 
inequalities, inefficiencies, faced up to new socio-economic and cultural challenges including the 
‘changing skill and knowledge requirements for improved productivity and innovation, and the 
needs associated with the building of a new citizenry.’ (Reddy 2004: 35) By March 2001 the 
National Plan had six major points (Table 1): 


Table 1.  


National Education Plan 


 


March 2001 


Goal Strategic objectives/outcomes 
Provide full range of advanced educational 
opportunities for growing population without 
discrimination 


Produce graduates with skills and 
competencies to meet SA’s needs 


 


Promote equity of access, fair chances for 
success and ‘advance redress’ for past 
equalities 


Reflect SA’s demographic realities  in student 
and staff composition; ensure graduates’ race 
and gender profiles match student enrolments 


 


Diversify missions and programme mix to 
meet national and regional needs 


Ensure diversity through mission and 
programme differentiation 


 


Secure and advance high-level research 
capacity to ensure intellectual enquiry and 
application for technological improvement 
and social development 


Sustain research strengths and promote 
research required to meet national 
development needs and build competitive 
capabilities 


 


Build new institutional and organisational 
identities and cultures in co-ordinated 
national HE system 


Foster collaboration at regional level and 
restructure the institutional landscape. 


 


• Adapted from CHE Annual Report (2000-2001:6 


The Minister of Education Kader Asmal produced the National Plan for Higher Education in 
2001. This followed an extensive debate around access to higher education begun earlier when 
the White Paper on Education was doing its rounds. 


In analysing the role of universities in transformation, Reddy identifies two discourses of social 
transformation. The first, which he calls ‘the realist-instrumentalist paradigm’ is framed within ‘a 
new education lexicon, part state-speak, part populist and part populist’: 


‘The contours of the first emphasises quantitative, procedural changes to the ‘HE system’, the 
need for the ‘system’ to be efficiently regulated and co-ordinated by the state, [and] be more 
responsive to the real challenges posed by globalisation by creating a skilled workforce for the 
so-called ‘knowledge society’.’ (Reddy 2004: 7) 
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The second is inspired by educational demands contained within the anti-apartheid struggle and 
as such is a version of ‘people’s education’, attainment of which is an indicator for the 
transformation of society as a whole: 


‘The priority of the democratic state should be to substantively redistribute resources, to assign a 
critical role to universities in producing educated, well-rounded, Dewey-type citizens and 
constantly reiterate the empowering quality for those historically marginalised.’ (Reddy 2004:7) 


From the tone in Unisa’s in-house journals and management documents, Unisa’s transformation 
is unquestionably modelled on the second of Reddy’s paradigms although also incorporating 
elements of the first. In the words of Unisa’s Council chairperson Matthews Phosa: 


‘Coming from a deeply fragmented dispensation which had deliberately sidelined generations of 
its own people, this new plan would not only have to redress past imbalances, but ensure that 
South Africa could provide world-class education to its people, within the context of a global 
economy.’ (Phosa undated)57


Unisa’s Principal and Vice Chancellor Barney Pityana similarly contextualises the 
transformation of the university within the greater changes in South Africa, the establishment of 
a national non-racial democracy in 1994 and new legislation enabling change within educational 
institutions. In Pityana’s words: 


 


‘The National Plan for Higher Education (2001) set out an ambitious agenda for the restructuring 
of higher education in South Africa through a highly contested and quite fraught process of 
policy development… These past five years have borne witness to a remarkable transition. 
Armed only with a set of guidelines and a determination and commitment to succeed, Unisa’s 
Executive Management have led this mega-institution through what is widely acknowledged as 
one of the most successful mergers in Higher Education. In 2009, five years on, the only 
enduring characteristic of the former Unisa is its historic edifice on the Tshwane landscape—and 
even that is undergoing a dramatic change.’ (Pityana circa 2008)58


To reposition itself as an independent non-governmental organisation working within a 
developmental, human rights-oriented Constitution and specific laws covering Higher Education, 
Unisa has identified the need to strengthen its civil society hand and to increase its accessibility 
to its publics in service provision. Its core services are distance education and all that goes with 
it, such as the production of study material, increased student support, better customer care and 
the provision of regional centres at which students can attend seminars and lectures. Unisa has 
adopted an Open and Distance Learning (ODL) model as its business plan. ODL is: 


 


‘A way of providing learning opportunities that is characterised by the separation of teacher and 
learner in time or place, or both time and place; learning that is certified in some way by an 
institution or agency; the use of a variety of media including print and electronic; two-way 


                                                           
57 Cited in Unisa (undated). A six-month merger review of the new comprehensive University of South Africa, page 
6. 
58 Barney Pityana (circa 2008). Message from the Vice Chancellor in Unisa Five Years Transformation 2004-2008: 
7 
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communications that allow learners and tutors to interact; the possibility of occasional face-to-
face meetings; and a specialised division of labour in the production and delivery of courses.’ 
(This is the Commonwealth of Learning’s definition of ODL, cited in Jeanette Botha 2009)59


Unisa’s ODL logo, ‘Learn without limits’ encapsulates several aspects of the ODL programme 
that distinguish it from the older correspondence-learning model. The first component of the new 
approach is ‘open access’. Beyond the removal of geographical barriers that frequently stand in 
the way of learning, students may access alternative admission routes and can study wherever 
they are, in their own time, choose whether they would prefer their study material in electronic or 
printed form and pick the type of academic support they need from the range of support services 
on offer. ‘Learn without limits’ is an appealing logo for an HE institution attempting to transform 
itself into a developmental distance university. 


 


There are many definitions of a ‘developmental university’. It can be a university committed to 
working with individuals, groups and organisations to find sustainable ways to deliver education 
that meets the needs of the communities within the sphere of its influence. It can also refer to a 
university that participates in broader social and economic processes to rectify past injustices and 
prepare communities for the future.  


Increasingly, University-Industry linkages (UILs) are being seen as one of the ways of 
implementing a developmental agenda. UILs are viewed as a way in which universities and 
industry creates public service programmes, now favoured by law. For universities, they 
represent a smart economical move so that aspects of what we call ‘learning’ is linked to real 
projects. We have already experienced the disaster of Bantu Education where black people were 
firstly denied education in the skills required for the expansion of the South African economy, 
and later as the economy went into crisis, were virtually marched into cram colleges and 
technikons. UILs could be seen as a response to that repulsive historical legacy but should not be 
seen as the only solution. A Latin American study into this has suggested that: 


‘Universities and PRI60 linkages with the industry should not be considered a developmental 
goal in itself, rather under certain conditions it may be an useful tool for improving the NIS. 
There are other actors besides firms who could become partners of universities and PRI to solve 
key needs in the society.’ (Orozco et al, 2009)61


A team of researchers working in China, India, Korea, Thailand and Malaysia


   
62


                                                           
59 Jeanette Botha (2009). Contextualising distance education in the higher education environment and the role of the 
principal’s office. Presentation to Young Academics, Unisa, 23 March and 6 August 2009. 


 has come up 
with a formula to explain the expanding mandates expected of developmental universities: 


60 Public responsibility initiatives. 
61 Jeffrey Orozco, Valeria Arza, Arturo Torres and Eduardo Albuquerque (2009) Interactions between Universities 
and Firms: searching for paths to support the changing role of Universities in the South. HSRC Presentation, Cape 
Town, 5 August 2009. 


62 Keun Lee et al (2009) UILs (University-Industry Linkages) for Economic Catch-up in Asia. Presentation at the 
HSRC seminar, the changing role of the developmental university in the south, 5 August 2009. The Team described 
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    Developmental Universities = teaching + research + entrepreneurial  


          + Social servicing (ideological) [&] (Societal: to tackle knowledge divide) > new 
contribution, vs. Western concepts (Keun Lee et al) 


I like this formulation because it very much applies to everything Unisa aspires to: 


Teaching, research, entrepreneurial activities, working in the interests of the broader society to 
tackle the knowledge divide and to challenge dominant western concepts with new 
contributions—these surely capture Unisa’s aims. And  in addition, using technology effectively 
to ensure an efficient ODL model that can reach masses of people.  


Conceptually it would be worthwhile, possibly in a later visioning exercise, for Unisa to consider 
the sort of relationship it wants to have with the state and with African governments regardless of 
funding arrangements. Reddy writes that: 
 
‘Higher education institutions are located in the sphere of civil society and due to the the nature 
of the transition63


 


 were left in relatively strong positions in relation to the state to either help 
reproduce inherited social relations or to help change them, perhaps somewhat more slowly than 
the state and the majority of South Africans who participated in the struggle against apartheid 
wished. (Reddy 2004: 34) 
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Linguistic Contamination: Word-building Peculiarities and 
Stylistic Functions   
 
Lavrova N.A., Moscow State Pedagogical University, Russia  
 
Abstract: The article investigates the linguistic and extralinguistic nature of contamination 
– a word-building pattern that seems to be on the rise in modern English. The relative 
productivity of contamination is traced down to several factors: first, the speaker’s 
intention to assert his individuality through punning and word-juggling; second, saving up 
time and physical and mental effort; third, camouflaging some notion deemed indecent, 
rude, impolite and, therefore, unworthy of mentioning; fourth, in political and advertising 
discourse - exerting an influence on the recipient. The corresponding functions of 
contamination are: self-expressive, compressive, euphemistic, pragmatic. The article also 
touches upon some borderline cases – word-building patterns considered by some linguists 
as contamination (or blending), which in reality present contiguous models, in some of 
their aspects resembling contamination, but not identical to it.  The author, henceforth, 
strives to pinpoint some criteria that help to set contamination apart from other patterns. 
 
 
1. Introduction   
The word-building pattern of contamination was popularized at the end of the 19th century 
by mathematician Ch. Dodgeson, who started his literary career under the pseudonym L. 
Carroll. He suggested calling them “portmanteau words”, apparently, because their 
structure resembles a portmanteau case – two compartments “packed” in a single unit.  
Ever since that time such words have popped up sporadically, primarily, in children’s 
literature, in the works by E. Lear, A. Milne and at the turn of the 21st century – in Victoria 
and Elizabeth Kahn’s books and in a series of novels about Harry Potter by J.K. Rowling. 
The words seemed to strike a cord with children and soon the pattern was taken over by 
mass media – newspapers, journals and advertisements. The fact that contaminated words 
were born on the pages of books meant for children suggests that their main function is 
punning and word-play. This can hardly be denied if one considers such words as 
“bromidioms”, “crocogator”, “foolosopher”, “toycoon”, “millionerror”, etc. However, a 
number of “most serious” words were made through contamination, terms like 
“electrocution”, “bionics”, “electronics”, “avionics”, etc. Apart from that, a number of 
nomenclature words appeared, such as “allerest” and “brevail” (see below). All this is to 
say that contamination should not be taken lightly as a facetious device meant to entertain 
by dint of disregarding the norm. Contamination is a multi-faceted phenomenon, which 
performs several functions and is complex in nature. 
   
2. Contamination and Contiguous Word-building Patterns 
The inventory of word-building models can be expanded through contamination, providing 
that one of the components, due to some reasons, gets prominence and productivity, and as 
a result becomes a recurrent and partially independent structural element. The word 
“Breathalyzer” (breath + analyzer), which appeared in the 80s of the previous century and 
initially served as a trade-mark name, gave rise to the combining form “-lyzer”. As a result 
the word “eyelyzer” was constructed, which means “an instrument for detecting the 







 
International Journal of Arts and Sciences  


3(14): 223 -230 (2010) 
CD-ROM. ISSN: 1944-6934 


© InternationalJournal.org 
 


amount of alcohol one has consumed by measuring the alcohol by the vapors emitted form 
the eyes” [Algeo, 1991:41]. The international words “secretariat” and “proletariat”, in 
active use at the turn of the 20th century in Russia, have become the source for the form “-
ariat” in the words “infantariat” and “salariat”. The latter is nowadays applied to some 
clerks in Japan. Another combining element – “-flation” was abstracted from the 
contaminated word “stagflation” and is used as a structural element in compound words, 
such as “gradeflation” (the embellishments of grades and as a result – dumping educational 
standards), “oilflation” (rising oil prices), “taxflation” (rising taxes). One of the most 
productive combining forms in the English language at present is “-aholic”. It got 
abstracted from the word “workaholic” in the 60s of the 20th century and gave rise to such 
words as “shopaholic”, “wordaholic”, “spendaholic”, “coffeholic”, etc. The word-forming 
element “-gate” was subtracted not directly from its prototype “Watergate” (a symbol of 
political scandal), but a little later when the following contaminated lexemes appeared: 
“winegate”, “Irangate”, “Iraqgate”, “skategate”, “dancegate”. At present the element is 
used in a more abstract, generalized meaning of any scandal, political or not, as a rule 
involving celebrities. The word “foodlegger” is formed by merging “bootlegger” and 
“food”. The combing form “-legger” has the generalized meaning of illicit import or 
export. “Cheesewich” (cheese + sandwich) is the source of such words as “duckwich”, 
“spamwich”, “turkeywich”. The fact that the English “cosmonaut” is formed by 
contamination might be a novelty to some native speakers, as well as foreign learners. It 
was formed by curtailing and subtracting from two words – “astronaut”, which appeared in 
1880, and “cosmic”. Later the element “-naut” was abstracted from “cosmonaut” with the 
generalized meaning of “an explorer of certain matter or space”. As a result such words as 
"aquanaut”, “bathynaut”, “hydronaut”, “plastinaut”, “chimponut”, “Reaganaut” appeared. 
The latter example reveals the maximally abstract meaning – “the one who supports R. 
Reagan”. 
 
The issue of what linguistic status the analyzed above words enjoy is debatable. The 
solution to the problem is linked, on the one hand, to the duality of synchronic and 
diachronic word-forming analysis, and, on the other, to the differentiation between word-
building analysis proper and the morphemic one. Viewed synchronically, such formations 
are regarded as words including one of more combining forms with the rider that one of 
the elements is not necessarily of Latin or Greek origin and can be formed on the basis of 
English. Diachronically, however, the first few words were not formed by directly linking 
the stem to the combining form – they were a fusion of two independent words that were 
curtailed in the process. The confusion of word-forming and morphemic analyses  may 
cause ambiguity in treating the resultant lexeme. From the standpoint of morphology, the 
word “moneymoon” is a compound two-stem unit. Despite this undeniable fact, the word 
does not refer to a kind of moon which is composed of or is related to money. One would 
be hard put to find the word in a dictionary, because it is not there. It is an occasional 
haplological contaminated word traced back to the words “honeymoon” and “money”. 
Given that, its first element is not constituted by the word “money” alone – there is an 
application of “money” onto “honey”, the graphemes “oney” being common. 
 
A review of modern linguistic papers on word-building, in particular – on contamination 
(or blending) (J. Algeo, J. Kremer, R. Fischer) shows that there is a highly flexible 
approach to what should be called “contamination”: a lot of contiguous patterns are 
subsumed under the heading “blending” or “contamination” (in the sense that we regard it 
here, the two terma are synonymous). J. Algeo (1991) regards some complex clippings, 
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compound, derived, and words with combining forms as contaminated or blended. Thus, 
the neological word “build-down”, according to J. Algeo, is made by blending the lexemes 
“build-up” and “down”. I think, however, that this a compound word built analogically on 
the word “built-up”. The main objection to regarding this one as a blend runs as follows: 
the process of blending consists in merging the structures and semantics of two (rarely – 
more) words, so that some semes of both words are inevitably present in the resultant 
blend. The meaning of the word “built-down” in diametrically opposed to its prototype 
“built-up”, so it is illogical to treat it as a blend or a contaminated word. The same 
reasoning can be applied to the synonymous words “hit lady” and “hit woman”, which 
mean “a contract female murderer”. It seems obvious that they are both formed 
analogically on the word “hit man”, whose second component retains its more specific 
sense of a “male”, but not a generic one – a human being. This is partially explained by the 
fact that (at least up to now) most contract murderers have exclusively been male. The 
word “femspeak” is also regarded by J. Algeo as a blend, which is doubtful, though.  
 
Apparently, this is a case of a complex clipping, because, firstly, the second component is 
wholly retained in the word and, secondly, because the first word is shortened up to a fully 
closed syllable, which is typical of modern English; therefore the graphemes “fem” should 
be regarded as a regular clipping of a morpheme. The combination “ice house” is not a 
blend, either, although J. Algeo indicates that it is formed by blending the words “green 
house” and “ice age”. The definition of “ice house” runs as follows: “a cooling of the 
earth’s surface and lower atmosphere, triggering an ice age” [Algeo, 1991:50]. Comparing 
the words “moneymoon” and “ice house” one may get the faulty impression that 
structurally they are the same  - in fact, this is not so, and the ultimate criterion is not the 
separate spelling of “ice house”. The word “moneymoon” is facetious and is not used for 
denoting a new notion. In contrast, “ice house” is not facetious and is used to designate a 
new terminological notion, which does not, however, include the semes of “green house”, 
unlike the blend “moneymoon”, which includes the semes of both “honeymoon” and 
“money”. All the facts considered, “moneymoon” is definitely a blend, whereas “ice 
house” is a compound word based on analogy. 
 
R. Fischer (1998) regards as contaminated the structure “des res”, which corresponds to the 
full form “desirable residence”. This “word” (I will presently explain why it is in inverted 
commas) does not meet a single requirement worked out for contaminated words – 
monolithic spelling, irregular curtail of morphemes, structural and semantic merging. The 
expression “des res” is a stylistic variant of “desirable residence” and is notionally equal to 
it. A contaminated word is characterized by some novelty of notion and meaning, that is, 
its semantics is not a mere sum total of the semes of the constituents. The clippings “des” 
and “res” are structurally fully closed, which is typical of present English, in short, they 
present regular patterns of clipping in English. The very treatment of “des res” as a word is 
open to doubt. Despite a certain degree of idiomaticity, both constituents retain semantic 
and structural independence. Finally, no structural blending is observed here, that is why it 
is not a blend (or contamination), but a stylistic variant of a not fully idiomatic word 
combination. 
 
J. Kremer in his dictionary “Squeasel Words in Real Life” (2008) cites the example: “All 
Stressed Up and Nowhere to Go!” (all dressed up and nowhere to go + stressed: Book by 
Bill Crawford) and regards it as a syntactic blend, because the words “dressed” and 
“stressed” sound alike. The criterion of paronymy indeed plays a role in  the formation of a 
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contaminated word, but it is not ultimate. What happens here is a decomposition of a set 
phrase, which is not based on contamination, but on a substitution of one element for 
another. The word “stressed” does not contain any semes of the word “dressed” and so 
their paronymy and sharing some graphemes are conducive to punning, but not 
contamination. The expression "Golf of Mexico” (golf + Gulf of Mexico: a miniature golf 
course) semantically has nothing to do with the “Gulf of Mexico”, although it conjures the 
latter up. Here a phenomenon of precedence or intertextuality can be observed, that is to 
say, the structure “Golf of Mexico” is an intertext. 
 
As can be seen from the above reasoning, there is still little unanimity  in the treatment of 
what can be referred to as contamination, therefore it is a compelling and fruitful subject to 
study. 
 
3. Contamination as a Means of Euphemistic 
Circumlocution 
Since Ancient Greece euphemistic words and expressions have actively been used as a 
stylistic device with a view to avoiding communication breaches by means of substituting 
downright and straightforward expressions for indirect and milder ones. A number of 
euphemisms emerged as a result of self-consciousness and bashfulness, as well the desire 
to be polite and show reverence. The rationale behind using euphemistic expressions 
started to be minutely studied at the end of the 19th century when the focus of research was 
the place and function thereof in language, their impact on a people’s culture and their 
reflection of some typological cultural characteristics (L.V. Scherba, V.V. Vinogradov,  
B.V. Golovin, A.N. Vasilieva). In the encyclopaedic dictionary by prof. O.S. Akhmanova 
euphemisms are defined as “emotionally neutral words and expressions, used instead of 
synonymic structures that are deemed by the speaker as impolite, rude or indecent” 
[Akhmanova, 1966:521]. L.P. Krisin (1996) defines euphemisms as an indirect, 
paraphrased expression that performs the following functions: 
 


• The subjective or objective evaluation of the denotatum as rude or vulgar. 
• The search for a word or an expression that both neutralizes and shrouds the true 


nature of the object or phenomenon. 
• The bearing of psychological, intellectual, moral and cultural peculiarities of the 


speaker, as well as social standards, on the occurrence rate of euphemisms. 
 
U.V. Gorshunov justly claims that euphemisms do not only camouflage some notion, but 
also perform the pragmatic function and are aimed at regulating and forming the 
recipient’s consciousness in political discourse; cryptic function, caused by the intention to 
conceal the activities of some group or organization; compressive function and ludic, or 
word-playing one. In the latter case they may convey irony, sarcasm, or the particular 
attitude of an interlocutor towards the subject of communication. 
 
An influx of euphemistic expressions could be observed in the Victorian epoch when a 
great many paraphrased words appeared that described the parts of body deemed not 
worthy of mentioning. Nowadays a certain shift in the objects of euphemisation can be 
observed: while politically correct speech is still valued, ludic euphemistic expressions are 
foregrounded, among which one of the most popular models is contamination or blending. 
Contamination consists in curtailing morphemes and merging them together either with a 
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haplological centre or without it. This pattern seems to be optimal for conveying two or 
(rarely) more structural and semantic wholes by dint of one word. Some examples of 
contaminated words that are a variant of euphemisation can be drawn from the dictionary 
by J. Kremer “Squeasel words in real life” (2008). The word “Bossip” (blog + gossip) is 
used by Internet users as a jargonism in the meaning of a journal written on-line that 
contains, however, not verified information about celebrities. The emergence of this 
euphemistic blend is probably explained by the fact that some blog-users are not willing to 
acknowledge the fact that what it contains in reality is simply gossip. Here the cryptic 
function is realized – not every one of native speakers is familiar with the term “bossip”, 
and that was actually the aim of the wordsmith – to conceal from the uninitiated the notion 
that stands behind it. The word “grog” from the same conceptual field (group + blog: a 
group blog) is an homophonic euphemism which phono-graphically coincides with the 
usual word “grog” used in the meaning of “diluted alcoholic beverage”. The cryptic 
function is intertwined here with the ludic one, so much so that an occasional bystander 
might have some difficulty in deciphering the expressions “let’s go grogging” or “let’s do 
some grogging. The word “hasbian” (hasbeen + lesbian) is a euphemistic blend created by 
circumlocution with the aim of avoiding mentioning the fact which is embarrassing for a 
person it refers to. 
 
Euphemistic contamination is also made use of in political discourse as part of politically 
correct speech. The word “Obombies” contains in its structure and semantics the 
compressed expression “Barack Obama + zombies”. It is used for designating those who 
blindly and subserviently support the political course of the current US president B. 
Obama. The word through its constituent elements means to convey that those people are 
hardly aware of what exactly the politics embrace. The form of the word is convenient for 
camouflaging both words: in fact, it is more likely that the recipient will wrongly read the 
lexeme “bomb” into the blend, the result is that the wordsmith, at least formally, can 
hardly be accused of a disparaging or downgrading attitude towards the president, although 
it enables the wordsmith to let the steam off and simultaneously assert their individuality. 
Euphemistic contamination is also favoured by some medical terms and nomenclature and 
is aimed at creating a more appealing image of the medication, simultaneously obscuring 
the essence of the ailment one suffers from. Thus, the name of an antiallergic medication 
“Allerest” (allergy + arrest) is a case of euphemistic contamination which defies correct 
interpretation, the more plausible components being “all”, “rest” or even the German 
“alle(r)”. Here punning word-building can be observed: the medication is easily associated 
with rest. The name of the cancer treatment course is “brevail”: breast + prevail. The 
components of the word are curtailed in such a way that it’s hardly possible to correctly 
interpret its first element, because the two graphemes “br” can be the initials of a great 
many words. Given this, the designation is appropriate for being cryptic and euphemistic: 
it camouflages the disease, its treatment and enables the patients to freely communicate 
with each other without feeling the curious or condescending gazes of others. 
 
It is not at all easy to connote any euphemistic function in the word “smurds”, which is the 
name of a patented ornament by H. Herschfield. This is partly because it is a trademark 
aimed at attracting attention and holding it for as long as can be. The word also defies 
deciphering, sounds and looks fanciful, weird, or at least unusual. Apparently, instead of 
using the expression “smiling words”, H. Herschfield together with advertising people, 
preferred the more original, though obscure, “smurds”, which only vaguely conjures up 
some associations that are hard to pinpoint. But this very fact makes the word all the more 
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poignant, compelling and fairy-like. The blend "chuppie” (child + yuppie: the child of a 
yuppie who acts like a younger version of its parents) is homophonous with the name of 
food for dogs “chuppie”. The blend emerged much later than the food, so it is very 
unlikely that people perceive it as contamination which represents a complex, albeit 
facetious, notion. It is worthy of note that this blend is polysemantic: it also stands for 
“Chinese yuppies”. The word “doga” in all probability was created with the aim to hide the 
fact that a dog attends fitness classes. Here a metaphorical usage can be traced, as the first 
component realizes its figurative, indirect meaning: it is not, in fact, a yoga course that a 
dog attends: it is viewed by some people as funny and downgrading and this is reflected in 
the word they created for it. 
 
The word “dreaditor” in a compressed form negatively characterizes a ‘ruthless’ editor 
who will stop at nothing to create a few stumbling blocks on one’s way to a publication. 
The second component is hidden here: it might very well be the word “creditor”, for 
usually it is they who are dreaded. 
 
It follows from the above-mentioned that euphemistic contamination is resorted to 
whenever a person is willing to conceal from too many something that is meant to be 
conveyed to a single person only or to a circumscribed group. Presumably, the secrecy that 
is associated with euphemisms is ephemeral, for in a relatively short period f time due to 
the spread of mass media, the so-called “outsiders” are bound to grasp the meaning and the 
notion that is represented by a contaminated euphemism. Medical terms and nomenclature 
often represent the notion that might cause anguish to people afflicted with some particular 
disease, for this reason more elaborate ways are sought after. The structural model of 
contamination seems to be an adequate way of camouflaging some painful notions and 
meanings and lending the product (medication) simultaneously less harsh and more 
appealing. 
 
4. Contamination as Word-play 
Recent decades have seen a change in the linguistic research paradigm – from a descriptive 
to a more explanatory pattern. This has partly been caused by an interest in the speaker’s 
intention while producing an utterance. The focus of research is primarily derived words, 
inasmuch as they account for approximately 70 % of all the new words in English (S.Z. 
Nuchov, 1997). New words are mostly formed on the basis of English resources, 
borrowing from other languages as well as the usage of neo-Latin and neo-Greek elements 
amounts to no more than 8%. Apart from a systemic description of productive and 
occasional formations, within the framework of the new paradigm, the task of the 
researcher also embraces the study of provenance, usage, and interpretation of new words. 
The creation thereof, if it is not about neologisms proper, is an emanation of human 
creativity and indicative of punning. Prof. S.Z. Nuchov points out that more often than not, 
the speaker does not in fact aim to exert any influence on his interlocutor while playing 
with words: “I believe that the speaker does not think along the lines of the dogmatic norm 
meaning to violate it and somehow to affect his interlocutor, he’s got a more egotistical 
intention: by rearranging words and morphemes to express whatever thoughts, feelings and 
preoccupations he has in his mind, in other words, he depicts his inner world through the 
medium of words” [Нухов, 1997: 18].   
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Linguists world over unanimously say that the number of such words in English as well as 
in some other languages seems to be on the rise: at the turn of the 20th century they 
accounted for no more than 1% of all new words, nowadays this figure has risen up to 7%. 
The reasons for the active use of this pattern are still unclear and form the fruitful field of 
investigation for many sciences and areas of study: linguistics, psychology, sociology, 
anthropology, etc. The most popular and plausible explanation is that the influx of 
contaminated words is caused by the tendency to save up physical and mental energy, 
which is, in its turn, brought about by more or less stable technological progress, 
particularly in the sphere of computer technology. An important role is also played by 
globalization and the influx of information that a modern man has to retain in mind.  
 
Notably, this information is not only of pragmatic or sentimental value but is also 
comprised of various irritants, nuisances and interferences in the form of noise of big 
cities, ecological imbalance, the rapid transport movement. All this is conducive to 
psychological and physical pressures and stresses; it has almost become a norm for a big 
city dweller at the end of a long working day to complain of such exhaustion that “they can 
hardly move their tongue, let alone speak”. Therefore, it is indeed logical to surmise that 
one of the reasons for the emergence of contaminated words is a natural tendency to 
compression, which is caused by the tendency to save up (or, if viewed differently) to 
accumulate energy, including its verbal variation. We do not support the extreme version 
of this “economization” theory, which postulates that it is a kind of universal observed  
world over. If it were really so, with every coming year the number of morphemes and 
consequently graphemes in a word would be fewer and, at some point in time, the minimal 
unit of communication might be not a word, morpheme or even a quasi-morpheme 
(structural element of a contaminated word), but a sound,at best, and at worst – silence and 
communication through gesticulation. This scenario seems improbable and absurd. What 
happens in reality is a sporadical, though regular, clipping and merging of words and 
morphemes in order to convey maximal information by means of one linguistic unit. The 
fact that the number of such words in on the rise should not instigate fear in language 
researchers or purists, because language is a self-regulating entity, that is to say, if, on the 
one hand, an increase in compressed structures is observed, on the other,  there exist quite 
a number of paraphrastic, descriptive expressions and terminoids – lengthy word-
combinations which in contrast to classical terms consist of more than two words – 3,4,5,6 
and even more. According to prof. S.Z. Nuchov (1997), the most widespread spheres of 
ludic contamination are: books for children (R. Kipling, curtiosity – curiosity + courtesy), 
mass media  (Aston Villa(in) Aston Villa + villain, wine-oceros – wine + rhinoceros); 
annotations to films, books, exhibitions  (animal + electronics); jokes and anecdotes 
(Tsardines – tsar + sardines, William-goat – William + billy-goat); limericks (panoe – punt 
+ canoe); facetious definitions (Adolescent: a person in his early nicoteens – nicotine + 
teens. Autobiography: it's usually an alibiography – alibi + biography); riddles and witty 
answers to them (What do you get when you pour boiling water down a rabbit hole? Hot 
cross bunnies – hot cross bun + bunnies); facetious pseudo-terms  (“Polygamy is а sort of а 
vague term. Actually, if you have one wife, it's called monogamy. If you have two wives, 
it's called bigamy. And if you have more than two wives, it's called pigamy – pig + 
bigamy” [Nuchov, 1997:177]); imitation (Timethod of wordoggle – Time + method of 
word + joggle); nicknames (McMillionaire – McNair + millionaire).  
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5. Conclusion 
The main reasons for making use of contamination can be summarized as follows: 
punning; expressing satire, irony or imitating somebody’s manner; self-expression; word 
juggling; saving up time and effort. In political and advertising types of discourse 
contamination serves an efficient means of exerting influence on the audience by way of 
attracting and holding its attention. Contamination as a word-building device is gathering 
momentum and is used not only in English, but also in Russian, German, Croatian and 
some other languages. Such words become sources of combining forms and word-forming 
affixes, are used as terms in computer- and Internet-communication, as part of 
pharmaceutical nomenclature. The witty, punning character of contamination makes it 
particularly popular with wordsmiths.  
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Literacy Education: The Fight for Conflict Resolution 
 
Nicole Nguyen, Syracuse University, United States 
 
 
Abstract: The year 2003 marked the beginning the United Nations Literacy Decade and, in the 
seven years since its inception, literacy rates increased globally through unparalleled efforts of 
countless organizations like the World Bank; the United Nations Educational, Scientific, and 
Cultural Organization (UNESCO); and Oxfam (UNESCO, 2008).  Continued research on 
literacy education reveals positive effects in developing nations across the globe (Archer, 2005; 
Oxenham, 2000; Comings & Soricone, 2005).  Similar organizations have continued to invest in 
peace education and reconciliation initiatives concurrent with literacy efforts.  Yet, aside from a 
handful of international education scholars (McCaffery, 2005; Smith et. al., 2009), little attention 
has been cast on the possibilities of the literacy classroom to address conflict resolution, peace 
building, and reconciliation. In an ever-globalizing and interconnected world woven together by 
different cultures, traditions, and beliefs, can literacy offer a curriculum of peace that bridges 
gaps and mends misunderstandings?  Can the world fight for peace in the literacy classroom? 
This paper explores the importance of literacy practices, the challenges of education in fragile 
states, and the importance of community-based literacy in peace building processes.  Moreover, 
this research attempts to bridge the gap between the theoretical underpinnings guiding literacy 
and peace education and the actual practice of literacy education in real situations. 
 
Keywords: conflict resolution, literacy education 
 
 
Introduction: 
2003 marked the beginning the United Nations Literacy Decade and, in the seven years since its 
inception, literacy rates increased globally through unparalleled efforts of countless 
multinational, non-profit, governmental, and non-governmental agencies like the World Bank; 
the United Nations Educational, Scientific, and Cultural Organization (UNESCO); and Oxfam 
(UNESCO, 2008) .  Continued research and analyses on literacy education reveal positive effects 
in developing nations across the globe (Archer, 2005; Oxenham, 2000; Comings & Soricone, 
2005).  Similar organizations have continued to invest in peace education and reconciliation 
programs and initiatives concurrent with literacy efforts.  Yet, aside from a handful of 
international education scholars (McCaffery, 2005; Smith et. al., 2009), little attention has been 
cast on the possibilities of the literacy classroom to address conflict resolution, peace building, 
and reconciliation. In an ever-globalizing and interconnected world woven together by different 
cultures, traditions, and beliefs, can literature and literacy offer a curriculum of peace that 
bridges gaps and mends misunderstandings?  Can the world fight for peace in the literacy 
classroom? 
 
As organizations like UNICEF, Save the Children, and ActionAid invest more heavily in 
educational measures in conflict-stricken nations across the globe, the classroom is more 
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frequently viewed as a safe haven, place of security, and vehicle for peace-building activities.  
For humanitarians, though, an interrogation of the practices and curriculum of education 
interventions prove to be crucial in maintaining positive, constructive schools that can help lead 
to and maintain peace; critically analyzing the role of the literacy classroom can aid humanitarian 
agencies in developing education programs conducive to peace-building initiatives.  As 
humanitarian agencies struggle to implement education programs in post-conflict situations, this 
analysis addresses the ways in which literacy education acts as a conflict resolution measure by 
“[creating] larger circles of solidarity which transcend locality, ethnicity, and class”, reducing 
poverty, and alleviating cultural tensions; the literacy classroom serves as a space to explore 
multiple perspectives, build trust, exchange stories, and remedy the economic, perceptual, and 
structural factors that often lead to internal conflict (Bhola, 1990, p.8).   
 
While McCaffery (2005) addresses literacy through a transformative theoretical framework as 
she adopts Paolo Freire’s understanding that literacy can help individuals “read the world” in 
order to critical analyze situations and conditions (McCaffery, p.452; Freire, pp.82-86), peace 
building, reconciliation, and conflict resolution classrooms have largely gone understudied in 
relation to literacy education.  While these educational venues focused on peace inform 
McCaffery and others as to the ways in which literacy education could help individuals 
understand the world, build peace, and become agents within their local communities, few have 
analyzed how peace-building initiatives build upon literacy skills and how to capitalize on the 
literacy classroom space.  While literacy education can mitigate factors that often result in 
internal conflict, this paper more specifically explores the ways in which adult and child literacy 
education programs can take on conflict resolution initiatives in order to sustain peace in post-
conflict settings.  First, in order to better understand how literacy affects a community or nation, 
it is imperative to know how the international community views and defines literacy and literate 
acts. 
 
A Working Definition of Literacy: 
As the need for and function of literacy fluctuates and changes, so does the definition of literacy.  
The Global Monitoring Report dejectedly admits that “the precise meaning of ‘literacy’ 
continues to be the subject of academic debate” (2010, p.94).  While no single organization, let 
alone group of organizations, has come to a singular, unified definition of literacy, most 
educators, researchers, and even students generally understand literacy to involve reading, 
writing, speaking, and listening.  A literate person has been defined as “a person who is capable 
of reading, writing, and understanding a simple, brief account of fact relevant to his daily life” 
(Ryan, 1989, p.78).  As developing nations moved toward increasing literacy rates, organizations 
implementing literacy programs abroad sought to work toward “functional literacy”, which 
UNESCO (1978) defined as when an individual can “engage in all those activities in which 
literacy is required for effective functioning of his group and community and also enabling him 
to continue to use reading and writing and calculation of his own community’s development” 
(p.18).  These definitions provide vague and non-specific understandings of what it means to be 
literate, proving to be problematic for organizations to determine exactly what skills, strategies, 
and texts their programs should teach.   
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Moreover, while the general public may agree upon a basic definition of literacy, the hasty 
reduction of literacy to the mere ability to read and write in a school setting underplays the ways 
in which students learn to communicate in varied situations.  Teacher educators Kathleen 
Hinchman and Kelly Chandler-Olcott (2005) remind literacy educators that “there is more to 
youth’s literacy than what is visible in academic settings…focusing solely on the reading-and-
writing tasks associated with formal school subjects can cause students…to feel incapable or 
even stupid” (p. 9).  What is of greater importance is that the focus on functional literacy ignores 
students’ out-of-school interests and activities like playing video games, trading Pokémon cards, 
passing on oral histories, trading goods, reading instructions, and talking with friends that 
include and depend upon literacy skills.  Part and parcel of these out-of-school activities is a 
sense of community and belonging that capitalizes not only on student interest, but also on the 
values, traditions, and beliefs students maintain.  These acts of literacy prove to allow students to 
become lifelong literates, not simply students who at one moment in time can pass a literacy test.  
It is through these personal texts that interest students and help them develop the skill-set needed 
in order to not only become literate in basic skills, but also have the strategies to engage with 
texts at a high level; neo-modernization theorists agree that modernity and tradition can co-exist 
without impeding development and reject the notion that literate practices that occur outside of 
the classroom must be linked specifically to a new sense of modernity (So, 1990).  It is this 
higher order of thinking linked to classroom and out-of-school contexts that can create the 
analytical and theoretical skills needed in order to create (in)formal classrooms conducive to 
peace-building lessons and initiatives. 
 
To ignore these out-of-school practices of literacies, particularly in conjunction with literacy as a 
means to abate internal conflict or sustain peace, has devastating consequences; too often texts 
students come in contact with in the classroom merely serve “functional” purposes used simply 
to teach students basic comprehension skills.  Lacking in substance, these texts fail to teach 
students the strategies needed to interrogate and better understand cultural differences, and also 
cannot include the multiple voices and perspectives needed for cultural awareness and 
acceptance.  Literacy programs that focus on students’ culture(s), diverse learner needs, and 
interests create classrooms of comfort, group solidarity, and understanding.   
 
Still, the current international field of literacy education primarily centers on functional literacy 
and texts that derive directly from the cash language and working environment.  These 
differences prove to be important insofar as distinguishing the mere teaching of literacy skills 
and literacy writ large; the former merely imparts skills important to economic development, 
while the latter focuses on literacy on a holistic level which can help develop cultural 
understandings, promote civic engagement, and repair ethnic clashes.  This study, thus, 
recognizes that while education programs should teach literacy as a whole, it accepts the 
plurality of literacy or “literacies” that include such multiple skill sets that extend beyond 
functional literacy and incorporate students’ out-of-school informal practices in order to be most 
effective in providing the strategies needed in order to facilitate conversations and lessons for 
mutual understanding and conflict resolution, such programs require many materials, funding, 
and teacher training (UNESCO, 2004). 
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International History of Literacy:  
For the last half century, international organizations have worked diligently to increase literacy 
rates around the globe.  Since the 1950s, the assumptions of literacy, its impact, and methods of 
teaching continually changed as the demands of the newly globalized world shifted, shaping 
current international literacy practices.  As the Western world focuses more and more on the 
importance of education and literacy for expanded opportunities and competitiveness in an ever-
globalizing world, NGOs, aid agencies, and governments have begun to plan and implement 
literacy programs in response to the Education for All movement lead by UNESCO.  With an 
increasing economic investment in literacy, an understanding of the history of literacy practices 
proves to be crucial in better understanding current literacy programs and the ways in which they 
affect participants and nations. 
 
The first push for literacy by UNESCO (1947) followed World War II as a means to increase 
access to and investment in basic education.  While UNESCO focused on eradicating illiteracy, it 
merely viewed a literate person as one who can “with understanding, both read and write a short 
simple statement on his or her everyday life” (http://portal.unesco.org/education/).  While 
UNESCO’s initiative sparked the beginning of eradicating illiteracy, the Cold War and its 
ensuing political tensions worldwide halted its progress.  Literacy programs did not resurface 
with great influence until the 1970s when the World Congress of Ministers of Education and the 
Eradication of Illiteracy underscored the importance of functional literacy and defined it as “a 
way of preparing man for a social, civic and economic role that goes beyond the limits of 
rudimentary literacy training consisting of merely in the teaching of reading and writing” 
(Yousif, 2003).  Still, when UNESCO began implementing literacy programs in eleven nations, 
it abandoned this more nuanced view of literacy in exchange for a slightly extended version of 
functional literacy insofar as to include lifelong learning. 
 
During this time, education theorist Paulo Freire spearheaded the literacy as transformative 
movement, which has helped to define literacy practices today that are specifically important for 
the reduction of internal conflict.  Freire highlighted the idea that education helps to raise social 
awareness and critical analysis leading to social change.  While current scholars and literacy 
professionals accept Freirean ideology, most often the skills and higher orders of thinking 
associated with social change are pushed to the wayside for a simpler form of functional literacy 
as it is the easiest, least costly form of literacy to teach as previously discussed.  The 
international field currently recognizes the importance of literacy and multiple literacies in order 
for countries to develop and become competitive in the global market but these ideas have yet to 
be actuated in the classroom due to a lack of resources, teacher training, materials, and curricula.  
Currently, UNESCO declared 2003-2012 the literacy decade in order to renew its commitment to 
literacy (Global Monitoring Report, 2006).  Accordingly, UNESCO (2004) outlines “improving 
the quality of life, creating sustainable and expandable literate environments, and enabling all 
learners to attain a mastery level in literacy and life skills” as its main goals for the literacy 
decade.  This history of literacy shapes current practices and underlying assumptions that guide 
international education programs as to how to form and implement literacy initiatives and what 
their goals should include; with recent emphasis on peace education, the literacy classroom can 
serve to help reduce conflict in a variety of ways. 
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While current studies report that the number of illiterate peoples today has in fact grown since 
the creation of the Education for All movement and that education can contribute to conflict, 
some literacy education programs have proven success on several dimensions (Bush & Saltarelli, 
2000).  Today, several international organizations, NGOs and multilateral organizations alike, 
have been designing and implementing literacy education programs with Freire’s theory in mind, 
understanding the need to move beyond functional literacy curriculum.  ActionAid, for instance, 
designed and implemented a literacy programmed called Regenerated Freirean Literacy through 
Empowering Community Techniques (REFLECT) in Uganda, Bangladesh, and El Salvador. As 
such, REFLECT programs allowed participants to “undertake situational and conflict analyses in 
order to begin to address their circumstances and develop a sense of agency and control, while 
learner-generated writing created opportunities for ‘being heard’” (McCaffery, 2005, p.454).  
The success of REFLECT and programs like it indicate that socially aware literacy classrooms 
that draw from participants’ everyday experiences with conflict, poverty, and modernization 
serve as a catalyst for meaningful conversations conducive to peace-building initiatives.  
 
Conflict Resolution and Peace Education: 
Paolo Freire (1970) notes the importance of action and dialogue in students’ learning process in 
order to “read the world” throughout his work.  Literacy, then, is not simply a technical process 
of decoding and coding words and ideas, but rather a critical and analytical process whereby 
realities are “‘codified’ into images, pictures, photographs or key generative words such as 
‘revolution’ or ‘work’” (McCaffery, p.452).  McCaffery highlights that words and pictures that 
serve to represent ‘trauma’ or ‘anger’ provide “entry points for dialogue and debate.  A word or a 
short sentence is attached to the imaged and this becomes the reading text” (p.452). 
 
It is this transformative dialogue that can serve as the basis for a joint conflict resolution and 
literacy education curriculum.  Transformative dialogue, Kenneth Gergen (1999) outlines, serves 
as a “process through which sides deal with disagreement or conflict between them through 
expressing themselves, listening to the other, and taking in or empathizing with the emotions, 
experience, views and values of the other” (as quoted in Maoz, 2000, p.722).  This type of 
dialogue exchanged between two conflicting groups allows students to re-construct and re-
conceptualize themselves and the Other in new and different ways.  This follows Wright et al’s 
(1997) work with the contact hypothesis which highlights that “even just the knowledge that an 
in-group member has a close relationship with an out-group member leads to more positive 
intergroup attitudes” (p.723).  Conflict resolution, particularly in the form of transformative 
dialogue, then, aligns itself with adult literacy education curriculum. 
 
Yet, before delving into the integration of these two types of programs, Maoz (2000) asks: “Can 
a transformative encounter take place in a situation of acute conflict and harsh symmetry?” 
(p723).  While transformative dialogue may allow students in a peaceful context learn about each 
other in order to prevent future internal conflict or mend fractured cross-group relationships, are 
conflict resolution initiatives successful in conflict or post-conflict situations?  Utilizing a mixed 
quantitative and qualitative methods approach, Moaz researched a two-day series of 
reconciliation workshops between tenth grade Jewish-Israeli and Palestinian youth which 
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focused on social, cultural, and political issues.  The workshops capitalized on the idea of 
transformative dialogue, engaging students through storytelling and personal narratives; these 
conversations revolved mostly around their experiences and perspectives of the current conflict, 
and the everyday realities they faced (Maoz, p.725).  Maoz finds that these transformative 
dialogue-based workshops broke down students’ stereotypical perceptions of the other group that 
had been previously formed mostly by the media; the majority of participants (over eighty 
percent) had never interacted with members of the opposite group prior to the workshops and 
students expressed.  Upon meeting other participants, a Jewish-Israeli student expressed that he 
learned that “the media is not always accurate, and that [Palestinian] are also human beings, not 
like the [media] describe them (p.726).  Another Jewish-Israeli student explains that he 
“discovered [Palestinians] are just like us in the professions.  Before I thought that all of them 
want to be bombers or cleaners….Now I discovered that also you have professions like us in the 
future, that you want to study in the university” (p.728).   
 
Maoz’s findings mirror the success of the Seeds of Peace International Summer Camp held 
annually in the United States, Middle East, and Southeast Asia and other initiatives lead by the 
non-profit.  As one Palestinian camper explains, “One of the first things you learn at Seeds of 
Peace is to listen. You have discussions about the conflict, but you also learn to live together and 
respect people who have different views and come from different backgrounds” 
(http://www.seedsofpeace.org/media/testimonials).  Between typical camp activities like 
swimming and outdoor games, student leaders in the Seed of Peace International Camp program 
also participated daily in dialogue sessions with students they had once believed to be their 
enemies.  The number of programs like Seeds of Peace is growing, and most prove to be 
successful despite their short duration; yet, the success of the use of transformative dialogue in 
these peace-building programs opens the door to more long-term opportunities to equip both 
children and adults with the tools needed for overcoming conflict and sustaining peace. 
 
The literacy classroom proves to be just the place for students to engage in such transformative 
dialogue on a consistent basis.  It can serve as a space to bring journals, diaries, conflicting 
historical texts, and contemporary works of both sides to the table for discussion, interpretation, 
and critique.  Through these careful analyses, students can better understand how their own 
knowledge of other cultures has been shaped; likewise, students can also see how different 
histories can lead them to believe in and fight for different causes.  The disparities that surface 
through these different histories and texts help to teach students about their peers who may 
culturally or ethnically differ from them in attempt to mend misconceptions and 
misunderstandings.  In the United States, for example, schools have been working to include 
slave narratives into the social studies curriculum in order for a more holistic approach to 19th 
century antebellum America as well as provide students with the skills needed to interpret and 
analyze these multiple perspectives found in primary texts; moreover, including a critical 
analysis of this time period creates the space for students to explore relevant contemporary issues 
that they may face in their everyday lives.  How has the legacy of slavery affected them, or in 
what ways has the one-sided telling of history shaped their beliefs about certain groups of 
people?  It is in these moments that build upon traditional classroom learning that can allow 
teachers and students to engage in meaningful transformative dialogue. 
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Maoz findings prove to be hopeful: a brief two-day workshop in the midst of a long conflict 
allowed students’ perceptions and ideas of the other group to be reformed and reshaped into 
more positive ones.  “Quantitative results…show that after participation in the workshops, each 
group’s perceptions of the other became significantly more favorable on various dimensions” 
(p.733).  In fact, transformative dialogue is not an entirely new conflict resolution tool; the Truth 
and Reconciliation Commission (TRC) and Fambul Tok both revolve around engaging post-
conflict communities particularly in Sierra Leone in a dialogue of their conflict experiences in 
order to resolve inter- and intra-community grievances in hopes of “fostering sustainable peace 
in Sierra Leone through reviving our communities’ traditions and values of confession, 
forgiveness and reconciliation” (http://www.fambultok.org).  Moreover, adults benefit from the 
routine that literacy education classes offer, and can help them build a sense of 
accomplishment…as well as learn new skills and knowledge about health care, rebuilding 
livelihoods, and managing scarce natural resources” while providing them with “strategies for 
conflict resolution and good governance” particularly through “forming groups that learn 
together and consider how to develop communities” (Smith et al, 2009, p.3).   As transformative 
dialogue, storytelling, and narrative writing all require literacy skills, the literacy classroom has 
the potential to serve as a space to engage in literate acts as well as peace-building discussions 
and dialogue; as organizations continue to evaluate the success of conflict resolution programs, 
peace education is viewed more and more as a necessary instrument in maintaining long-term 
peace (Porath, 2003; Salomon 2003; Bar-Tol, 2002; Bush & Saltarelli, 2000).   
 
Moreover, while conflict resolution and reconciliation programs funded by non-governmental 
organizations (NGOs) or multilateral organizations are often short-term, unsustainable projects, 
literacy education efforts prove to be more long-term in nature, particularly with the influence of 
the UN Literacy Decade, UNESCO’s Education for All (EFA) movement, and the UN 
Millennium Development Goals (MDGs), which all have brought global attention to the 
importance of sustainable literacy education.  As such, conflict resolution initiatives can become 
sustainable if integrated into the literacy classroom.  
 
Conflict Resolution and Literacy Education: 
To date, Carson and Lange (1997) report that two main peace education approaches dominate the 
field today: integrative and additive programs.  The integrative approach builds in peace 
education into the formal government curriculum, offering students the opportunity to “reflect 
critically upon peace and existing inequalities” (Nicolai, 2009, p.203).  The additive approach, 
alternatively, creates non-formal education opportunities separate from the formal curriculum 
and is most viable for adults who do not have access to schools or regular classes.  While Maoz’s 
research revolved around an additive peace education program, others report that integrated 
projects prove to be successful as well.  In Sri Lanka, for instance, teachers and administrators, 
with the help of UN agencies and NGOs, work toward addressing culturally exclusive textbooks, 
teach “democratic principles and non-violent conflict resolution skills”, and create spaces for 
members of opposing groups, often segregated into different schools, through sports events, art 
competitions, and language camps (Nicolai, 2009, pp.208-9).  While each peace education 
program engages in some form of literacy or literate act, rarely are the two classrooms merged 
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and integrated with one another; yet, the previous analysis of literacy education in fragile states 
and peace education programs reveals that an integrated literacy and peace education classroom 
or additive project is possible and make accessible literacy skills and conflict resolution tools to a 
wider audience.  Acknowledging that the space for a literacy and peace education classroom 
exists, what sorts of pedagogical approaches should aid agencies design and what do they look 
like? 
 
Pedagogy: 
From mapping conflict activities to creating conflict trees that recount students’ experiences and 
analyze causal factors of conflict to community timelines that look at resources in relation to the 
evolution of the conflict to literacy circles dedicated to writing narratives and stories that mirror 
participants’ life experiences, most forms of peace education, Nicolai (2009) outlines, attempt to:  


1. Change people’s mindsets about the ‘other’(Salomon and Nevo, 1999, p.5); 
2. Construct a realistic world view (Bar-Tal, 2002);  
3. Promote lasting, peaceful relations between present for formal rivals based on 


genuine support (Bar-Tal & Bennink, 2004, p.31)  
4. Develop new attitudes and conflict resolution skills such as tolerance, self control, 


sensitivity to others’ needs, empathy, critical thinking, and openness (Burns & 
Aspeslagh, 1996; Bar-Tal & Bennink, 2004, p.25); and  


5. Support and implement democratic values…creating an environment that enhances 
social just and equality” (Bloomfield, 2006; Hirseland, Cecchini, and Odom, 2004; 
Seitz, 2004). (Nicolai, 2009, p.204) 


 
These peace education goals must be framed within the context of the goals of literacy education 
relevant to the localized needs of a specific group of people; because the type and form of 
literacy necessary and relevant to adult and children’s lives may vary from context to context, it 
would be futile to list or name specific literacy education goals.  As such, universal literacy 
education curricula cannot be created, and agencies, governments, and local actors need to 
carefully assess the needs of participants both for their immediate well-being as well as for long-
term developmental goals.  These individuals, though, should pay careful attention to what types 
of pedagogical moves have worked in post-conflict settings; the use of songs, games, stories, 
discussion, and dialogue can “provide a valuable way to support the psycho-social needs of 
adults upon whom reconstruction depends” (Kirk 2003, as quoted in Smith et all, 2009). 
Investing in literacy requires designing and planning literacy lessons specific to the students the 
program serves, purchasing and utilizing relevant texts used in the committee, educating teachers 
how best to teach a diverse cohort, and following up and supporting newly literate students.  
Lifelong learning necessarily relies on programs that help students maintain and further their 
literacy skills on a regular basis even after they graduate.  This means creating better access to 
texts and more opportunities to engage with other literacy learners as well and developing 
literacy centers; it also means researching the most effective texts and most inclusive pedagogy 
appropriate to each individual community that literacy programs serve.  No single sweeping 
curriculum can be implemented to accomplish intended goals and continued research and 
evaluation of literacy curriculum proves to be imperative in the success these programs. 
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As previously explored, the literacy classroom filled with rich literature and opportunities for 
students to write and share their own personal narratives sets the stage for peace education in 
conflict and post-conflict areas.  American English teacher Nancy Gorrell (2000), for example, 
explains that because objectifying certain people as “the Other” is often used as a justification for 
violence, poetic responses to works of art and photography that portray violent acts can help 
teach students the value of empathy and “result in a better understanding of others different from 
themselves” (p.74).  In the United States, for example, she shares with her students a photograph 
of a young Jewish boy standing with his arms up in surrender to the Nazis; this photograph is 
historically one of the most powerful images of the century and elicits profound emotions from 
the students.  Most importantly, Gorrell allows her students to voice their immediate, visceral 
responses to such a photograph, an important step in exploring their honest and true opinions and 
beliefs, rather than their carefully constructed responses tailored toward what they think their 
teachers want to hear.  Below the photograph, she includes a poem written by Peter L. Fischl, a 
Holocaust survivor, which speaks directly to the little boy in the photograph.  Gorrell then asks 
her students to imagine for a moment a Holocaust survivor seeing the photograph for the first 
time after the Holocaust.  Through this activity, students learn to empathize with the Holocaust 
survivor and the little boy in the photograph (p.77).  Their responses to the assignment are 
profound and heart-felt, stirring up emotions and a better understanding of others’ histories and 
experiences.  Gorrell’s students then write similar poems to the little boy exploring his feelings 
and emotions and how they themselves would have felt and reacted had they been in his position.  
Gorrell posits that this humanizing process, giving a face to victims, helps students to better 
understand that violence and prejudice affect real people just like them and that their own violent 
acts have real consequences and impact folks just like the boy in the photograph to whom they 
have grown attached through the activity. 
 
Literacy education by no means maintains the power to transform the history and long-felt 
sentiments of a nation’s peoples, but the literacy classroom certainly serves as a place to explore 
these different perspectives to better understand each.  The use of this particular example of the 
Holocaust activity, for instance, can help students better understand how their distrust and 
hatreds are formed through one-sided histories.  Students only gain access to these texts and 
multiple voices, though, through literate acts of reading and writing; while the telling of multiple 
histories and perspective-sharing allows students to shift their perceptions of themselves and 
others in favor of a more holistic, accepting understanding, they necessarily depend on students 
first gaining literacy and critical thinking skills.  Without teaching these diverse views and 
experiences, these perceptions, Brown (1997) argues, can create “legitimate grievances against 
others for crimes of one kind or another committed at some point in the distant or recent past” 
(p.12).   
 
It should be strongly noted that while the possibilities of an integrated literacy and peace 
education program proves to be hopeful, aid agencies, practitioners, teachers, governments, and 
participants face in implementing and carrying out these projects face many challenges.  
Funding, cost for participants, sustainability, government support, access to programs, continued 
support after programs end, culturally relevant materials, teacher training, poverty, and security 
all create challenges for peace education programs.   
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Conclusion: 
As aid agencies continue to invest in literacy in response to the Millennium Development Goals 
and Education for All movement, an investment in literacy calls for the reconceptualization of 
literacy education programs for peace that will realign literacy with movements to build peace, 
support social justice and conflict resolution, and combat exclusionary practices and 
marginalization (p.60).  As literacy has been gaining momentum in the field of humanitarian aid 
and development work, aid agencies and governments implementing literacy programs need to 
realize that the future depends on promoting peace and supporting initiatives that resolve 
conflicts.   
 
Capitalizing on transformative dialogue and opportunities to engage students, both adults and 
children, in meaningful discussion while developing their ability to read and write on multiple 
levels proves to be crucial in maintaining peace in post-conflict situations and providing 
participants with better life chances.  Programs like REFLECT, Seeds of Peace International 
Camp, and the Maoz’s peace education workshop with Jewish-Israeli and Palestinian adolescents 
provide hope for establishing and maintaining peace in societies by equipping both adults and 
children with tools and strategies for responding to conflict, critically understanding the world in 
which they live, contributing to the local economy, and participating in local governmental 
decisions. Through careful design and implementation, agencies and governments can 
accomplish literacy and peace education initiatives through additive and integrated programs. It 
is possible, after all, to fight for peace in the literacy classroom. 
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Abstract: Application of technology in education has gained impetus and offers exciting 
prospects and new challenges. Policy makers, educational institutions and corporate 
sectors are committed to realizing the potential benefits of technology. Nonetheless, 
given huge investments made in setting up technology-based educational environment, 
research indicates that instructors report mixed views on how the use of technology 
affects their jobs and work outcomes. Prior studies that examined technology impact on 
instructors and the multiple roles associated to teaching were conducted mainly using 
qualitative research method, and this necessitates a specific study that allows quantitative 
analysis. Specifically, the present study examines how technology influences instructors’ 
teaching job and their internal motivation. Given the multiple roles that instructors have 
to perform, four major roles associated with teaching (pedagogical, managerial, technical 
and subject design) were examined. Data were collected using questionnaires that were 
distributed among instructors in public and private tertiary educational institutions in 
Malaysia. Questionnaires were sent using e-mails, regular mails and personal visits to 
potential respondents. Two hundred and ninety two respondents were finally generated. 
The findings indicated significant differences in technical role attributes among those 
using traditional, medium and pure e-learning technology. Another major finding was 
that technology levels have significant impact on internal motivation, after the managerial 
and technical role attributes make their individual contribution to the variance in internal 
motivation. This study has implications to theorists and practitioners. For theorists, it 
provides more empirical evidence for technology impacts on instructors’ teaching role 
attributes and internal motivation. For policy makers, few major areas require close re-
examination particularly instructors’ teaching job design, training needs and performance 
evaluation. 
  
Keywords: Technology, job attributes, instructors, internal motivation 
 
 
 
 


Introduction 
 
Higher educational institutions (HEIs) in Malaysia are committed to realizing the 
potential benefits of technology in teaching delivery. This is in line with the 
government’s effort to implement the use of technology in all economic sectors with the 
intention to facilitate knowledge creation, building human capability and enhance 
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competencies. Most public universities in Malaysia had planned technology integration in 
teaching and learning way back in 2000 (Raja Maznah, 2004). Technology integration 
was initiated by the acquisition of sophisticated technology infrastructure. Private 
universities in Malaysia were also quick to respond to the government’s call and this can 
be seen by the establishment of several private HEIs that offered courses online in the 
beginning of the new millennium. 
 
Given the projected phenomenal transformation in education, ample studies and research 
have been conducted to assess the perceptions of technology in teaching delivery among 
students and instructors. The studies were also done to assess to what extent the use of 
technology has contributed to teaching and learning. Despite the optimistic projection of 
the use of technology in education, the study findings revealed mixed views and opinions 
among users (such as in Neo and Neo, 2009; Marlia, 2007; Latifah, Ramli, Zoraini Wati 
and Nik Azlina, 2004; Poon, Low and Yong, 2004). It should be noted that the same 
findings were also observed elsewhere in other parts of the globe (such as in Gratton-
Lavoie and Stanley, 2009; Mitchell, 2009; Agbonlahor, 2006; Hacifazlioglu, Sacli and 
Yengin, 2005; Ryan, Carlton and Ali, 2004; Hanson, 2003; Kewell and Beeby, 2003). As 
such, more studies should be conducted focusing on the impact of technology on users. 
 
In measuring the impact of technology on instructors’ roles, one important premise is the 
ability to operationalize the roles using measurable constructs. The literature provides 
ample evidence identifying the distinct roles of instructors. The important roles discussed 
in the literature revolves around four major areas of pedagogy, management, technical 
matters and subject-design (Berge, 2008; Ryan, Carlton and Ali, 2004; Bennet and 
Lockyer, 2004; Jaffee, 2003; Barker, 2002; Goodyear, Salmon, Spector, Steeples and 
Tickner, 2001). All these roles prevail regardless of technology used, students’ profile or 
learning environment nature. However, all these research findings were based on 
qualitative research and has never been empirically tested whether or not all the four roles 
are truly distinct from each other. In addition, there have not been any studies conducted 
to measure the complexity of each role.  In this present study, in line with the objective to 
measure the distinct characteristics of each role, validated measurement instruments are 
used to operationalize all the four teacher roles.  
 
Previous research undertaken to examine the impact of technology on the teacher’s job 
reveals that teachers have different attitudes, perceptions and expectations (Mitchell, 
2009; Marlia, 2007; Agbonlahor, 2006; Hacifazlioglu, Sacli and Yengin, 2005; Ryan, 
Carlton and Ali, 2004; Hanson, 2003; Kewell and Beeby, 2003). Many of these studies 
generate interesting findings that enrich the body of knowledge in the area of 
technology’s influence on teachers’ job attributes. However, the effort should not stop 
there as there is another concern that has to be addressed: what would be the impact of 
technology on their internal motivation? More importantly, as posited by many 
researchers, job attributes and complexity have a significant impact on motivation (De 
Varo, Li and Brookshire, 2007; Wegge, Van Dick, Fisher, Wecking and Moltzen, 2006; 
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Thakor and Joshi, 2005; Boonzaier, Ficker and Rust, 2001; Kelly, 1992; Hackman and 
Oldham, 1980). 
 
Prior studies conducted to investigate the influence of teachers’ job characteristics on 
motivation (such as Steele and Fullagar, 2009; Barnabe and Burns, 1994; Winter and 
Sarros, 2002) indicated positive relationships between job attributes and motivation. 
Those who perceive themselves as having high autonomy and job significance report 
high levels of motivation. Unfortunately, it was not indicated specifically in these studies 
what level of technology was used by the instructors and thus, questions remain as to 
what it would be like when instructors have to use technology in their teaching practices? 
Would they experience high job attributes and thus higher levels of motivation? This is 
another aspect that is worth examining.  
 
In the education arena, the impact of technology usage on teaching and learning has been 
greatly researched and discussed. Generally, teachers are optimistic about the potential of 
new technology influencing their teaching practices and students’ learning (Shen, Wang 
and Pan, 2008; Siragusa and Dixon, 2006; Ryan, Carlton and Ali, 2004). Teaching and 
learning using computers and the Internet have quickly become wide widespread in 
higher educational institutions.  
 
As more institutions of higher learning are introducing new educational technology to 
support teaching, instructors in these institutions are very eager to apply these new tools 
in delivering subject-content and managing students’ learning, but many are also wary of 
its effectiveness and the competencies required in adapting to the changes demanded by 
the new teaching-learning environment.  Technology comes with different features and 
characteristics. Therefore, users should know how to effectively use it based on the 
functions, capabilities and limitations appropriate for the type of subject-content.  More 
importantly, the adoption of technology in teaching may change the roles and 
responsibilities of teachers and in turn, may affect work outcomes such as job 
satisfaction, motivation levels and work effectiveness.   
 
Objectives of the Study 
 
The main objective of this study was to examine the extent technology has affected 
instructors’ work characteristics and their internal motivation. The study was conducted 
among instructors teaching in HEIs.  Specifically, the study is aimed to: 
 


a. Examine differences in teaching roles attributes (namely, pedagogical, 
managerial, technical, and subject-design) among instructors that used different 
levels of teaching technology. 


 
b. Determine the relationship between individual teaching role attributes (namely, 


pedagogical, managerial, technical and subject design) and instructors’ internal 
motivation using different levels of technology. 
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Literature Review 
 
Job Characteristics 
According to Hackman and Oldham (1980), there are five different job attributes that 
influence employee satisfaction and motivation; 1) skill variety; 2) task identity; 3) task 
significance; 4) autonomy; and 5) feedback. The authors proposed that the first three 
attributes contribute to the overall meaningfulness of the job. Experienced 
meaningfulness of a job is when a person feels that his job performance has a significant 
impact on the safety or well being of others. For instance, an instructor is expected to be 
able to facilitate class discussions, design course materials and use computer technology 
to perform his job. This would require various skills and new responsibilities that may 
influence his work outcomes.  
 
An employee who is given more autonomy or freedom in how he wants to conduct a job 
will get the feeling of experienced responsibility. For example, someone who is 
responsible to decide important matters pertaining what tools or methods to use for his 
class and he is personally responsible for any failure or success of the learning activity. 
Finally, feedback from the job gives an employee the information of how good or bad he 
is performing. Such information provides the person with the knowledge of the results. 
These attributes are likely to influence the worker’s job satisfaction and internal 
motivation. The more positive feelings and experience an employee derives from a job, 
the more satisfied and motivated he will be. It is thus expected that the person would 
continue the good performance and eventually the internal rewards would serve as 
incentives for continuing to do well in the future. 
 
Use of Technology and Instructors’ Role Attributes 
 
There are four major roles teachers or university instructors have to carry out in 
performing their duties and responsibilities. These four roles are: pedagogical, 
managerial, technical and subject-designing (Bennet & Lockyer, 2004; McMann, 1994; 
Goodyear, Salmon, Spector, Steeles & Tickner, 2001; Bunker & Vardi, 2001; Harden & 
Crosby, 2000). 
 
Pedagogical Role Attributes 
 
Miller and King (2003) noted that the key to success in any course, whether technology-
based or not, is the instructors’ pedagogical skill. Being a teacher, the person is 
responsible to explain, provide reinforcement and support, make announcements, gives 
directions, discipline students and many others that are related to imparting to students 
what the teacher possesses. In the traditional environment, most instructions are given 
face-to-face. There are human contact and personal touch from the instructors. The 
presence of verbal communication such as intonation and nonverbal communication like 
body language help to enrich the conveyance of messages. A teacher can always use 
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different verbal and nonverbal communication style to express his or her opinion, to give 
remarks to students or even to encourage students to interact in the classroom. Such a 
luxury is absent in an online tutorial. Nonverbal communication like eye contact, 
gestures, facial expressions and other body languages are not visible to students.  And 
most importantly, students are feeling isolated due to limited physical interaction.  
According to Newble and Cannon (1994), an instructor who uses the same approach in an 
online class will face difficulty as he has to find alternative ways to overcome the 
absence of nonverbal communication. 
 
Managerial Role Attributes 
 
According to Sadker and Sadker (1991), an effective teacher must also be a good 
manager who is able to organize the academic content and instruction. Educators are no 
longer focusing on controlling student behavior, instead they have moved to creating and 
maintaining an environment that supports learning (Evertson and Harris, 1992). Franklin 
(1988) and Hanson (1991) contend that teachers strongly feel that they are qualified to 
organize the learning process according to their own method. Despite the impersonal 
school rules that regulate the academic processes, once the teachers enter the classroom, 
the learning facilitation will accord their methods as they deem fit. 
 
On the other hand, Flake, Kuhs, Donnelly and Ebert (1995) mentioned the importance of 
time management to an instructor. Time management is about setting the timeframe to 
plan, implement and evaluate the course. The need to manage time is even more 
important in e-learning as students are given the freedom to be independent and the 
amount of face-to-face meetings is rather limited.  In order to keep students on track, a 
structured schedule indicating important activities such as online or face-to-face 
discussion, meetings and deadlines must be planned ahead and communicated to 
students. The fact that students are geographically dispersed makes managing the course 
even more challenging.  
 
Major significant difference between traditional and e-learning in respect of class 
management is mainly contributed by the type of technology used to facilitate the 
learning processes and activities. In the traditional environment, when the physical 
interaction is there, the instructors can always communicate and remind the students on 
the activities of the course. But in e-learning environment, the instructors have to rely on 
various tools such as electronic bulletin board and email to communicate messages to 
students about new activities, feedback on students’ work, changes and latest update.  


 
Technical Role Attributes 
 
Given the various techniques and media, instructors need to choose the one that is most 
appropriate depending on the learning outcomes, practicality and the costs to develop or 
to use the method. Being the one who determines which technology or tools to be used in 
the classroom, the instructor should be able to assist and guide the students in using the 
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equipment in such a way that facilitate learning.  Inability to provide necessary assistance 
will lead to frustration among students. Everett (1998) points out that students’ 
motivation to learn partly depends on their ability to persevere with technical problems 
and how these problems are resolved. Goodyear et al (2001) assert that instructors should 
have adequate technical skills and understand the capabilities and limitations of available 
technologies and tools.   
 
In e-learning, Barker (2002) mentioned that online instructors should have the ability to 
use a range of different tools such as email, word processor, spreadsheet, database and 
Web page authoring tools. Bennet and Lockyer (2004) added that online instructors 
should develop skills to create and integrate electronic subject resources. Miller and King 
(2003) stressed that the instructor should be competent in using the technology so that he 
can decrease students’ anxiety during the course and address technology issues that might 
arise.  
 
Subject Designer Role Attributes 
 
Jaffee (2003) who wrote on the transformation of pedagogical style from traditional 
environment to Web-based approach noted that in the former environment, the instructor 
will play as the ‘sage on the stage’ whose task is to actively deliver and the students to 
passively receive the information. Student-centered learning however, requires the 
students to be actively involved and be given the opportunity to apply their own 
understanding about the subject in order to come up with new ideas or knowledge. Under 
this environment, the course design should allow interactivity, collaboration and 
reflection. It also requires the instructor to rethink the course outcomes, content, 
assignments, supporting materials and evaluation methods. Bennet and Lockyer (2004) 
stated that the designer role of instructors in both settings; traditional and online, is 
basically the same. Instructors need to develop the overall design, identify assessment 
tasks and plan a sequence of activities and specific resources. In online settings, the 
instructors are expected to do more in order to make use of technology by integrating it in 
their designer roles to enhance learning. Here, the ability of instructors to design the 
course in such a way that creates learning and the same time utilizing the available 
resources is crucial. 
 
Job Characteristics and Internal Motivation 
 
The significant influence of instructors’ job attributes on their internal motivation has 
been established in the literature (Steele and Fullagar, 2009; Barnabe and Burns, 1994; 
Winter and Sarros, 2002). Numerous studies done in other industry settings also find 
consistent results that clearly indicate higher job attributes are able to boost motivation, 
satisfaction and performance (DeVaro et al., 2007; Wegge et al., 2006; Lee-Ross, 2005; 
Delle Fave and Massimini, 2003; McKeachie, 1997). Clegg and Spencer (2007) explain 
that as jobs get more demanding and difficult, employees normally would exert more 
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efforts to learn and adapt to the new situation and this may result in positive work 
outcomes.  
 
It is noted by many researchers (e.g. Berge, 2008; Mason, 1991; Barker, 2002; Goodyear 
et al. 2001; Kerr, 1986; Sammons, 1990; Zafeiriou, 2000) that the use of technology in 
teaching influences the types of skills and tasks performed by the instructors. This makes 
the job of the instructors more challenging and complex. Ample evidence found in 
previous studies indicated instructors’ positive and negative comments regarding the 
impacts of technology on their work (Mitchell, 2009; Shen et al., 2008; Marlia, 2007; 
Siragusa and Dixon, 2006; Poon et al., 2004). These studies revealed how an instructors’ 
job is becoming more intricate and challenging with the impact of technology used in 
their daily work routine.  It is noted in previous studies that more challenging jobs may 
result in higher internal motivation. Therefore, it is speculated that instructors who used 
higher level of technology in their teaching would experience higher degree of job 
attributes and thus are more internally motivated. 
 
RESEARCH METHODOLOGY 
 
Samples and Data Collection 
 
All public and private institutions of higher learning in Malaysia were identified and 
samples were drawn from faculties/department of interest. In each faculty, lecturers were 
chosen using simple random sampling.  As this study was about teaching roles and 
responsibilities, only those academic staff or faculty members who have a teaching load 
of at least 50 percent of their total work load were included in the study. 
 
Questionnaires were distributed through online, regular mail and personal visits. Online 
survey yielded the lowest response rate (only 80 online responses) and thus regular mail 
survey had to be employed. This method generated 137 responses. The subsequent 
method used was to personally distribute the questionnaire and this technique resulted in 
75 responses. In total, 292 responses were collected and it took about 6 months to 
complete. 
 
Measurement Instruments and Statistical Techniques 
 
Prior studies examining the influence of technology on the roles of instructor mainly used 
qualitative research method.  This study chose to employ a quantitative approach which 
could provide empirical evidence about technology influence.  In this study, the levels of 
technology was operationalized using several sources such as Gavin (2003), Fallon and 
Brown (2003) and, Roberts and Jones (2000).  These scholars suggested several levels of 
e-learning technology ranging from the lowest to the most sophisticated technology.  In 
this study, we added a new level that indicates a stage of learning that uses traditional 
method with minimum or no technology application. This traditional stage of learning 
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precedes the lowest e-learning method. Table 1 below describes the five levels of 
technology used in teaching.  


 
 
 
 


Table 1: Measuring the Level of Technology Use among Instructors 
 
Independent 
Variable: 
Level of 
Technology  


Descriptions: 
In performing my role as a teaching instructor… 


Traditional … I use no / very minimal computer applications or other related 
technology. We use face-to-face meetings and teaching aids used are like 
white/blackboard, overhead projector, and printed handouts/documents. 
 


Low 
technology  


…sometimes I use word processing, power point presentation and 
Internet.  I only use face-to-face meetings and asynchronous 
communication channels. I do not use synchronous communication 
channels at all.   
 


Medium 
technology 


…I use word processing, power point presentation and Internet. I use 
both synchronous and asynchronous communication channels. 
Learning materials are available to students at our institution’s website 
and also in digital forms. Face-to-face meetings are still extensively 
used. 
 


High 
technology 


…I use word processing, power point presentation and Internet. I use 
both synchronous and asynchronous communication channels. 
Learning materials are available to students at our institution’s website 
and also in digital forms. Face-to-face meetings are conducted only when 
necessary. 
 


Pure e-
learning 


…I only use synchronous and asynchronous communication channels. 
Students are learning independently. Learning materials are available to 
students at our institution’s website and also in digital forms. There is no 
face-to-face meeting at all. 
 


Sources: Adapted from: (1) Fallon, C. and Brown, S. (2003) E-Learning Standards: A 
Guide to Purchasing, Developing, and Deploying Standards Conformant E-Learning, St. 
Lucie Press: Florida. (2) Gavin, T. (2003) “Industry Report”, Training, 21 – 45. (3) 
Roberts, T. S. and Jones, D. T. (2000) “Crossroads of the New Millennium: Four Models 
of Online Teaching,” TEND 2000 in Proceedings of the Technological Education and 
National Development Conference on the April 8-10, Abu Dhabi, UAE. 
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The instrument used to measure instructors’ teaching job in the study was adopted from 
the Job Diagnostic Survey (JDS) developed by Hackman and Oldham (1980).  There are 
15 items (3 items to measure each of the 5 dimensions – skill variety, task significance, 
task identity, autonomy and feedback from the job) that are used to measure each 
teaching role attributes (pedagogical, managerial, technical and subject designing) and 6 
items to measure internal motivation. All the items are expressed on 7-point scales, where 
1 is low and 7 is high. Brief explanations on each of the four teaching role attributes were 
provided to ensure respondents understood the survey objectives and to make it clear to 
the potential respondents that they were required to evaluate the teaching role attributes 
individually across the 15 items. The last section of the questionnaire asked for the 
demographic information of the respondents.  
 
Statistical Package for the Social Sciences (SPSS) 15.0 for Windows was used to analyze 
the data. One-way ANOVA test and multiple linear regressions were used to examine the 
relationships between variables.  
  
DATA ANALYSIS 
 
Respondents’ Demographic Analysis 
 
A total of 292 university instructors participated in the study.  The majority of the 
respondents were from public universities (48.6%), 28.1% were from private university 
colleges, 22.6% from private universities and the rest (0.7%) were from public university 
colleges.  In terms of teaching experience, 29% of the instructors had more than 11 years, 
36.3% have between 6 to 10 years and 34.6% have 1 to 5 years.  Out of the 292 
respondents, 176 of them (60.3%) possessed Master degree, 19.9% with doctorate, and 
19.2% with bachelor degree.   Majority of the respondents were from the age group of 30 
to 39 years old (52.4%), 21.2% in age group of 40 to 49 years, 19.5% were between 20 to 
29 years old and only 6.8% were those above 50 years of age. 
 
Factor Analysis and Reliability Tests 
 
The factor analysis output on the sixty items that measured instructors’ four teaching role 
attributes resulted in 11 factors, which explained 71.21% of the total variance.  The 
Bartlett test of sphericity is significant and that the Kaiser-Meyer-Olkin measure of 
sampling adequacy is 0.917 which was far greater than 0.6. Inspection of the anti-image 
correlation matrix revealed that all the measures of sampling adequacy were well above 
the acceptable level of 0.5. In selecting items for each scale, two criteria were used.  
Firstly, items on a single factor with factor loading of 0.3 or less were dropped (Hair et al, 
1998), and secondly, to improve scale reliability, items with less than 0.3 item-to-total 
correlations were deleted from the scales (Nunnally, 1978).    
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The factor analysis output indicated unclear cut factor loadings and the items did not 
appropriately loaded in the expected groups. Several factors were found containing items 
from different teaching roles. Nevertheless, for the sake of the present study, regardless 
of the dimensionality, four factors with items which indicate common teaching role were 
used and seven others were dropped as they did not provide meaningful interpretation.  
Despite the high loadings and since all the items within the respective factors did not 
appropriately loaded in the expected group, all these factors had to be dropped from 
further analyses. Subsequently, reliability tests were conducted to measure the 
Cronbach’s coefficient alpha for each factor items. Factor 1 consisted of 10 items was 
labeled subject design role attributes with Cronbach’s coefficient alpha of 0.936. Factor 2 
that contained 8 items was named pedagogical role attributes and the reliability 
coefficient for the scale was 0.907.  Factor 3 was labeled technical role attributes had 6 
items with Cronbach’s coefficient of 0.885. Factor 5 consisted of 8 items with reliability 
coefficient of 0.894 was labeled managerial role attributes. 
 
Internal motivation construct was measured using the items in JDS that contain 6 items. 
Previous studies using these items measuring internal motivation indicate coefficient 
alpha ranged from 0.55 to 0.92 (for example Munz et al, 1996; Adkins, 1995; Mannheim 
et al, 1997; Mathieu et al, 1993). Reliability test conducted in the present study indicated 
coefficient alpha of 0.912. 
 
Analysis of Variance across Different Technology Levels 
 
One-way ANOVA tests were used to determine if there exist significant differences of 
role attributes in terms of technology used by the respondents. Based on the output in 
Table 2, significant difference was only found in technical role attributes across the five 
levels of technology (F=4.289, p=0.002).  It could be concluded that technology level 
used by instructor exerted an influence on the technical role attributes for at least 2 of the 
5 technology levels.  However, the effects of technology level on pedagogical role 
attributes, managerial role attributes, and subject design role attributes were found to be 
insignificant.  
 
A post hoc multiple comparisons was carried out to examine which level of technology 
significantly influenced technical role attributes.  The results of the Tukey’s test 
indicated that traditional users had significantly different technical role attributes means 
with medium technology users (mean difference of -0.52511, p=0.014). Tukey’s test also 
showed a significant difference between traditional level and pure e-learning users 
(mean difference of -1.47348, p=0.022). There were no significant differences in 
technical role attributes between traditional and low technology users as well as between 
traditional and high technology users. Table 4.6 details the result. 
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Table 2: Analysis of Variance of Instructors’ Roles Attributes Across Five Levels of 
Technology 


 


    
Sum of 
Squares df 


Mean 
Square F Sig. 


Pedagogical role 
attributes 


Between Groups 5.432 4 1.358 2.02
4 .091 


  Within Groups 192.517 287 .671     
  Total 197.949 291       
Managerial role 
attributes 


Between Groups 5.191 4 1.298 2.17
5 .072 


  Within Groups 171.248 287 .597     
  Total 176.439 291       
Technical role 
attributes 


Between Groups 14.813 4 3.703 4.28
9 .002 


  Within Groups 247.791 287 .863     
  Total 262.605 291       
Subject design 
role attributes 


Between Groups 5.045 4 1.261 1.30
9 .267 


  Within Groups 276.616 287 .964     
  Total 281.662 291       


 
 
 
Technology Level, Pedagogical Role Attributes and Internal Motivation 
 
Table 3 below shows the results of the regression analysis.  As shown in Model 1, 
pedagogical role attributes, on its own, contributed 30.6 percent of the variance in 
internal motivation and was a significant predictor.  In the second step of the MLR, the 
R-Squared statistics slightly increased to 31.1 percent and the F-value changed by 0.135 
indicating insignificant difference between the two R Squares. Hence, adding technology 
levels variable into the model did not have any significant impact on R- Squared. 
 
As indicated in Model 1, the standardized beta coefficient for pedagogical role attributes 
was positively significant (t=11.303, p=0.000).  However in Model 2 (adding technology 
levels to the model), the beta coefficient of technology levels was insignificant (t=-1.499, 
p=0.135).  Based on these results, Hypothesis 3a was partly supported with only 
pedagogical role attributes that had positive influence on internal motivation. 
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Table 3: Regression Results for Internal Motivation (N=292) 
 
Model Independent Variable Beta T Sig. Collinearity 


Statistics 
Tolerance VIF 


1 (Constant) 2.530 8.538 .000   
Pedagogical role attributes .553* 11.303 .000 1.000 1.000 


       
2 (Constant) 2.705 8.510 .000   


Pedagogical role attributes .553* 11.324 .000 1.000 1.000 
Technology level -.073 -1.499 .135 1.000 1.000 
 


Model 1: R Square: 0.306; Std. Error of the Estimate: 0.73287; F value: 127.767; F 
change: 0.000; *significant at p=0.05 


Model 2: R Square: 0.311; Std. Error of the Estimate: 0.73130; F value: 65.282; F 
change: 0.135; * significant at p=0.05 


 
 
Technology Level, Managerial Role Attributes and Internal Motivation 
 
Table 4 below shows the results of the MLR analysis.  Model 1 indicated managerial role 
attributes, on its own, contributed 25.4 percent of the variance in internal motivation 
(F=0.00).  In the second model, R-Squared statistics increased to 27.3 percent with a 
Significant F Change value of 0.007 indicating a significant difference between the two 
R-Squared.  Thus, adding the technology levels variable into the model provided a better 
explanation of the variance in internal motivation when compared to managerial role 
attributes alone. 
 
As shown in the table, the beta coefficient of managerial motivation was found to have a 
significant positive relationship with internal motivation (t=10.299, p=0.000).  However, 
the beta coefficient of technology levels has a significant inverse relationship with 
internal motivation (t=-2.727, p=0.007).  The proportion of explained variance as 
measured by R-Squared for the above regression was 27.3 percent.  Based on these 
results, Hypothesis 4a was fully supported with both managerial role attributes and 
technology level significantly influencing the internal motivation.  The hypothesized 
significant influence of technology level on internal motivation was supported when 
adding technology levels variable into the regression equation did give significant 
increased in the R-squared. 
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Table 4:  Regression Results for Internal Motivation (N=292) 
Model Independent Variable Beta T Sig. Collinearity 


Statistics 
Tolerance VIF 


1 (Constant) 2.707 8.486 .000   
Managerial role attributes .504* 9.932 .000 1.000 1.000 
 


2 (Constant) 2.930 8.990 .000   
Managerial role attributes .521* 10.299 .000 .985 1.000 
Technology level -.138* -2.727 .007 .985 1.000 
 


Model 1: R Square: 0.245; Std. Error of the Estimate: 0.75983; F value: 98.647; F 
change: 0.000; * significant at p=0.05 


Model 2: R Square:0.273; Std. Error of the Estimate: 0.75154; F value: 54.137; F 
change: 0.007*; * significant at p=0.05 


 
Technology Level, Technical Role Attributes and Internal Motivation 
 
As shown in Model 1 (table 5), technical role attributes, on its own, contributed 16.5 
percent of the variance in internal motivation, and in Model 2, the R-Squared statistics 
increased to 19.3 percent with a Significant F Change value of 0.002 indicating that there 
was a significant difference between the two R-Squared.  Thus, adding technology level 
variable into the model provided significant impact in increasing the R-Squared. 
 
In Model 2, the beta coefficients of technical role attributes were significant and positive 
(t=8.191, p = 0.000), and technology level was also significant but had an inverse 
relationship with internal motivation (t=-3.140, p=0.002). The proportion of explained 
variance, as measured by R-Squared for the above regression, was 19.3 percent. Based on 
the results, Hypothesis 5a was fully supported with both technical role attributes and 
technology level significantly influencing internal motivation. The hypothesized 
significant influence of technology level on internal motivation was supported when 
adding technology levels variable into the regression equation it did significantly increase 
the R-squared. 


 
Table 5:  Regression Results for Internal Motivation (N=292) 


Model Independent Variable Beta T Sig. Collinearity 
Statistics 
Tolerance VIF 


1 (Constant) 3.812 14.007 .000   
Technical role attributes .407* 7.580 .000 1.000 1.000 
 


2 (Constant) 4.033 14.551 .000   
Technical role attributes .443* 8.191 .000 .954 1.049 
Technology level -.170* -3.140 .002 .954 1.049 
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Model 1: R Square: 0.165; Std. Error of the Estimate: 0.80360; F value: 57.462; F 


change: 0.000; * significant at p=0.05 
Model 2: R Square:0.193; Std. Error of the Estimate: 0.79160; F value: 34.540; F 


change: 0.002*; * significant at p=0.05 
 
 
Technology Level, Subject Design Role Attributes and Internal Motivation 
 
As shown in Table 6, subject design role attributes, on its own, contributed 34.3 percent 
of the variance in internal motivation.  In Model 2, the R-Squared statistics increased 
slightly to 34.4 percent and the change in Significant F was not significant.  Thus, adding 
the technology level variable into the model did not contribute significantly to explaining 
the variation in internal motivation. 
 
The beta coefficient for subject design role attributes was significant and positive 
(t=12.213, p=0.000) while for technology level its beta coefficient was not significant (t=-
0.810, p=0.418).  Based on these results, Hypothesis 6a was partly supported with only 
subject design motivation having a significant and positive influence on internal 
motivation. The expected influence of technology level on internal motivation was not 
supported and adding the variable into the regression equation did not result in significant 
increases in R-Squared. 


 
Table 6:  Regression Results for Internal Motivation (N=292) 


Model Independent Variable Beta T Sig. Collinearity 
Statistics 
Tolerance VIF 


1 (Constant) 2.959 12.411 .000   
Subject design role 
attributes .585* 12.293 .000 1.000 1.000 


 
2 (Constant) 3.062 11.317 .000   


Subject design role 
attributes .583* 12.213 .000 .996 1.004 


Technology level -.039 -.810 .418 .996 1.004 
 


Model 1: R Square: 0.343; Std. Error of the Estimate: 0. 71321; F value: 151.119; F 
change: 0.000; * significant at p=0.05 


Model 2: R Square:0.344; Std. Error of the Estimate: 0. 71363; F value: 75.798; F 
change: 0.418; * significant at p=0.05 
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DISCUSSION OF FINDINGS 
 
The study’s findings generally did not support the notion that there exist differences in 
terms of teaching role attributes across different technology levels used by instructors. 
The teaching role attributes in pedagogical, managerial and subject-design role did not 
indicate any significant differences despite the diverse levels of technology applied. The 
findings were inconsistent with the ideas proposed by most scholars that asserted that 
these three roles should differ significantly in terms of their degree of characteristics 
(Newble and Cannon, 1994; Mason, 1991; Kerr, 1986, Goodyear et al., 2001). However, 
significant differences were found in different technology levels in terms of technical 
role attributes. The significant difference captured in this study conformed to the views of 
the majority of scholars (Bennet and Lockyer, 2004; Goodyear et al., 2001; Miller and 
King, 2003; Kerr, 1986; Davie and Palmer, 1985). Further findings indicated that users of 
traditional technology for teaching were significantly different from those in medium and 
pure e-learning technologies. The former group of users was found to have relatively 
lower scores of technical attributes. Thus, it could be inferred that the higher the level of 
technology used in teaching, the higher would be the degree of characteristics in the 
technical aspect.  
 
The insignificant findings in the other three teaching role attributes across the 5 levels of 
technology revealed an interesting point. Despite the diverse technology used in their 
teaching practices, instructors do not differ much in terms of their pedagogical, 
managerial and subject design role attributes. This may be due to the fact that in most 
Malaysian HEIs which are committed to adopting various technologies in teaching and 
learning, the major emphasis is only to ensure that they have the systems that enable 
information gathering, management, access, and communication in various forms. The 
other crucial aspects like upgrading ICT knowledge and skills as well as redesigning the 
instructors’ jobs are neglected. With less emphasis in those aspects, the instructors fail to 
acknowledge the fact that there are significant differences between the traditional 
teaching method and the technology-based methods. Technology adoption by educational 
institutions was possibly done without proper assessment on the needs and readiness of 
the instructors. Instructors may have low awareness in their changing roles and thus 
resulting in the old ways of doing things despite the use of technology in their teaching. 
 
In general, it was observed that all the four teaching role attributes indicated positive 
significant influence on internal motivation. This finding was in line with the views of 
major scholars who posited that the higher the degree of the role attributes, the more that 
the employees would be internally motivated (Wegge et al., 2006; Lee-Ross, 2005; 
Rosser, 2005; Iiacqua and Schumacher, 1995; Delle Fave and Massimini., 2003; Dinham 
and Scott, 1996; Kim and Loadman, 1994; Ostroff, 1992; Hackman and Oldham, 1980).  
 
Another finding worth mentioning is that technology levels have significant negative 
influence on internal motivation which is consistent with the results in previous studies 
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(Kraft, 1977; Shaiken, 1984; Zimbalist, 1979; Braverman, 1974; Brod, 1984).  The higher 
the level of technology used, the lower the internal motivation.  
 
Referring to tables 4 and 5, adding technology level variable into the models provided 
significant impact in increasing the R-Squared and it should also be noted that technology 
was negatively affecting internal motivation. The results suggested that managerial and 
technical role attributes by themselves significantly explained the variance in internal 
motivation and likewise was observed when technology was added as an additional 
element in the job. 
 
On the other hand, tables 3 and 6 indicated that adding technology factor into the 
regression equations did not significantly increase the R-squared. This implies that the 
role of technology was insignificant in its ability to explain the variance in internal 
motivation after the two roles (pedagogical role attributes and subject design role 
attributes) contributed their shares to the equation. As explained earlier, this could be due 
to three possible factors, namely lack of training, no systematic change in job design and 
lack of reinforcement to change the instructors’ way of teaching. 
 
MAJOR LIMITATIONS OF THE STUDY 
 
There are several major limitations that have to be highlighted, which could be used as a 
guide for future research in this area. First, data collection for the study was conducted 
using the cross-sectional method. The data was gathered at one time resulting in a 
snapshot that may not reflect the evolution from traditional based to technology-based 
teaching methods in the higher educational institutions. If the data were collected using 
the longitudinal method, careful study of the changes from traditional to technology-
based methods could have been done.  
 
Second, the study should have been conducted using mixed method that employed both 
quantitative and qualitative approaches. Furthermore, given the large number of 
insignificant results, findings from qualitative research method could be used to elucidate 
the unclear relationships. Focus groups or in-depth interviews could have been used to 
clarify the grey area that is difficult to comprehend.  
 
Third, most tests conducted in the study were not significant. This could be due to several 
reasons. The technology variable was measured using a single-item instrument that only 
qualified itself as an ordinal data. Future research could measure the technology variable 
using a score or index that includes more than one measurement items. Using a score or 
index may be more suitable that permitted the use of parametric statistical tools.  
 
Fourth, results from multiple linear regressions yielded R-squared values less than 40 
percent. This indicated that the role attributes and technology factor could only explain 
less than 40 percent of the variance in internal motivation and there could be other factors 
that influenced it. One possible reason was the items used to measure all these variables. 
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The present study employed the instruments developed by Hackman and Oldham (1975, 
1980) and prior studies that used the same items were conducted in the Western 
countries. Using such instruments without considering the unique characteristics (like 
culture, values, way of life, mentality and perception) of the respondents could influence 
their validity. Hence, future research using the same instruments must make the effort to 
modify them so that the unique characteristics of the respondents could be captured. It is 
also recommended to include the unique variables into the conceptual framework. 
 
THEORETICAL IMPLICATIONS 
 
The research contributes to instructors’ teaching job literature by identifying and 
measuring the major roles of instructors, particularly their roles in teaching aspects which 
have been widely discussed and studied. Given the fact that all the writings in the 
literature on teachers’ roles which have been based on qualitative research method, the 
present study steps forward by examining and measuring all these roles using instruments 
that allow the measurement of their attributes. Using the Job Diagnostic Survey 
instrument developed by Hackman and Oldham (1980) allows more sophisticated 
analysis in assessing the distinct attributes of each role. The findings show that all the 
four roles are influenced by technology in different directions and to differing degrees. It 
was indicated that technology has significant positive influence on managerial and 
technical roles. By contrast, technology has negative (though insignificant) effects on 
pedagogical and subject-design roles. Such findings give some clues about which 
components of instructors’ jobs require close re-examination and evaluation for the 
purpose of redesigning instructors’ jobs to utilize technology at various level of 
sophistication. Should the study examine the whole instructors’ job, the distinct impact of 
technology on the various roles could have been overlooked.    
 
The impact of technology on employees’ internal motivation has been the major focus of 
prior studies. The study findings that showed technology being the significant variable in 
enhancing the prediction of internal motivation provided an indication that the 
technology factor cannot be underestimated, more importantly, when technology was 
found to give negative impacts to internal motivation. Since many studies reflect 
instructors’ mixed perceptions and feelings on technology influence (Bocchi et al., 2004; 
Poon et al., 2004; Marlia, 2007), the findings contribute to the literature on technology 
influence on instructors’ internal motivation by clearing up doubts about its real impact.   
 
Implications for Policy Makers in Higher Learning Institutions 
 
The results of this study may not depict the whole phenomenon but still deserve the 
attention of policy-makers in higher educational institutions. Based on the outcomes, 
there are three key aspects that should be looked into: 1) lack of knowledge and skills 
among instructors to use higher technology in teaching; 2) attention directed towards 
reexamining the instructors’ jobs that involve higher technology use; and 3) unclear links 
between the changing nature of teaching job and performance evaluation schemes. 
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Using higher technology for teaching is not only about getting the instructors to master 
the technology, because being “technology competent” is different from knowing how to 
use it. This explains the study finding that indicated higher technical attributes amongst 
instructors who use higher technology but in terms of pedagogical and subject design 
aspects, there were no significant changes observed. More focus should be given to 
teaching the instructors how to perform their pedagogical role when it involves the use of 
more complex technology. Instructors have to be skillful in adapting themselves to the 
changing environment that has shifted from teacher-centeredness to student-centeredness. 
They have to re-look into their pedagogical role not only because of the higher 
technology used, but also due to the changing expectations and profiles of the students.  
 
Re-examination of job designs has been argued as one of the key issues to be addressed 
when new technology is implemented. New technologies demand that employees develop 
new skills and perform new tasks. Their existing tasks may also change. Unfortunately, 
evidence from prior studies revealed that organizations often failed to make necessary 
adaptations indicated by new technology.  
 
Subsequently, with the redesign of the instructors’ teaching job, performance 
management should also be revised. Institutions that adopt the new technology may set 
certain goals and targets that generally linked to their ability to achieve effectiveness and 
efficiency. Basically, the objective to use new technology is to facilitate teaching and 
learning that eventually results in knowledge and technology transfer. To realize this 
objective, institutions have to integrate training, work standards and performance 
evaluation. Work standards should be clearly identified by referring to the instructors’ job 
descriptions or those could potentially require revisions. Various sources should be used 
to elicit feedback on the instructors’ teaching performance such as from students, 
technical staff, administrative staff, and superiors as well as from the instructors 
themselves. They are all stakeholders who should be consulted in order to measure 
instructors’ work performance.  
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		Introduction

		Higher educational institutions (HEIs) in Malaysia are committed to realizing the potential benefits of technology in teaching delivery. This is in line with the government’s effort to implement the use of technology in all economic sectors with the i...
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Eighteenth-Century Female Education: From Mary Astell's 
Conservadorism to Catharine Macaulay's Radicalism 
 
Patricia Rodrigues, University of Lisbon, and Higher School of Education of Santarem, 
Portugal 
 
Abstract: The eighteenth-century represented a moment of intense debate in what 
concerns female education, the milestone of the “Custom Law” contest which had long 
perpetuated the inferiority of women, and had confined them to the private domestic 
sphere. Thus, the defence of the right to education must be understood in a broader 
context, i.e. the defence of the intellectual equality of genders. In fact, the English 
Feminism is closely linked to the issue of female education, as the example of the 
literary course of writers such as Mary Astell and Catharine Macaulay proves. Following 
a long literary tradition, we find in the eighteenth-century a great apologetic rhetoric 
concerning women’s role and participation in society. Until then, women were 
considered the moral arbiters and keepers of good costumes, thus playing a vital role in 
ensuring the domestic and social stability. But now some women wished for higher 
goals in life and with more relevance to the society. Therefore, this century was marked 
by deep changes and convulsion in what concerns the social mentalities, especially the 
way women were regarded and the role they played within society, as the intense debate 
(much influenced by the revolutionary winds blown from France and North America 
that encouraged women to exhibit a more vindicative posture) about women’s rights, not 
only concerning educational rights, the most important issue in the early century, but 
also civic and political ones, more obviously at the end of the century. 
 
Keywords: Female Education, Eighteenth-Century, Mary Astell, Catharine Macaulay 
 


Article  
The Eighteenth-Century in England adjusted itself to intense changes at a social level, 
particularly in what concerns how women were seen and the role they performed within 
society. This fact is easily observed if we consider the intense debate concerning 
women’s rights, not only about educational issues (the keynote in the beginning of the 
century), but also at the civic and political level, in a more obvious way at the end of the 
century, much favoured by the revolutionary winds blown from France and North 
America that encouraged women to exhibit a far more vindicative position. 
In this study it is my aim to analyse the female educational models throughout the 
eighteenth-century in England. Considering such a long period, that is, from the reign of 
the last Stuarts after the Restoration to its terminus, and acknowledging the French 
Revolution (1789) as a decisive historical turning-point, I will examine the proposals of 
two authoresses that mirrored distinct patterns of the feminine educational model. The 
key-goal of such proposals consisted of the acknowledgement of the need for a better 
education, one that would enable women to acquire useful learning on every subject 
other than domestic expertise. Our study begins with the analysis of A Serious Proposal 
to the Ladies, for the Advancement of their true and greatest Interest (1694), by Mary 







 


Astell, and its impact at the time. We, then, proceed to the analysis of Catharine 
Macaulay’s vindicative text, Letters on Education with Observations on Religious and 
Metaphysical Subjects (1790), a perfect example of the radicalism of the 1790s. 
It is noteworthy that, in order to address any given period, one must take into account 
the most significant events relating to the subject in question. As Jeremy Black 
highlights: 
Periodisation is always a problem in history, a subject that struggles with the complex 
identities and relationships of change and continuity. To choose dates is to define a 
period and to confer an apparent identity and thus unity on it. To periodise the past is to 
suggest frontiers in time that necessarily complicate issues of change and continuity by 
implying an apparent basis for them.1


Therefore, as I wish to identify and compare educational treatises and their relation to 
reality throughout the eighteenth-century, I consider, for coherence sake, this period 
from the Glorious Revolution of 1688, since it was a turning point in English history 
when the political, religious and economical changes gave way to a change in society 
that, inevitably, would alter the women’s way of life. The Industrial Revolution, much 
more visible in the second half of the eighteenth-century, was also an important vector 
of the awakening of consciousness to the plight of women. If, on the one hand, the lower 
classes enjoyed a greater freedom since they could work outside, away from home, on 
the other hand, their working conditions were, to say the least, degrading. The most 
humiliating jobs were destinated to women and the factories reflected the structure of 
the domestic space, almost as a macro-sphere of the domus. However, the technological 
development the Revolution allows, undoubtedly, brings changes in women’s lives and 
paves the way for numerous mutations in the social context, given the enhancement of 
the so-called leisure industry and the consequent attention to the playful nature of the 
social life for the middle and upper classes. 


 


This period reaches its terminus in the 1790s with the aftermath of the French 
Revolution which, in turn, marks the beginning of a new era with deep repercurssions in 
England, as the new ideals inspired debates that threatened the relative political and 
economic stability observed since 1688. At this time female education became an issue 
of concern and debate more than ever before.          
Most of the educational authors – men and women alike – agreed in admitting that the 
academic curriculum for women was extremely limited, encompassing only external 
accomplishments such as sewing, dance, embroidery and, occasionally, a little of French 
and Italian, not fulfilling the real purpose of education: to provide women with a rational 
mind, allowing them to resist and reject the so called vices and temporal passions such 
as vanity and luxury and, concumitantly, to acknowledge the benefits of leading their 
life according to the Christian principles. Only in this way could women ascend 
spiritually and, during the process, become better mothers, wives, companions and, 
ultimately, better persons. It was necessary, for this reason, to educate them, not only to 
know and understand their designated role, performing it as best as they could, but also 
so that their obligations could be carried out, both in the domestic and social sphere and, 
even if indirectly, in the political and economic sphere. 
Such line of debate was commonly used since the beginning to the end of the century, 
and stemmed from the general conviction that women were the arbiters of morals and 
good manners, performing an essential role not only in the family but also in the nation 
stability. Women, however, saw in this assumption the trampoline that allowed them to 







 


gain access to a more complete education with a much more solid economic and 
constitutional applicability. 
At the beginning of the century we encounter the pioneer Mary Astell, one of the first 
authoresses to defend a female educational course that would cover more than the 
domestic micro-social sphere. Astell lives in the Post-Restoration period (1660), when 
the nation strands away from the authoritarian patterns, not only at the public level, but 
also at the private one, previously imposed by Oliver Cromwell in England during his 
CommonWealth govern. The Restoration meant the return to the throne of the Stuarts 
and, subsequently, a greater freedom and even a relative tolerance in what people’s 
behaviour was concerned, although such atmosphere began to change during the Reign 
of William of Orange and Mary Suart and, even more severely, in the time of Queen 
Anne.  
In fact, the reign of Charles II (known as The Merry Monarch) was marked by its 
support to arts and public amusement, such as the theater, considered by many to be an 
activity and an area of licentiousness and, by others, as a sign of freedom of thought and 
expression. It was a moment when the city public life was bustling, favoured by the 
commercial blooming, altering consumer habits and even questioning the social 
hierarchies from the past. Despite the commitment to the maintenance of traditional 
values and morality, the reign of the last Stuarts favoured the hustle and bustle that the 
leisure industry and urban work brought about, and enabled the critical spirit and the 
nationalwide debate. The famous “coffee-houses” and “chocolate houses” were 
privileged spaces for this analysis of the public life and so was the the print industry 
which developed as never before, with numerous publications coming out, or at least, 
becoming more regular as, for example, The Tatler2, The Female Tatler3 and The 
Spectator4


Mary Astell benefits from the fostering enlightened attitude that consisted in the thriving 
for knowledge. Almost at the end of this century, Kant would define the Enlightment as 
the boldness of knowledge


. The female cause thus profits from a greater and a much more 
comprehensive divulgation. Almost all female writings were reviewed in journals and 
periodicals and the authoresses were satirized in plays, celebrated in paintings and in 
poetry, and their private lives were scrutinized in the newspapers, eager for scandalous 
details. 


5


In A Serious Proposal to the Ladies for the Advancement of their True and Greatest 
Interest (1694), Astell suggests the establishment of an Academy for women, where they 
could develop and strengthen their minds, thus becoming actually helpful to their peers 
and, therefore, to all society. The authoress considered that only through faith and the 
practice of a reasoned and conscious Christianity could women ascend spiritually and 
fulfil the purpose predetermined by the Creator, the most important mission to be 
accomplished throughout their lives. The religiosity that permeates the whole of the 
argumentative line of Astell’s essay is perfectly consistent with the eighteenth-century 
profile of the ideal woman as pure, virtuous and pious, performing a decisive role in the 
maintenance of the national values and standards. Nonetheless, the authoress, despite 


, and Astell definitely encapsulates that notion. However, if, 
on the one hand, the forementioned changes inspired in the authoress the desire to offer 
a better learning opportunity to her younger contemporaries, on the other hand, the 
ubiquitous concern during the reign of Queen Anne to preserve and comply with moral 
traditional behaviours, justifies, in a certain way, the rather rigid and conservative 
attitude of Mary Astell. 







 


enthusiastically supporting the women’s right to education and criticizing the female 
intellectual state of subordination in relation to men, never abandons the intensely 
conservative principles she obeyed herself, nor at any time disputes the male authority. 
The fore mentioned emphasis on the importance of the pure, virtuous and pious woman, 
qualities constantly invoked as hegemonic, was, moreover, always present in the speech 
of various authors who looked into the subject all over the century. They believed that 
women had the patriotic obligation to contribute to save their country. However, by the 
end of the century we begin to observe a slightly different tone concerning the writings 
about women’s condition and their education. In fact, the 1790’s authoresses were rather 
frequently labelled as “radicals”, with the exception of figures such as Hannah More, 
who continued to promote the status quo. The apparent authoresses’ radicalism sprang 
from the extremely revolutionary climate that arose during this period, and the new 
avant-garde ideas conveyed by several female writings. Catharine Macaulay publishes 
her works precisely in this decade, with a quite different agenda from the writers of the 
beginning of the century, defending the gender social and political parity and, at the 
same time, advocating an active participation of women in political life. Macaulay lives 
in troubled times, with the French Revolution of 1789 functioning as the stirring of 
consciousness and breaking with the set standards. Numerous essays emerged 
applauding the revolution and wishing for its spread to other countries, as Thomas 
Paine’s and William Godwin’s works demonstrate6. However, several dissonant voices 
also came out, such as Edmund Burke, the first English author to criticize the revolution, 
alerting to the threats of an economic and civilizational recession7, regarding it as a 
violent revolt that was endangering the traditional values8, which generated a reaction 
from Macaulay herself, imbued with the optimistic spirit so common at this time9


In Letters on Education with Observations on Religious and Metaphysical Subjects 
(1790), Catharine Macaulay proposes an educational model that would be valid for both 
sexes, refusing to address female education as a separate topic and always insisting in an 
identical curriculum for boys and girls alike whose chief purpose would be to develop 
the same wisdom and virtue, the only way to achieve a society that could progress not 
only socially, but also in economic and political aspects. She criticizes the total 
separation between the education of boys and girls, considering that the very idea that 
the female education should be of an opposite kind to that of the male was a catastrophic 
mistake, designed to keep women in a position of subordination. Like several authors of 
this period, Macaulay rejected the restricted nature of fashionable education imposed by 
false ideas of decorum and called for coeducation, condemning the objectives of the 
existing systems. The writer stresses the vital importance of education believing that “of 
all the arts of life, that of giving useful instruction to the human mind, and of rendering 
it the master of its affections, is the most important


. The 
authoress was directly influenced by the European Enlightenment, which shaped a 
generalized optimism about the human being abilities and played an important role in 
rising awareness to the female educational needs. In fact, it was commonly accepted in 
the intellectual circles that the female character failures and flaws were a direct 
consequence of the deficient and inadequate education traditionally given to women. All 
writers who dealt with this topic were unanimous in recognizing that only a thorough 
review of the female educational model would allow women to develop intellectually. 


10


Both Mary Astell and Catharine Macaulay were the result of, and reflected context 
particularities in their works, living in troubled times, thus favourable to a greater 


”. 







 


vindicative posture and a greater permeability and tolerance regarding changes in social 
and political affairs. Although both writers were primarily commited in conceding a 
better education to women, there are fundamental differences in their works, namely the 
educational model proposed. Mary Astell defended the creation of an Academy where 
women could live and educate themselves, dedicated, exclusively, to their spiritual and 
intellectual improvement. This authoress was peremptory in rejecting any contact of the 
“pupils” with the outside world, pointing out, however, the exceptional nature of charity 
works: they could contact with the poor and least-favoured in order to provide them 
assistance. The reason that Astell presents relates to that fact that the female minds were 
not strong enough to resist the worldly temptations of social life, needing, thefore, to 
concentrate in the strengthening of their minds until they were prepared to return to their 
usual social circle. Catharine Macaulay is absolutely against Mary Astell´s idea of the 
young women’s isolation during the learning process. The essayist not only even 
suggests, as defends a joint education of boys and girls, with a common curriculum and 
physical activities, in the same material and temporal space. 
Unlike Astell, who simply drafts general guidelines regarding the subjects to teach and 
some hobbies, Macaulay prepares an extensive reading list, as well as the issues to be 
addressed, both carefully sorted according to the young apprentice’s stage and age. 
However, the list that she presents is so extensive that one must wonder if such 
programme would be viable within the set time limits. Nevertheless, it is noteworthy the 
emphasis in the total equality of requirements necessary for boys and girls, the only way 
to assure the complete intellectual development of both. 
Also politically and religiously the two writers in question are at opposite ends of the 
spectrum: while Mary Astell believes piously in the divine right of the monarch, 
supporting the Conservative Tories and never questioning the supremacy of the 
Anglican Church in her thought and conduct, Catharine Macaulay declares herself a 
Republican and a Liberal, rejecting any conservative principles derived from the status 
quo, which is more than perceptible in her writings and in her unorthodox conduct. 
Probably, had Astell been a contemporary of Macaulay, she would had firmly 
disapproved her way of life, because it was truly outrageous for the epoch standards and, 
therefore, contrary to the acceptable and expected female conduct. In fact, even 
Macaulay’s contemporaries disapproved of many of her life options, which generated 
great criticism, and even caused disaffection or rejection regarding her works, a growing 
attitude during the Victorian period. Although her behavior attracted attention, as it 
happens with all social scandals, that fact would not increase the books sale, since the 
stain of her personal reputation brought about the denigration of her literary reputation 
and even raised doubts concerning her abilities as a writer. 
Despite their ideological divergences, both Mary Astell and Catharine Macaulay were 
rather straightforward in regretting the inferiority of women in relation to men and 
claiming for an extensive education that allowed the female intellectual development. It 
can even be considered that the enthusiastic defence of the right to education was based 
on a broader plan of claiming, the defence of intellectual equality, since both sexes had, 
a priori, identical intellectual rational abilities, the only difference consisting in the use 
of such abilities. 
The examples of Astell and Macaulay show that sortings based on exhaustive 
dichotomies, either of political partisanship, as between Tories and Whigs, or ethical, as 
between virtuous conduct and scandal, or social, as between public and private, are not 







 


enough. They seem even reductive when the life and work of women writers of the 
eighteenth-century are analysed. The division between public and private, or rather, the 
separation of the specific roles for each gender, did, indeed, exist throughout the 
century, but it was a weak separation, permeable and exposed to regular renegotiation, 
especially, or more obviously, at the end of the century. Catharine Macaulay represents, 
in a certain way, a process of secularization of Mary Astell’s arguments, consistent with 
a much more materialistic view, focused on the earthly life that the commercial 
capitalism, and then the industries, led to, and that, politically, the American and mainly 
the French Revolution enhanced. People sought for solutions to their problems in this 
earthly plan, not waiting for divine justice in a post-mortem fate. The revolutionary 
ideology brought about the notions of meritocracy and the abolition of the birth 
privilege, in a certain way, transposed (or was transposable) to the debate about the 
gender discriminations. Once questioned the pyramid of classes, where the social 
structure was based on, it was also possible to undermine other hierarchies and sources 
of authority. 
Though a superficial analysis of the two authoresses’ writing discloses opposite 
ideologies, a closer look reveals that they are actually very much in tune in their concern 
about women’s rights, fighting against the lower role that was designed to them within 
the society. I believe that the arguments used by Catharine Macaulay are the result of a 
maturation process from Mary Astell’s, adapted to the social reality of the 1790’s. 
Macaulay, although probably not aware of it, was strongly influenced by her ancestors’ 
heritage For example, Macaulay would not accept Astell’s religious and monarchical 
options because she considered them the antithesis of the freedom and equality she 
wanted for her generation. The ability in questioning the theories and practices acquired 
in a rational way and focused on women prospered, thus, in many directions, supporting 
and developing the process of women’s awareness. 
The work of Astell is reflected on the writings that emerged long after her death, 
constituing a valuable legacy not only for the nineteenth century women, but also for all 
who are interested in women’s History. The contribution of Macaulay was also 
incalculable, as she was a pioneer in the invasion of the homocentric world, acting, 
writing and defending her opinions as intellectually comparable with men’s. 
However, the concept of equality between men and women is not an exhaustive cause, 
or something that generates consensus. It is a double-crossing notion, exposed to regular 
reformulation, once it results on the theory of the equality between sexes, which, as 
Catharine A. MacKinnon refers, is a contradiction in terms: 
According to the approach to sex equality that has dominated politics, law and social 
perception, equality is an equivalence, not a distinction, and sex is a distinction. The 
legal mandate of equal treatment – which is both a systematic norm and a specific legal 
doctrine – becomes a matter of treating the likes a like and unlikes unlike; and sexes are 
defined as such by their mutual unlikeness. Put another way, gender is socially 
constructed as difference epistemologically; sex discrimination law bounds gender 
equality by difference doctrinally. A built-in tension exists between this concept of 
equality, which presupposes sameness, and this concept of sex, which presupposes 
difference. Sex equality thus becomes a contradiction in terms, something of an 
oxymoron, which may suggest why we are having such a difficult time getting it.11


Thus, I think that the notion of equality in this case is something that will be impossible 
to achieve, as it assumes a basic sexual equality, which is a misleading notion. 


 







 


Nevertheless, this is not an obstacle to intellectual parity and socio-political construct of 
gender that respects its entirety in the same way, whether female or male. Instead of the 
well-known concept of "Superman", we should consider that of “Superwoman”, since 
she has the same functions and political and social duties as a man, at least in theory in 
the democratic states, and, in addition, her maternity, which distinguishes her from her 
male counterparts and, at the same time, gives her a greater and a more special power in 
what concerns the fate of Humanity. 
The concept of Feminism had been suffering numerous reformulations but there is no 
consensus in its definition, and it just seems not achievable. Although women have 
identical legal and civil rights, its implementation is not practical, since the power 
entities are still dominated by men. The answer may rely in a positive discrimination 
(supported by the Gender Feminism12) which aims to abolish completely the distinction 
of gender, or, particularly, their roles, proposing to present some basic advantages on 
women, so that it creates a true equality between sexes. On the another perspective, the 
Equity Feminism reacts with an ideology that posits a complete civic and legal equality: 
“Most […] women subscribe philosophically to the […] kind of feminism whose main 
goal is equity, especially in politics and education”13


Therefore, and not taking away any merit from the eighteenth-century writers, I believe 
that the answer to the inequality does not ly only in education, since nowadays women 
have a total and free access to the Academies. The woman remains, as Simone de 
Beauvoir mentioned, the “Second Sex”


. However, if we take a good look 
at the contemporary reality, this is already provided constitutionally, even if the current 
way of living does not prove it. 


14


The only way to achieve social justice between men and women is the inclusion of 
women in positions of authority and power, a power to be shared between human beings 
apart from their sexual or gender classification. Paths are made by walking and 
remembering the steps of our ancestors, though timid and insufficient, does not take 
from them the typical greatness of pioneers. 


, the Other. Despite the efforts to improve the 
status of women, Astell and Macaulay still considered man as a model, aiming to obtain 
the same rights and the same opportunities. The feminine concept continued, and in a 
certain way continues, to be defined as opposed to the masculine, being, for this reason, 
impossible to reach a definition of essence. 
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The Adoption of TAM for Investigating Intention Usage in a Simulation 
for Teaching Assistance of Computer Graphics  
 
Raweewan Kaewwit, Bangkok University, Thailand  
Chesada Kaewwit, University of the Thai Chamber of Commerce, Thailand 
 
Abstract:  This research investigates student acceptance of teaching assistance simulation for a 
computer graphics (CG) course.  The study proposes the Technology Acceptance Model (TAM) 
to assess the impact of perceived variables and extended variable on intention usage. The 
perceived variables consist of perceived ease of use and perceived usefulness and the extended 
variable consists of interface design. The proposed methodology was then employed in a study 
using students enrolled in the CG course.  A teaching assistance simulator for the CG course was 
developed using Microsoft Visual C++ and OpenGL. The simulator helps students understand 
the fundamentals of computer graphics such as the setting of material and lighting of objects, 
learning the viewport and understanding 3D transformations. In addition, we also used the tools 
to teach OpenGL commands in the CG course. The results from the study support the 
hypotheses. The outcomes indicate that both the perceived and extended variables can effectively 
predict whether users will adopt a simulation program. Moreover, this research also provides 
insight into various simulation tools that may be a useful reference for students.   
 
Keywords:  Technology Acceptance Model (TAM), Computer Graphics, User Interface Design, 
Intention Usage 
 


1. Introduction  
Computer Graphics (CG) is the most important prerequisite course for further studies in 
advanced Computer Graphics such as Computer Animation, Image Processing, Game 
Programming, and so on. This is because it provides the fundamental concepts of CG such as 
creating viewport, understanding 3D transformations, setting colors, and adding lighting of 
materials. Certainly, learning concepts of CG inevitably involves programming languages and 
graphics application programming interface (API). The students who chose to study CG should 
have a very good skill in programming. One method to assist students to understand the CG 
principles is to apply theory to practice. For example, Michael B. Gousie (2000) encouraged his 
students in CG course to code large CG projects and to interact via CG project. The result 
showed that students paid more attentions and truly understood the concepts. There are many 
research studying the assistant teaching in computer graphics, for example, Gerald Shultz (2006) 
developed an application consisting of model objects, setting light and a camera, and 3D 
transformations by using a sample pedagogic 3D graphics API.   However, it did not include the 
setting color of objects which is an essential property of material.  Rance D. Necaise (2006) 
developed an interactive graphics tool used in an introductory computer graphics course of 
computer science department at Washington and Lee University. The tool is developed by using 
OpenGL and the graphix windowing toolkit.  To the best of author’s knowledge, we found that 
the existing research in computer graphic assistant teaching ignored the students’ acceptance of 
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the assistant tools.  Therefore, this research focuses on investigating students’ acceptance of a 
simulation for teaching assistance in a CG course.       


The current trend in education is to apply information technology (IT) in the learning process. As 
more teachers adopt information technology to assist instruction, more researchers will 
investigate the issue of technology-integrated education (Liu et al., 2010) 


TAM is widely accepted as a powerful tool to represent the determinants of users’ adoption and 
usage decision across a variety of IT. TAM has been applied to studies on the adoption intention 
usage of various IT and systems (e.g. Albert, Donna, Mark & Youlong 2000; Juan Carlos Roca, 
Chao-Min Chiu, & Franciso Jose Martinez 2006; Dong-Hee Shin 2007)   


This research attempts to investigate the students’ acceptance of a simulation for teaching 
assistance of a CG course. It was argued that the findings of this study provide a good basis for 
lecturer considering the potential adoption of the teaching assistance. 
 


2. Background and Related work 
Technology Acceptance Model (TAM) was derived from the Theory of Reasoned Acton (TRA, 
Ajzen&Fishbein, 1980) which describes how users’ beliefs and attitudes relate to individuals’ 
intentions to perform. TAM was developed by Davis (1986) who aimed to explore the impact of 
technology on user behavior. The model is composed of two factors: Perceived Usefulness (PU) 
and Perceived Ease of Use (PEU) both of which have impact on individual’s Intention Usage 
(IU). The relationship between PU, PEU, and IU is described in Figure 1. PU refers to “the 
degree to which an individual believes that using a particular system would enhance his/her job 
performance” and (PEU) refers to “the degree to which an individual believes that using a 
particular system would be free of physical and mental efforts” (Davis 1989).    


Perceived 
Usefulness


Perceived 
Ease of Use


Intention Usage


 


Figure 1: Technology Acceptance Model (Davis 1989). 


 


User Interface Design (UID) is one of the critical factors that should be considered (McKnight, 
Dillon & Richardson, 1996). Many user interface features of an information system such as 
menus and icons are specially intended to enhance the usefulness and ease of use of different 
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functions of the system (Cho V.,Cheng T.C.E., Lai &W.M.J.,2009).  A well designed user 
interface can help user to operate a system more easily (Jones, Farquhar, & Surry, 1995), 
Moreover an interactive interface design should quickly guide users to the correct way of 
learning (Liu, Chen, & Sun, 2006).  


 


3. Research Design 
The major objective of this research is to investigate the perceived factors and an extended factor 
that affect the intention usage by adoption TAM. The minor objective is to find the relationship 
between the independent variables, which are PU, PEU, and UID. In this section, we first discuss 
the research model used in the relationship analysis. Then, we present the research’s hypotheses, 
followed by the research data collection. 


The research model is presented in Figure. 2.  


Perceived 
Usefulness


Perceived 
Ease of Use


User Interface 
Design


Intention Usage


H1


H2


H3


H4


H5


 


Figure 2: The proposed research model. 


 


From the Figure 2, we have the following hypotheses:  


 H1: User Interface Design will have a direct effect on Perceived Ease of Use. 


 H2: User Interface Design will have a direct effect on Intention Usage. 


 H3: Perceived Ease of Use will have a direct effect on Perceived Usefulness. 


 H4: Perceived Ease of Use will have a direct effect on Intention Usage. 


 H5: Perceived Usefulness will have a direct effect on Intention Usage. 


A summary of the research variables and related hypotheses is presented in Table1 
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Table 1 


Research hypotheses 


Variable Related Hypotheses 


User Interface Design 
(UID) 


H1: User Interface Design will have a direct effect on Perceived Ease of 
Use. 


 H2: User Interface Design will have a direct effect on Intention Usage. 


Perceived Ease of Use 
(PEU) 


H3: Perceived Ease of Use will have a direct effect on Perceived 
Usefulness. 


 H4: Perceived Ease of Use will have a direct effect on Intention Usage. 


Perceived Usefulness 
(PU) 


H5: Perceived Usefulness will have a direct effect on Intention Usage. 


 


The research design was a kind of questionnaire quantitative approach, mainly informed by Liu 
et al., 2010 questionnaire for their study of extending the TAM to explore the factors that affect 
intention to use an online learning community, as well as the questions used by Davis (1989) for 
identifying factors that influence technology adoption. It was then employed in a study using 57 
students enrolled in the CG course in school of science at University of the Thai Chamber of 
Commerce. A teaching assistance simulator for the CG course was developed using Microsoft 
Visual C++ and OpenGL. 


The researchers collected data from the survey questionnaire and used SPSS for windows 
program to examine the inference statistics. The study was tested by descriptive and correlation. 
Simple Linear Correlation (Pearson’s r) was used to determine the extent to which values of the 
variables are proportional to each other. A summary of the result is demonstrated in the next 
section. 


 


4. The simulator development 
We developed a simulator for the teaching assistance of CG course by using Microsoft visual 
C++ and graphics API such as OpenGL, GLUT and AntTweakBar. The simulator aims to assist 
students in understanding the fundamental concepts of CG such as setting color of material and 
lighting of object, creating the viewport and understanding 3D transformations. For the 
development, we first designed a class diagram that consists of 11 classes, as shown in Figure 3. 
From the class diagram, we can explain that classes in the bottom line of the diagram, consisting 
of CGSCone, CGSCube, CGSSphere and CGSTeapot, are subtype of a class CGSGLU3D. In 
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addition, the class CSSGLU3D and a class CGS3DModel are inherited form a class CGSObject. 
The class CGSObject and a class CGSLight are parts of a class CGSWorld. Furthermore, a class 
CGSViewport makes relationship both a class CSGCamera and the class CGS World.        


 


Figure 3: The class diagram of the simulator 


 


Next, the class diagram can be converted into coding to implement class of the simulator. The 
example of the implementation to the class “CGSLight” is shown in Figure 4. The Class 
“CGSLight” is generally used for setting light on the objects.   


class CGSLight 


{ 


public: 


 int lightID; 


 float ambient[3]; 


 float diffuse[3]; 


 float specular[3]; 


public : 


 CGSLight(); 


 void setAmbient(float red,float green,float blue); 


 void setDiffuse(float red,float green,float blue); 


 void setSpecular(float red,float green,float blue); 


 const float* getAmbient(); 


 const float* getDiffuse(); 


 const float* getSpecular(); 


 void setID(int id); 


 int getID(); 


}; 


Figure 4:  An example of class CGSLight 
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 The simulator interface is subdivided into three main parts, a Main Window, a Control Center, 
and a Properties Box, as presented in Figure 5. Firstly, the Main Window displays a 3D model in 
the viewports which can be added or removed by users. Secondly, the Control Center is used for 
creating a new viewport and a new camera, setting new light and choosing the new model. 
Lastly, the Properties Box is used for setting value of the object’s properties, setting the objects’ 
colors, lighting the object, and 3D transformations. In addition, we used the simulator for 
teaching OpenGL commands and properties in CG course by learning from parameters of each 
command in the properties box. 


      


Figure 5: The Main Window, the Properties Box and the Control Center 


 


5. Results and discussions 


The Cronbach’s alpha coefficient for internal consistency reliability was first assessed. As shown 
in Table 2, it was shown that each construct exhibited strong internal reliability. 


Table 2. Validity and Reliability 


Reliability assessment 
Variable 


N of Items Cronbach’s  
Alpha 


Mean Std. Deviation 


UID 4 .679 15.54 2.027 


PEU 3 .824 11.37 2.135 


PU 4 .771 15.40 2.060 


IU 2 .770 8.12 1.324 


 


Control Center 


 


Properties Box 


 


Main Window 
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The descriptive statistics of the constructs are presented in table 3. It shows the mean scores of 
UID, PEU, PU and IU. All mean scores were greater than 3.0, ranging from a low 3.7895 to a 
high of 4.0614. This indicates an overall positive response to the constructs. The standard 
deviations for all variables were less than one and this indicates that the item scores were around 
the mean scores. 


 


Table 3. Descriptive statistics of the constructs. 


Variable 
Overall Sample (N = 57) 


Mean S.D. 


UID 3.8860 0.5068 


PEU 3.7895 0.7117 


PU 3.8494 0.5068 


IU 4.0614 0.6619 


 


The study examined the correlations among the study variables. The correlations are presented in 
Table 4. Regarding the relationships between the concerned variables, it was found that IU had a 
relationship with the UID, PEU, and PU (r=.680**,.603**,and .536**). PU had a relationship 
with UID and PEU (r=.643**, and .572**) Moreover, PEU had a relationship with UID 
(r=.712**).  


 


Table 4. Correlations among the study variables 


Variable UID PEU PU IU 


UID 1 - - - 


PEU .712** 1 - - 


PU .643** .572** 1 - 


IU .680** .603** .536** 1 


All correlations are significant at the 0.01 level (2-tailed). 


The result of the correlation test indicates that PEU, PU and UID exhibited equally strong 
impacts on IU. Therefore all hypotheses are supported. 
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6.  Conclusion  
The result of this research shows that all hypotheses were confirmed.  The user interface design 
of the simulator has a significant impact on intention usage of students. From the result, we 
conclude that the instructors who plan to develop the teaching assistance of the simulator should 
make a special effort to properly design its user interface. This is because the interface design 
directly affects the simulator’s ease of use. In other words, if the design of the interface is not 
complicated, the students will perceive the simulator as easy to use. Moreover, this study 
provides valuable information related to an understanding of the relative efficacy of perceived 
usefulness, perceived ease of use, and user interface design in the context of an education setting. 
Finally, this study provides information useful for the development of an effective a simulation 
for teaching assistance of computer graphics.  
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Children's Willingness to Help Peers in Need: Is Development of 
Sociability Approach Orchestrated Dis-harmonically?   
 
Ronit Laskov-Peled, Ashkelon College, Israel 
Yuval Wolf, Bar-Ilan University, Israel 
 
Abstract: Children's helping schemata, made of two-components, others' needs and self 
needs, were extracted, in terms of Functional Measurement, from a mosaic of ratings of 
willingness to help in two sorts of occasions – 'as if' (imaginary) and 'in vivo' (concrete). 
A total of 317 children from four age groups – kindergarteners, 1st, 3rd, and 6th graders 
participated in Experiments 1 and 2 which examined the influence of 10-minute 
facilitation of prosocial approach via purposeful conversation. The design, a unique 
combination between Functional Measurement and Solomon design, enabled an exposure 
of two inversed developmental functions – a decrease in 'as if' helpful approach to others' 
requests for help and increase in two other social functions – concrete help and social 
suggestibility. A possible conceptual account in terms of imagination and differentiation 
learning and a possible age limitation were examined in Experiments 3 and 4, 
respectively. This work is conceived as a preliminary basis for the study of a rather non-
conventional, non-unison and modular approach to issues of helping in specific and 
development of sociability in general. 


 
Keywords: Development of sociability, Helping schemata, Functional cognition, Functional 
measurement, Social modularity  
 
 


 
 


INTRODUCTION 
Decisions to comply with explicit or implicit requests for help are studied under a variety of 
titles. Most salient are prosocial behavior and helping, defined as acts deliberated to benefit 
others (Eisenberg & Fabes, 1998; Staub, 1979). Related studies seem to be rooted in the 
subject of altruism, which deals mainly with the question of whether or not there is help for 
no expectation for some sort of reward (e.g, Cialdini et al., 1997). Encounters (or plays) with 
others in-need (usually strangers) are typical example of the social context where this sort of 
notions is defined operationally.  


Quite a few aspects of the related phenomenon seem to capture recently the attention of 
researchers, especially situational accounts or circumstantially activated motives (Killeen, 2001) 
which occur within the person or in immediate situations (e.g., Ames, Flynn & Weber, 2004; 
Blair, Thompson, & Wuensch , 2005; Branas-Garza, 2007; Flynn & Brockner, 2003; Flynn & 
Lake, 2008; Gueguen, Pichot & Le Dreff, 2006; Karakashian, Walter, Christopher & Lucas, 
2006; North, Tarrant & Hargreaves, 2004). Focusing on such an effect, the present study 
adopts the perspective of functional cognition (Anderson, 1996, 2008; Wolf, 2001) in order to 
shad light on some developmental facet of helping. 
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Functional Cognitive Approach to Helping 
A discrete progress (i.e., in terms of stages) in moral and social development is postulated by 
the Piagetian (1932/1965) writings and the works of his followers (e.g., Colby & Kohlberg, 
1987; Demetriou, 1988; Rest, 1986; Rest, Turiel & Kohlberg, 1994; see also Emler & 
Rushton, 1974). Within this framework, a connection between moral development and social 
development is implied due to the focus of this approach on helping and giving as reflections 
of moral values (Rubin & Schneider, 1973; Rushton, 1975). A presumption of experience 
dependent progress is an indispensable part of this approach.  


The presumption of experience dependent progress in helping and giving is essential for the 
Functional Theory of Cognition as well (Anderson, 1996). Nevertheless, while the former 
approach conceives the accumulation of experience in terms of stages and accordingly 
focuses on individual differences (e.g., Colby & Kohlberg, 1986), it derives from the latter 
that helping or willingness to help are expected to change at any moment as a function of a 
variety of factors. 


When looking for a viable framework for a developmental study of helping it should be 
recalled that the operational definitions of the cognitive developmental conceptions suffer 
from validity problems. That is due to the phenomenological assumption according to which 
a child's verbal reasoning is related to as a feasible reflection of his or her moral or social 
schemata (Colby & Kohlberg, 1987). Social desirability, demand characteristics and other 
validity jeopardizing influences might cover undetectable part of the observed verbal matter 
(see analysis in Wolf, 2001). Such problems are avoided in the present study which adopted a 
quantitative algebraic formulation of longitudinal and situational changes in children's 
prosocial behavior during last year of kindergarten and the years at elementary school.  


This methodology is based on Anderson's (1981, 1991a) Information Integration Theory and 
this theory's updated version – the Functional Theory of Cognition (Anderson, 1996, 2008). 
The theory postulates that any observable response is an integral of inner responses to the 
salient aspects of a given stimulation. With some reference to evolutionary considerations, 
the theory assumes that in each sphere of reality, such as physical, geometrical, logical, moral 
or social, any individual learns to attend spontaneously to the salient aspects of related 
stimulation.  


A friendly example can be found in the field of intuitive geometry. For instance, objectively 
the area of rectangles is an exact function of the size of height and width. Valid estimation of 
such area should be based on the use of multiplication rule (Anderson & Cuneo, 1978; Wolf, 
1995; Wolf & Algom, 1987). Similarly, moral judgment is conceived as a function of culpa 
and consequences (Anderson, 1991d), and responses to social appeals are determined by the 
needs of other and self.  
The theory postulates that in any request to respond to specific stimulation of any sort, 
available information from all salient dimensions are absorbed and are subjected to internal 
processing in several phases. The most important phases are the assignment of relative 
importance to the perceived bits of information, and integration of the weighted information, 
the product of which being transformed to an observable response. Functional Measurement 
(hence FM), the methodological counterpart of the theory, provides viable operational 
definitions to the theory's basic notions (Anderson, 1982, 1996, 2001), as illustrated below.  


With regard to developmental issues, the Piagetians speak of centration, i.e., tendency of 
kindergarteners (preschool children) to attend to the most salient source of information when 
required to respond to a multi-dimensional stimulus. The functional cognitivists claim that 
children at that age are capable of attending to all relevant sources of information. The 
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framework of FM (Anderson & Cuneo, 1978; Wolf, 1995, 2001), a method which does not 
suffer from validity problems as the Piagetian methodology does was adopted as an unbiased 
stage for a duel (see a review in Wolf, 2001).  


The FM findings seem to refute the assumption of centration. However, one issue which 
deals with the role of situational effects is not yet decided. Wolf (1995, 2001) claims that 
while stability of responses to a given stimulation beyond a given situation is derived from 
the basics of the cognitive developmental approach (Piaget and followers) shifts are expected 
according to his cognitive modularity hypothesis, regardless of social motivational vectors. 
Thus far there hasn't been a straightforward confrontation in the field which deals with 
prosocial behavior. The present study attempts to reduce some uncertainty with regard to the 
situational or momentary nature of prosocial behavior.  


More than a decade ago a relevant FM experimental study was conducted in terms of 
estimation of the size of simple Euclidian objects – rectangles, triangles and parallelopipeds 
(Wolf, 1995). A shift from the use of non valid rule (addition) of information integration to a 
valid one (multiplication) following about 10 minutes of handling was found in children's 
estimation of area.  


The framework for Wolf's (1995) study, i.e., the Functional Theory of Cognition and FM, the 
theory's methodological counterpart, apply to nearly any sub-field of psychology (Anderson, 
1991a-c, 1996). One such field is moral judgment. Wolf (2001), using a similar experimental 
framework, exemplified a shift in the relative weighting of the classical Piagetian blame 
schema which is made of two (molecular) components – Intent and Damage. He found that a  


 


momentary attempt to increase the salience of intent,  by means of an approximately 10-
minute conversation which focused on well known fables dealing with incidents among 
protagonist animals, facilitated an increase in the relative weight assigned to intent. Intent and 
damage are defined by Anderson (1991d, 1996) as molecular components of a core blame 
schema which includes Culpa and Consequences as molar components, as symbolized in Eq. 1.  


                                          Blame = Culpa ⊕ Consequences                                   (1)                                 
Schema 1 represents psychological occasions where the extent of blame allocated to a person 
which is perceived as being responsible for harmful act(s) is a function of the available 
information on two sorts of components: the degree of the perpetrator's culpability (intent 
being a molecular instance of this term) and the consequences of the to-be-judged act (in 
terms of damage). The symbol ⊕ denotes a simple algebraic integral (evidently averaging) 
between the individual's inner representations of the two components, substantiated 
spontaneously by the related cognitive mechanism (see a comprehensive description in 
Anderson, 1991a). The participant in such an experiment allocates blame (on a rating scale) 
to the harm doer in a series of (usually to-be-imagined) incidents included in a complete 
multi-factorial (bi-factorial in the present context) design. The ratings are made on the basis 
of the unique combination of information about the specific levels of each of the two 
components, intent and damage, in each of the designed incidents. 


Equation 2 represents another modification of the molar schema presented in Eq. 1, in which 
the molecular components, i.e., the needs of each of the two actors – self and other, are 
deliberated to reflect this study's interest in developmental aspects of helping.   


                                    Helping = Other's Needs ⊕ Needs of Self                         (2)                                 
Relative weighting of others' needs as well as other related measures deliberated to reflect 
helping schemata are extractable from the ratings of each participant in FM experiments.  







 


130  
 


 


 
 The Present Study  
As detailed in the previous section, Wolf (2001, pp.4-6) paved the way for a study of situational 
effects in the field of moral development. That work, however, was a preliminary exploration of 
the viability of situational facilitation of shifts in children's related schemata. The present 
study is an attempt to conduct a more systematic research in the field of prosocial behavior, i.e., 
helping. While Wolf (2001) focused only on kindergarteners, the present study applies his 
combined design (FM embedded in Solomon Design (see Campbell & Stanley, 1963; Shadish, 
Cook & Campbell, 2001) to each of four age groups – kindergarten, 1st grade, 3rd grade and 6th 
grade; this time in a way which enabled valid cross-section comparisons. The basic design was a 
sort of modification of the method used by Wolf (2001). The following hypotheses became 
testable this way. 


Hypothesis 1, which accords the basics of both cognitive approaches mentioned above, 
asserts that children's prosocial approach, as reflected in the relative weight assigned to 
others' needs when information on self needs are provided to the child as well, should 
increase with age. 


Hypothesis 2 deals with the influence of situational intervention. To operate on a relatively 
solid basis, a modification of the method of Wolf (2001) was applied. It took the form of a 
free conversation between the experimenter and the participant, deliberated to accentuate 
others' needs. According to  


 


Hypothesis 3 the effect of conversation will increase with age.  


Hypothesis 4 relates to the Piagetian presumption of social centration in kindergarteners. 
Most structural theorists would hypothesize dominance of self, simply due to the presumed 
immature ability to relate to others' needs (Piaget, 1932/1965, 1962, 1969). In the present 
context it means that kindergarteners would not yet be able to assign meaningful importance 
(weight) to others' needs in conditions where helping decisions are based on information 
about the needs of self and other (see Eq. 2). Alternatively, from the functional theory of 
cognition (Anderson, 1996) and related works (e.g., Wolf, 2001) it derives that meaningful 
importance should be assignable to the needs of others, even by kindergarteners.  


 
Experiment 1: Helping Schemata in 'as if' conditions 


Method 
Participants. The participants were 245 preschool children from four age groups: 
Kindergarteners (last year of kindergarten), 1st, 3rd and 6th graders, who did not have any 
record of emotional, social or learning problems. They were sampled from two kindergartens 
and four schools in the central area of Israel, all located in mid-class neighborhoods. Eight 
children (2 kindergarteners, 4 1st graders and 2 6th graders) did not meet the calibration 
standards and were excluded from the sample. The main problem with each of them was a 
severe cut of range. The remaining participants in the four age groups were as follows: 
Kindergarten – 38 children, 21 girls and 17 boys (Mean age = 5:5); 1st Grade – 72 children, 36 
girls and 36 boys (M = 6:5); 3rd Grade – 71 children, 44 girls and 27 boys (M = 8:8). 6th grade – 
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Design and Stimuli 
Two comments with regard to sample size and effect size should be made, to clarify the 
uniqueness of the present design. One point relates to the core principle of single case 
experimental design. In this sort of psychological experimentation (e.g., Anderson 1982, 
2001; Anderson et al., 2004; Barlow & Hersen, 1984), any single participant serves as a 
complete sample for the process of hypotheses testing. In the FM version of such 
methodology the participant is exposed to a mosaic of stimuli made of all combinations of the 
defining components of the different levels of the related phenomenon (helping schema in the 
present context). He or she delivers a quantifiable response to each such combination.  


In classical experimental designs, a different group of participants would be exposed to a 
different combination of stimuli or at most to a part of the entire set of related conditions. 
Accordingly, a greater number of participants is required for a complete hypotheses testing, 
allocating an apparently greater power for the inferential statistical tests. In the present sort of 
experimentation, where each participant is exposed to a multiple set of stimuli, the power to 
detect any effect should not be regarded as a function of the mere number of participants, but 
rather a function of a special combination of the number of participants and the number of 
conditions to which each participant is responding to. As for effect size, a widely accepted 
convention is that number of repeated findings, as is the case in the results below, 
compensates for relatively small size effects. 


The method of FM seems to offer the best array of qualities required for the present empirical 
venture, i.e., single case experimental design. It provides opportunities for vivid and valid 
presentation of stimuli and quantitative measurement via the use of graphic rating scale, as 
well as refined statistical tools for data arrangement. This framework enables an exposure of  


 


each participating child to a series of variations of same background story. Each variation of 
such a story includes a specific combination of information on the levels of each component 
of the related schema, making the entire design a multi-factorial one.  


The to-be-studied helping schema (see Eq. 2) is consisted of two components – self and 
other. In Eq. 3, the term SRo (Social Ratio) means relative weight of others' needs; O and S 
represent the independent weighting of the needs of other and self, respectively. 


                                                 SRo = O/(O + S)                                                    (3) 


As an example for the computation of this statistic let's take nine demo ratings of a single 
participant, from a 3 x 3 matrix which is a sort of an operational representation of the bi-
factorial design – needs of other and self. A formal representation of the design with the 
demo ratings is presented in Table 1. The difference between the marginal means of the right 
and left columns (8 and 2, respectively) gives the value of O. Similarly, the difference 
between the marginal means of the upper and lower rows (6 and 4, respectively) gives the 
value of S. Putting this numbers in Eq. 3 gives the relative weight of others' needs (SRo):  
SRo = 6/(6 + 2) = .75.    


The viability of this measure was exemplified by Wolf (2001). The relevant predictions of the 
present study can be converged into terms of relative weighting. As in most studies which 
deal with related developmental issues, a cross-sectional comparison of kindergarteners with 
older children is essential. Use of the same procedure to measure relative weighting assigned 
to the needs of self and other would enable a standardized beyond age comparison.  
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Functional Measurement offers bi-factorial design, deliberated to achieve valid representation 
of individual participants' social schemata. In this study's terms, each participant was exposed 
to a bi-factorial set of information on the needs of self and other.  


A complete bi-factorial combination of the three levels (little, some and much) of the needs 
of each of these two 'players' (3 x 3) forms a 9-cell design (see Table 1). To simplify the 
presentation of the molecular aspect of the design let's replace the quantifiers little, some and 
much with the digits 1, 2 and 3, respectively. Using these symbols, the nine combinations of 
the need of self and other are as follows: 1-1, 1-2, 1-3, 2-1, 2-2…3-3. The dependent variable 
was estimation of the likelihood that self will be willing to hand out a requested object in 
each of the nine episodes. A computational procedure offered by FM enables the production 
of quantitative representation of the overall level of willingness to help and especially the 
relative weight assigned to others' needs. 
 
 
 
Table 1 
A demo Example of a Bi-factorial (3 x 3) Rating Matrix 
________________________________ 
                                   Needs of Other 
                        ________________________ 
Needs             Little           Some           Much 
of Self 
_____________________________________  


Little                  3                  6                  9                    


Some                  2                 5                   8 


Much                  1                 4                   7 
____________________________________ 


The experimental manipulation (after the measure 'before' and before the measure 'after' 
accomplished via two mini 9-episode FM experiments) was purported to facilitate assignment 
of greater relative weight to the needs of the other (to-be-imagined) child in conditions where 
the needs of self and other are well known (i.e., little-little, little-much,...much-much).  


In the spirit of Wolf (2001, pp. 4-6), Solomon Design (hence SD) aims to enable a check of 
the effect of experimental manipulation (conversation in the present context) and ad-hoc 
control for the effect of participants' exposure to measurement before the manipulation.  


The two-model experimental framework (FM and SD) is presented in Table 2. Group 1 
includes measurements before and after suggestive (accentuation of others' needs) 
conversation (hence 'before' and 'after'). Group 2 enables a comparison of measurements 
'before' and 'after' with small talk instead of suggestive conversation. Group 3 is free from 
exposure to measurement before the suggestive conversation. Group 4 is free from exposure 
to measurement before the small talk. Quite a few informative comparisons can be made 
within this framework. Most informative is an arrangement of all four measurements 'after' 
within a 2 x 2 design, Manipulation x Measurement 'before'. This way, the main and 
interactive effects of the conversation can be inferentially assessed.  
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Procedure   
Following the basics of FM (see Anderson, 1982; 1990; Wolf, 2001), each participant was 
interviewed and questioned individually by a well trained (female) experimenter. These 
sessions took place at school in a small quiet room were both child and experimenter were 
sitting frontally near a small table which fits the human engineering of a child of the specific 
age. The experimenter spent much effort on warming up and calibration. Calibration required 
introducing the graphic rating scale and the end anchors (a smiling face and a face with 
neutral expression), and an exposure of the participant to several demo incidents to practice 
rating (in order to avoid cutting of range). 


Information on a specific level of the needs of two children was included in the 
experimenter's request to imagine serially nine episodes of help-request, where the participant 
(self) is asked by another child (other), same gender same age, to handout an object belongs 
to self. To minimize unaccountable emotional effects, the participant was encouraged to  


 


imagine any child as long as the relation with him or her is not too good or too bad. The 
distinction among not too good and not too bad hypothetical peers was a matter of 
understanding between the experimenter and each participant in his or her own terminology. 
Practically, participants of all ages (kindergarten-6th grade), had easy time thinking of such 
(intermediate) friends. Unlike the traditional approach which focuses on standardization of 
stimulation, the FM approach, which was applied in this study, assumes that a commitment of 
the participant to imagine a peer with whom he or she has intermediate relation should form a 
sample of imagined peers which is more intermediate than a sample dictated by a 'standard' 
protagonist peer presented by the experimenter.     


The imagined object was chosen on the basis of a preliminary personal conversation between 
the child and the experimenter where personally useful objects were listed by the participant. 
Interestingly, the preferred choice of most children whatsoever was computer games. It should 
be noted that the same object to be imagined appeared in all nine situations. As about the object 
requested by the other child, the experimenter approved the use of objects (usually computer 
games) not so important for the child.   


In each episode, the child was told by the experimenter how much both self and other need 
the requested object. This way she specified the level of need (how much the object is 
needed) for each of the two protagonists (little, some or much) at the very moment of the 
request for help. Then, in each episode the participant was asked to estimate the likelihood 
that in such a situation he or she would be willing to give the object to the other child. Order 
of the nine episodes (3 x 3) was incidental; namely, the experimenter switched from one 
incident in the bi-factorial design to another in an order which, according to her view, is not 
hinting to the participant on any function which may connect between the incidents. It should 
be noted that the same peer appeared as the request maker in all nine episodes included in the 
complete bi-factorial design, 'before' and 'after'. That is for sakes of homogeneity of 
stimulation. However, to increase independence between the incidents, the participant was 
instructed to think of a different occasion in the context of each incident.   


More specifically, the experimenter asked the child to imagine situations in each of which when 
he or she is playing with an object a friend is coming over and asks for permission to play with 
the object. In each such episode, the child was instructed to think of a specific level of need of 
himself or herself and a specific level of need of the other child. The experimenter spent much 
effort in an attempt to frame the appropriate quantifiers for each participant using the child's own 
terms. In each of the nine episodes, the experimenter ascertained that the levels of need of the two 
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protagonists are easily recallable. Then, she asked the child how likely (on a 1-10 graphic rating 
scale) is the possibility that he or she would give the game to the other child.   


The independent weight assigned to others' needs is a product of the difference between the 
marginal means of the extreme rows in a 3 x 3 matrix beyond columns, where other (O) is 
rows and self (S) is columns. Similarly, the independent weight assigned to the self (S) is a 
product of the difference between the marginal means of the extreme columns in the same 3 x 
3 matrix, beyond rows. These values of each participant were placed in Equation 3, and the 
product, i.e., the value of SRo, was used as a dependant variable.  


 


Table 2 
Illustration of the Solomon Design  in terms of  the Present Context 
____________________________________________________ 
                                         Experimental Phase 
                   ______________________________________________ 
Groups         Meas.'before'            Manipulation              Meas. 'after' 
________________________________________________________ 
     1              Responses to            Conversation             Responses to      
                       9 episodes                                                   9 episodes 
                    - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -                                                                 
     2             Responses to                                               Responses to    
                       9 episodes                                                   9 episodes  
                    - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -                                                                
 
     3                                               Conversation            Responses to 
                                                                                         9 episodes 
                    - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -                                                                
     4                                                                                Responses to 


                                                                                    9 episodes 
_____________________________________________________________ 
 


As about the conversation, the experimental manipulation, the experimenter asked the 
participant to recall various occasions where he or she requested from a peer some object. 
The child was asked to get to details about the situation, his or her needs, the response of the 
peer, related feelings, etc. Most importantly, using an empathy technique the experimenter 
encouraged the child to speak freely about everything which looks relevant in his or her eyes, 
using own words and own terminology.  


The conversation lasted about 10 minutes. The closing point depended on the experimenter 
impression that the goal of increasing meaningfully the salience of everyone's needs is being 
achieved. Immediately after the conversation the other mini FM experiment was conducted. 
For the participants in the conditions without manipulation (Groups 2 and 4 in the Solomon 
design), a time interval of 10 minutes (similar to the time of the conversation in the other 
conditions, i.e., Groups 1 and 3) between the two mini FM experiments ('before' and 'after') 
was spent on having a small talk with the experimenter. It should be noted that the 
participants of Group 4 there were not exposed to a mini FM experiment, before the 10-
minute small talk. 
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Results and Discussion 


Methodology wise, equated (four) samples are necessary for the application of SD. This kind 
of control is possible by comparing the baseline (before manipulation) measurements 
(Groups 1 and 2 in each of the age groups). Seemingly, Groups 1 and 2 in each age group 
were sampled from the same population, in terms of the related helping schema. In terms of 
SRo, all t tests yielded negligible significance. In most of these tests, the value of t is even 
smaller than 1. The results of the inclusive test of two-way ANOVA are in line with this 
conclusion (F < 1).  


 


Another advantage of SD lies in the option to conduct two examinations of the original 
hypotheses, intrapersonal and interpersonal. The former enables a comparison between the 
measurements after and before conversation, while the latter enables beyond age, i.e., 
developmental, analyses. A combination of the two was made via two-way ANOVA, Age 
(four age groups) x Group (1 and 2), using SRo as a dependent variable. This analysis does 
not reveal any interaction whatsoever, F(3, 221) < 1. The test discloses, however, a strong 
main effect of age, F(1, 221) = 12.67, p < .01, and  a barely noticeable 'after' 'before' 
difference in groups 1 and 2, F(1, 221) = 2.54, p < .05.  


The effect of age overshadows everything else: In contrast with Hypothesis 1, an unexpected 
decrease in the relative weight assigned to others' needs is evident. Follow up analysis in 
terms of Tukey's test isolates three different ages – Kindergarteners, 1st graders, and 3rd + 6th 
graders; the respective means are .61, .58 and .43.  


A clear support for Hypothesis 4 implies clearly from the fact that kindergarteners assigned to 
others' needs greater weight than to their own needs! In terms of external validity, this effect 
might be limited to mid socio-economic children. These children, in their specific 
neighborhood, are exposed to extensive sociability education (see Rushton, 1988; Burwood 
& Wyeth, 1998). They are either taught to take care of their small brother or sister to help 
career centered mother or are taken care by their older siblings. Such learned effect, however, 
if purified experimentally, is in line with the functional assertion that sociability in preschool 
is modifiable (Wolf, 2001).  


A comprehensive examination of the study's hypotheses focuses on the two effects included in 
SD, conversation and, in terms of the ratings 'after' of the four independent groups in all four 
ages. In line with Hypothesis 2, a tendency to view more positively others' needs following 
conversation without measurement 'before' (Group 3) is evident in both measures. A three-way 
ANOVA (Age x Manipulation x Measurement 'before') reveals two meaningful effects: age 
[F(3, 220) = 12.50, p < .001] and conversation [F(1, 220) = 12.49, p < .001]. Content wise, 
these effects reveal two contradicting trends in terms of two age functions (kindergarten to 6th 
grade) – reduction in the relative importance (weight) assigned to others' needs and increased 
social suggestibility (effect of conversation).  


To present a comprehensive picture of these results two modifications were made, one for 
each of the due effects. For the effect of reduction in baseline SRo participants of Groups 1 
and 2 for each of the four age groups were combined (for the participants of the other two 
groups there was a conversation, suggestive or small talk, before measurement). The 
differences between SRo 'after' to SRo 'before' in Group 1 provided an isolated estimate for 
the effect of suggestive conversation. Respective graphical representations are /presented in 
Figure1. 
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Figure 1. Age function in terms of baseline SRo values 
 


Experiment 2: Helping Schemata in vivo 
A preliminary qualitative examination was conducted to prime an account for the decrease 
with age of the relative importance (weight) assigned to others' needs,. A sample of 13 
children from all four age groups was taken for illustrative considerations (four from 
kindergarten and three from each of the three elementary school grades). Each participant 
was interviewed individually. He or she was empathetically encouraged by the interviewer to 
speak freely about occasions where help, in terms of being asked to give a toy or another 
object, was requested by a peer. Evidently, the content of their verbal reasoning (see 
Appendix) became more pragmatic with age. This content seems to reflect an approach 
according to which the child would consider adhering to another child's request for help if 
some potential gain, such as a return of favor or building reputation as a good hearted child, 
is expected.  


This matter reflects an age dependent change from naive to more realistic, pragmatic and 
sophisticated considerations. One related question is why, in terms of Experiment 1, a naive 
approach to others' requests at kindergarten has been reflected in assignment of greater 
importance to others' needs. The answer might be looked for in the make-believe nature of 
the experimental task. The participants of Experiment 1 were instructed and trained to 
imagine a peer's request in each experimental episode. Each such child was then asked to rate 
the degree to which he or she would be willing to comply.  


Naturally, discrimination learning improves as the years go by. Kindergarteners' and 1st graders' 
ability to distinguish between 'as if' and 'in vivo' gestures is not comparable to that of 6th 
graders. The developing child learns to associate possible refusals with social denigration. 
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Socialization teaches such a kid that while there is an unpleasant social price for refusals in 
vivo, no such cost should result from 'as if' rejections.  


 


In terms of the need to form a considerable basis for a comparison between 'as if' and 'in 
vivo', the ideal 'in vivo' task should be as similar as possible to the one used in the 'as if' task, 
i.e., sharing a computer game. However, the task of sharing a computer game did not work 
very well when it was pre-tested in an 'in vivo' condition. For understandable reasons, 
children were willing to hand out only obsolete computer games. Not surprisingly, money 
sharing worked quite well. In fact, money speaks to kids at all ages, even for kindergarteners, in 
a rather generalized and standardized way. A sort of justification for the present decision to use 
a task of money sharing is rooted in some unique quality of the measure of relative weighting, 
i.e., it can reflect validly beyond-task individuals' schemata in the form of their responses to a 
variety of related appearances of other-self everyday life dilemmas (Wolf, 2001).  


On this basis, it was assumed that partial replication of Experiment 1 when the participant is 
required to respond to requests 'in vivo' would reveal a straightforward function where relative 
consideration of others' needs would increase with age. To enable an experimental exploration 
of this sort of reasoning a partial replication of experiment 1 was conducted. This time, 
however, the nature of the task of helping the child in need was concrete, i.e., money giving.  
 


Method 
Participants 
The participants of Experiment 2 were 43 children sampled from a kindergarten (n = 10, 
Mean age = 5:5) and three elementary school grades – 1st (n = 10, M = 6:9), 3rd (n = 12, M = 
9: 1) and 6th ((n = 11, M =11:7)), all reside in the neighbourhoods were experiment 1 was 
conducted. Each of these children did not have a record of social or emotional problems or 
any indication of learning disability; thereby they should belong to a population of similar 
background. 
 
Design, Tools and Procedure   
The quantitative part of Experiment 2 was a partial replication of experiment 1: bi-factorial 
manipulation of the information on the needs of another child (same gender and same class). 
The following three modifications were carried out. 1. Forty coins of 10 Agora (1/10 of 
Israeli Shekel; equivalent approximately to 4 cents) were placed on the table between the 
participant and the experimenter. The child was told that this is a payment for his or her 
participation in the game (experiment). Pre-experimental conversations revealed and assured 
that all participants from all age groups related to this amount of money as valuable.  


Then, the child was asked to think of friends with whom he or she has an intermediary level 
of relations. He or she was then asked to think of one of them who on some occasion is 
asking for some extent of money (depending on the specific condition of the experimental 
model – some or much), provided that the participant needs the money too (to a given extent, 
depending on the specific experimental condition – some or much). The participant's task was 
to give the experimenter a certain number of coins for the friend in need in each of the four 
(others' needs x self needs = 2 x 2) experimental conditions. The experimenter documented the 
amount given in each of these conditions. It should be noted that SD was not replicated in this 
experiment, which was destined to focus on a specific implication of the results of 
Experiment 1. 
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Results and Discussion 


Figure 2 presents descriptive SRo values, produced on the basis of the raw data of 
Experiment 2 (amount of coins delivered to friends in need by children from the four age 
groups). To enable a comprehensive comparison the two respective age related statistics from 
Experiment 1 are presented in the lower part of the table. Evidently, the age function of the 
relative weight assigned to others' needs (SRo) 'in vivo' seems to reflect an increase in 
sociability. The two older groups do not differ from each other; namely the observed increase 
is from age 5 to 9-12. The results of one-way ANOVA for independent samples support this 
impression, F(3, 39) = 3.92, P < .05. Tukey's test supports the conclusion that the children 
from the two older ages (9 and 12) should be included in one category. Overall, the results in 
conditions of social suggestibility (following a suggestive discussion) in conditions of 'as if' 
and in conditions of 'in vivo' giving reflect upward developmental trend while baseline results  
in 'as if' conditions point to a decrease in social attendance to others' needs.   


Further clarifications with regard to the effects of social enrichment until the baseline age of 
the present study, i.e., kindergarten, might provide some clue as to the nature of the puzzling 
decrease in the relative weight assigned to others' needs. Experiment 3 was deliberated to 
provide preliminary insights regarding a couple of related issues. Firstly, replication of the 
findings which relate to kindergarteners; this time in terms of intra-personal observations 'as 
if' and 'in vivo', recalling that Experiments 1 and 2 provided inter-group observations. 
Secondly, exemplification of the viability of some derivation from the above hypothetical 
mechanism, which relates to the unique role of f helping 'as if' in kindergarteners. 


  
Figure 2. An overall view of the results 
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Experiment 3: Purifying Examinations of Kindergarteners 
The two parts of Experiment 3 were deliberated to clarify some aspects of the findings of 
Experiments 1 and 2. Parts 1 and 2 attempted to purify methodological and substantive issues, 
respectively, with regard to kindergarteners' helping schemata.  
  


Part 1: Intrapersonal Replications of Experiments 1 and 2 
The participants in Part 1 of Experiment 3 were 14 kindergarteners (six girls and eight boys, M = 
5:5). They were sampled arbitrarily from the same neighbourhoods where the participants of 
Experiments 1 and 2 were sampled from. They did not have a record of social or emotional 
problems or any indication of learning disability. Thereby their socio-economic background should 
be considered similar to that of the participants of Experiments 1 and 2. 


Part 1 of Experiment 3 was a partial replication of Experiments 1 (as if) and 2 (in vivo). 
Measurement was made via bi-factorial manipulation of information on the needs of other 
and self (details see in the respective sections of Experiments 1 and 2). Namely, there were 
only two levels of needs – little and much. Therefore, there were four incidents in each sub-
experiment ('as if' and 'in vivo'). Each participant met individually with the experimenter. He 
or she was exposed in an arbitrary order to both sub-experiments. The main goal of this part 
of Experiment 3 was intra-individual comparisons Thus there was no manipulation (i.e., 
conversation).  


Table 3 presents descriptive statistics, produced on the basis of the ratings of willingness to 
comply with peers' requests in one of the two sub-experiments and number of coins given to 
peers in-need in the other sub-experiment. The respective statistics of kindergarteners from 
Experiments 1 and 2 are enclosed as well, for friendly comparisons. As can be seen in the 
table, the findings are in line with those of Experiments 1 and 2. Inferential comparisons 
between the respective statistics in Experiment 3 and the former experiments do not refute the 
expected null hypothesis which means an acceptable replication of the original findings, t(22) < 1 
in all tests for independent samples. 
 


Table 3 
Comparison Between Experiment 3 and Experiments 
 1 + 2 in the 'As if' Mode Among all Four Age Groups 
________________________________ 
                                    Mode of Helping 
                               ___________________  
                               As if                   In vivo 
                              _____                   _____ 
                              M   SD                   M   SD 
_____________________________________ 


Exp 3                     .72   19                  .44   .21                             


 
Exps 1 & 2            .62  .15                  .40   .20 
_____________________________________ 
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Part 2: Facilitation of Differentiation Between 'As if' and   'In vivo' 


The participants in Part 2 of Experiment 3 were 15 kindergarteners (7 girls and 8 boys, M = 
5:5), 13 of them participated in Part 1 of Experiment 3, and two other children were  sampled 
from one of the original kindergartens. The procedure took place about two weeks after Part 1 
of this experiment. 


This part of the Experiment was based on the following reasoning. Assumingly, at early 
childhood there is no much differentiation between imaginative reality and outer reality 
and children tend to relate to the content of imagination as if it is part of concrete reality 
(Dilalla & Watson, 1988; Gleason, 2002; Gleason, Sebanc & Hartup, 2000; Jarrold et al., 
1994; Lillard, 1993, Lillard et al., 2000; Nichols & Stich, 2000; Rakoczy, Tomasello, Striano, 
2004).  


Based on another premise, i.e., differentiation learning, it can be assumed that as the time 
goes by children learn to differentiate between 'as if' appeals and requests 'in vivo'. 
Presumably, they become more pragmatic. As such, they are expected to avoid loosing 
face in cases of refusals to help and thus act 'in vivo' in a way which looks friendly. At 
the same time, such a kid is learning that responses in 'as if' conditions are not likely to 
incite social denigration. This hypothetical reasoning might account for the puzzling 
finding which reveals two opposite age dependent trends. Part 2 of Experiment 3 was 
designed to provide a preliminary examination of some aspect of this account. The focus 
was on kindergarteners' assignment of relative importance to others' needs. It was 
hypothesized that suggestive approach by a qualified experimenter should facilitate 
momentarily greater differentiation between 'as if' and 'in vivo' situations, thus reducing 
the importance assigned to others' needs in 'as if' conditions.  


Following the above rationale, the manipulation was based on the 'as if' part of the original 
design. Observations were made of a plain replication of FM as applied in Experiment 1. 
Namely, there was only one group of participants. The added element in the individual 
meeting between the child and the experimenter was a continuous attempt of the latter to 
convince him or her that the to-be-imagined situation is nothing but an 'as if' episode. The 
experimenter mentioned this to the child before the presentation of each of the nine 
measurement episodes and during each episode, just before rating. In accord with the 
expectation there was a meaningful and significant decrease in the relative weight 
(importance) assigned to others' needs, from .72 to .55 following the manipulation, t(12) = 
2.64, p < .05.  
 


Experiment 4: Extending the Upper Side of Age range  
The main line finding seems to require some clarification in terms of age range. Of special 
interest is the nature of 'as if' and 'in vivo' responses in older children. To achieve some 
preliminary insight, 19 8th graders (M = 14:1) participated in replications of Experiments 1 
and 2. Eleven of them participated in a replication of experiment 1 and eight participated in a 
replication of experiment 2; all were exposed to FM without further manipulation.  


The results of the 'as if' condition are in line with the downward developmental trend found in 
Experiment 1: Mean SRo = .27, recalling that the respective values from Experiment 1 at 
kindergarten, 1st grade, 3rd grade and 6th grade are .62, .53, .43 and .37. However, the results 
'in vivo' seem to reflect a change in the steady increase from kindergarten to 6th grade: Mean 
SRo = .51, recalling that the respective values from Experiment 2 at kindergarten, 1st grade, 
3rd grade and 6th grade are .40, .52, .61 and .65. These findings might mark some inverse of  
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the 5-12 year-old children upward trend in conditions of helping in vivo. Noting that 6th grade 
is the last class of elementary school in Israel, the observed downward shift might be due to a 
complex array of factors which deserve special conceptual analysis and methodological 
purification. Of no less importance is the question whether or not the downward trend of 'as if' 
helping stabilizes at later age or changes direction down the stream of development of social 
maturity. 
      


General Discussion 
Programmatic Perspectives 


Sociability is a surname for quite a few terms in contemporary psychology, such as prosocial 
behavior or helping. The frequent use of simple and uncontrollable measures, such as verbal 
reasoning (e.g., Colby & Kohlberg, 1987), might miss the complicated nature of the 
development of sociability, especially in terms of helping schemata (see discussions in 
Anderson, 1996, 2008; Wolf, 2001). FM provides a useful means to extract representations of 
cognitive sociability schemata from a mosaic of ratings of individual participants. Most 
viable is the relative weight (importance) assigned to others' needs, given a hypothetical two-
component schema – others' needs and self needs.  


In the present study weighting preferences were measured in two sorts of occasions, 'as if' 
and 'in vivo'. The very combination of these two sorts of modes can be looked at as an 
innovative way to reflect children's intentions to benefit others. Unlike most of the related 
studies whatsoever, this combination enabled the exposure of two inversed developmental 
trends (kindergarten to 6th grade: a decrease in the relative importance assigned to others' 
needs in 'as if' conditions and two inversed developmental trends – increased social 
suggestibility and an increase in others' importance in conditions of concrete helping. The 
surprise is twofold: the counter-developmental meaning of the age-dependent decrease in the 
importance assigned to others' needs, and the possibility that opposing functions can develop 
under the same phenomenological umbrella. 
 
Theory of Mind     
Theories on the development of social understanding (Gopnik & Meltzoff, 1994, 1997; 
Meltzoff & Moore, 1995) postulate that the child makes an analogy from his or her own mind 
to that of others. He or she acquires knowledge about others via self examination. Muller and 
Runions (2003) criticize the analogy theory and cite Baldwin (1906) according to whom at 
the beginning of development the individual does not differentiate between his or her ego and 
the ego of the other person. From that point on, development takes place in the course of a 
dialectic process via social imitation. Baldwin spoke of gradual differentiation of the self 
from the other and pointed out that this process is derived from continuous social activity.  


Muller and Runions (2003) maintain that the ability to understand the other person’s attitude 
regarding the activity of the self develops through social interaction between parent and child 
and through cooperation with others. A combination between this sort of conception and 
verbal reasoning of children recorded in the present study from all four related ages supported 
our decision to compare make-believe helping with concrete helping. The viability of the 
finding on simultaneous routs of prosocial development taking into account possible ways of 
interaction between them might provide a takeoff point for studies which will confront the 
approach of Gopnik Meltzoff and Moore with that of Muller and Runions. 
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Differentiation and Imagination    
An examination of social influence on kindergarteners' 'as if' choices (2nd part of Experiment 
3) revealed a decrease in the (relatively high) importance assigned to others' needs. A 
possible mechanism which puts helping considerations in 'as if' and 'in vivo' conditions and 
imagination in one theoretical framework is outlined below. According to the basics of 
developmental psychology the important role of imagination and imaginary processing 
(make-believe in terms of the present study) is lessened as the time goes by, especially after 
preschool (Dilalla & Watson, 1988; Gleason, 2002; Joseph, 1998; Perner, Baker & Hutton, 
1994; Piaget, 1962; Rackoszy, Tomasello & Striano, 2004; Richert & Lillard, 2002). 


Naturally, the developing child learns to take into account practical considerations when 
asked for help. The kindergarten participants may have assigned relatively much importance 
to others' needs in 'as if' conditions, for apprehension of social reaction in case of refusals or 
for expectation to receive some reward (Borke, 1971). Assumingly, when such a kid 
accumulates more social experience he or she is expected to allocate less importance to 
imagined reactions. Then, practical considerations which are related to the request for help 
should play greater role than in earlier ages.  
 
Functional Cognition     
One important aspect of the present findings deals with the increase with age of social 
suggestibility since 1st grade. This finding is in line with quite a few successful attempts to 
achieve situational effects on children's helping schemata and responses (e.g., Feshbach, 
1979; Wolf, 1995; 2001). This sort of effect is in accord with Wolf's (2001) exemplification 
of a change in preschoolers' blame schema. However, blame schema does not necessarily 
match, conceptually and methodologically, with helping schema (but see a comment at the 
end of this section). Thus, possible connection between the two sorts of schema and the issue 
of takeoff age deserve further analysis and examination.  


Another issue, i.e., the exemplification of the viability of the notion of functional cognitive 
sociability in a developmental context deserves some programmatic consideration. The 
general term 'cognitive schema' means that an individual's experience and knowledge in each 
meaningful facet of life is encoded, perceived, and serves as a basis for responses to related 
stimulation. A schema is made of molar units which encompass the most salient features of 
the related reality for any individual. Speaking of helping schemata, the needs of other and 
self should have a considerable generality, as was shown in the present study and as is the 
case with culpa and consequences in the context of blame schema (Anderson, 1991a, 1996, 
2008).  The addition of helping schema to the accumulated assortment of empirical 
indications that individuals' organized view of various sorts of reality can be conceived as 
further support to Anderson's (1996, 2008) notion of functional cognition.   


Another relevant notion is Wolf's (2001, 2002) hypothesis of moral modularity. This is a 
prediction that the weighting characteristics of a schema will change as a function of 
situational factors at a given context, such as task and goal. The presently exemplified effect 
of purposeful conversations on helping schema in both directions, upward (Experiment 1) and 
downward (2nd part of Experiment 3) provides further support to this hypothesis. On this basis, 
the advancement of a notion of cognitive modularity, based on Wolf (2001, 2002) is 
recommended.        


With a specific regard to the developmental context, a child's relative weighting of others' 
needs, as a special case of helping schema, should be considered a special aspect of  his or  
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her functional morality (Anderson, 1991a, 1996, 2008; Wolf, 2001). Further elaboration of 
the possibility of overarching moral development and social development under the umbrella 
of the functional theory of cognition and the cognitive developmental approach is of call. 


 
Methodological Considerations 


Critical Remarks    
From a critical methodological perspective one may question the comparability of the two 
tasks – sharing a computer game (Experiments 1 and 3) and giving money (Experiments 2 
and 3). However, if there is no basis for such a comparison, long time ago the literature 
on experimental child psychology should have been focused on only one sort of 
experimental task, to enable comparability. In fact, a comprehensive screening of many 
publications in the leading host of such experimentation, i.e., the Journal of Experimental 
Child Psychology, reveals use of very many sorts of tasks, all seem to share one 
generalized implicit presumption, i.e., that psychological development goes up, not down, 
in many directions whatsoever. The present study revealed a sort of counter-
developmental trend in two replications (Experiments 1 and 1st part of Experiment 3), via 
one of the most prevalent reflections of social or moral development, i.e., make-believe 
schemata (see a review in Wolf, 2001),  


Based on the above reasoning and recalling that quite a few regular developmental trends 
were found via such measures one should suspect the viability of the above mentioned 
criticism, recalling that the two inverse trends, downward and upward, were found by 
means of one experimental model. This model, i.e., FM, enabled an application of a 
standardized (bi-factorial) model and standardizing algorithm to extract a representation 
of relative weighting of others' and self needs from each participant's matrix of the two 
sorts of participants' choices – ratings (Experiments 1 and 3) and number of coins to be 
handed to a peer. 


Two counter-arguments in terms of descriptive statistics can be raised as well. First is the 
similarly quasi-linear shape of the two developmental functions, downward and upward. 
Another counter-argument is the similarity between the standard deviations of the 
quantitative responses in the two modes. Nevertheless, it should be recalled that the 
nature of construction of the two phases of the advancement of the issue in the present 
study was a sort serendipity, i.e., swinging with the flow of foundation. Future 
experimentation on this issue should attempt to construct at least two perfectly similar 
(knowing that nothing is identical in psychological experimentation) tasks for the 
comparison between the two helping modes – sharing games and sharing money. 
 
Methodological Modeling    
The combination of FM and SD enabled within participant, between participants and between 
group comparisons (in terms of age and experimental group). This merger allows a 
comprehensive test of the effect of preplanned manipulation (purposeful conversation) and an 
ad hoc control of the influence of most relevant factor, i.e., measurement before 
manipulation. 


The meaningful findings seem to provide an ad hoc support for Anderson's (1982, 1991c, 
1996) claim that FM offers a valuable tool for the study of functional cognition. In the 
present study this method enabled an instructive reflection of children's helping schemata,  
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based on a mosaic of responses produced on the basis of multi-factorial experimental design. 
As exemplified in the onset of Experiment 2 (see appendix) this method gains from 
simultaneous recording of children's verbal reasoning (see Carpendale, 2000, on the relevance 
to the cognitive developmental approach), which provided complementary qualitative data. 
Furthermore, the inversed developmental functions found in this study seem to provide an 
empirical support for the claim (Wolf, 2001) that cognitive schemata should be related to as 
an overarching concept for both rating responses (as if) and concrete choices (in vivo). 


Another important methodological note should be referred to the outstanding work of Gilath, 
McCall, Shaver and Blascovich (2008) on possible scientific gain from the study of the 
connection between prosocial tendencies and virtual reality. These researchers used a tool 
called Immersive Virtual Environment Technology (IVET), which they claim has important 
methodological advantages, such as precise measurement, easing across participants 
replication and high ecological validity. Such qualities appear to offer a valuable method for 
an experimental study of the development of prosocial behavior. However, any attempt to use 
this tool for related issues should begin with thorough analysis of similarities and differences 
between pretending, imagination and virtual processes. 


 
Prospective Regards and Applied Implications 


Much empirical purification should be made as a precondition to any attempt to illustrate a 
viable mechanism of prosocial decisions and processing. Most imperative is an analysis of 
the presumed connection between the age dependent relative role of two substantive aspects 
of cognitive development – imaginary processes and relative weighting of the two 
components of helping schemata – the needs of others and self). Systematic research on the 
role of emotional states in helping and as a part of the developed sociability is recommended 
as well (Bretherton, Fritz, Zahn Waxler & Ridgeway, 1986; Leiman, 1978; Mikulincer et al., 
2005). Ffurther research should focus on overarching (unification of) moral education and 
sociability education as well (e.g., Eisenberg-Berg, 1979; Ruiz & Valejos, 1999). 


A number of cognitive developmental writers offer educational implications of their approach 
(Gelman, 1969; Kohlberg & Turiel, 1971; Rest, 1986; Tirri, 1999). Such suggestions are 
based on their substantive premises, one of which is that cognitive development should be 
approached in terms of stages. A special case of this view implies that at an early stage of 
development, presumably preschool, a sort of egocentricity (which can be looked at as a 
special case of centration) is expected.  


The indication that kindergarteners can assign meaningful importance to others' needs does 
not accord the cognitive developmental presumptions of stages and egocentricity (see 
Buckley, Siegel & Ness, 1979). Nevertheless, for reasons mentioned in the former section, 
caution is urged when raising applied suggestions in terms of sociability education, based on 
these findings. While casting doubt on the widely used educational and deductive means 
derived from the postulates of the cognitive developmental approach, the present findings do 
not imply that these postulates are not applicable. Practically they are. Most educational and 
teaching programs all over the globe are based on these postulates, explicitly or implicitly. 
This fact, however, does not negate the possibility that some cautious recommendation from 
the present findings might prove applicable as well.  


One may begin with a derivation from the (present) findings which exemplifies an increase in 
the weight assigned to others' needs following a short term purposeful conversation. Repeated 
educational intervention like those applied in the present study or in the study of Wolf (2001),  
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which used fables as a means for the facilitation of weighting shift, might empower 
sociability and prosocial behavior. Empowering children's ability to take others' view, i.e., 
empathy, might take place as another means for that purpose (Coke, Batson & McDavis,  1978; 
Feshbach, 1979).. 


Further implications of such an approach are noted by Rushton (1988), who showed that 
prosocial behavior facilitate independent and autonomous thought in children from families 
with warm and nurturing relations (see also Burwood & Wyeth, 1998). Role playing can be 
instrumental for such educational move as well (Selman, 1976). Children’s participation in 
role-play, including an analysis of anti-social events, may develop the child's ability to 
experience events from the other person’s perspective (Looft, 1971; Piaget, 1932/1965).  


The present findings support a recommendation to undertake another way to develop social 
awareness by means of a game that accompanies a conversation (Rubin & Pepler, 1982, 
1991). Supposedly, such communication process would achieve an additional goal. That is, a 
responsible adult would serve as a model for empathetic communication. According to the 
social learning approach, the child is influenced by model figures and tends to imitate them 
(Astor, 1994; Bandura, 1973, 1986). Originally, these researchers dealt with the imitation of 
aggressive behaviors, but such powerful effect (i,e., modeling) should apply to prosocial 
behavior as well (Radke-Yarrow, Zahn-Waxler & Chapman, 1983). Children's special need 
for reward and approval is liable to add an element of operant learning which should 
reinforce learning of empathy. 


Based on Idisis and Wolf (2002), educators can allocate more attention to their role as models 
for meta-judgment of their own sociability. This seems to suite the constructivist (cognitive 
developmental) postulate which deals with children’s need to find meaning within themselves 
and to build inner learned knowledge (Barret-Lennard, 1993; Basch, 1983; Berger, 1984; 
Tuch, 1997). 
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Appendix 
Verbal Reasoning of a Sample of 13 Children from the Four Age Groups* 


Kindergarteners 
1. I was very angry at my mother since she gave presents to my friends and I cried because we 
bought them. What’s the point? It wasn’t a birthday party where you give presents. I asked my 
mother to tell them to give back the presents because I didn’t want to give the presents, because I 
wanted to play with them. I really wanted to play with them and because of my mother I lost them. 


2. My brother asked me for a snack and I didn’t give him. Later on I found out that he also got 
something that I like a lot. I asked for it and he said: “You didn’t give me either.” I told him that I 
didn’t give him the snack because I didn’t know that he is going to have something I would want.  


3. I had a candy bar and I gave it to a friend. I did it because I don’t collect the covers of this 
specific candy. 


4. If I had a lot of toys I would give the ones I have twice. I would give Itamar and possibly Nir 
[names of friends], and all my friends except for Peleg [another friend]. Peleg hits me…I wouldn’t 
give him because he has a lot and he has more than me and if I would give him a lot he would beat 
me. If he had 40 toys and I had 160 I would give him 100 and then he would have more; then 
Itamar would have 140 and I would have 60, so I wouldn’t give him even 40 toys. If he ever comes 
close to having the same amount as I have I wouldn’t give him. 
 


Grade 1 
The following narratives seem to provide examples of more pragmatic considerations in 6.5 
year-old children: 


1. I would like to have lots of friends and so I have to give them lots of things. I’m sad when they 
give me lots of stuff and I can’t give them anything. I really want to give them. When I have 
something like money I give everyone an equal share because I don’t like it when I have a lot more 
and it’s also not fair for me to have less and for them to have more. 


2. At the spring fair I asked my mother to give me money and she gave me. When the fair was 
over I gave my mother eight Shekels [Israeli money] which I did not spend. I get 20-30 Shekels 
from my mother every week. I save it so that when I’m big I can buy a palace to live there with my 
mother, and I’ll be able to buy games for my kids. If my they are good kids I’ll buy them lots of 
things, even if it costs 1,000 Shekels. I’ll give them whatever they want if they behave well, even 
if they want a dog. 


3. I brought a Game-boy with me to school and Idan [a friend's name] asked if he could play with 
it. I gave it to him because he’s my best friend and he also says that I’m his best friend. I’m happy 
to give him the game because he gives me pizza. I give him the game and he gives me his. I am 
happy because I like his game. 
 
 


--------------------------------------------------------------------------------------------------------------------------------- 
 


* Free translation from Hebrew 
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Grade 3 
Considerations beyond give-and-take rational, which focus mainly on the satisfaction 
involved in giving are reflected in the following narratives: 


1. I always give the other kids things in the middle of class time. Kids ask me for rulers 
and scissors, as if I’m the only girl in the class. Every time a friend of mine needs it I give it to 
her. Just like my mother gives to people in need. She helps needy people. Many people help needy 
people. There is a storage place full of clothes. These people [the donors] feel good for donating. It 
makes them feel good to donate. Like [the prophet] Moses, if he didn’t give to anyone, if he was 
bad like Pharaoh, then at the end there would be no Jewish nation. We would still be slaves. If God 
hadn’t created Moshe Israel would not exist. The person who receives the donation also feels 
good. He is happy that people are donating all kinds of things that he needs. If no one donates, all 
poor people who have no jobs would die at the end. They need houses like everyone else and they 
live off of those clothes. They sell it to get some money. 
2. I really wanted to play with my sisters. Yesterday I decided to give them a present. After I gave 
it to them I remind them that I gave them things that they really want and so they should give me 
something in return. It's not fair that only I give them and they get everything. It doesn’t matter 
what they give me. You have to give and not just receive. They give me all sorts of things that they 
get for their birthdays. They let me play with them even when they don’t want to. I love very much 
giving them because I am glad when they are happy. I am also very happy when I help someone. 
Even if I don’t like the person I know that I helped him. He’s also happy because possibly people 
don’t help him; maybe people don’t really love him and he doesn’t get any attention, but he gets 
attention from me.  


3. I have friends who ask me for all sorts of things. I like being generous since I feel good when 
they are happy because I gave to them. I give them things that I don’t need so much. I give my 
sister the pens that I don’t need and don’t want. My mother gives me earrings that she doesn’t 
really need. 


 
 
Grade 6 
Narratives like those presented above, which reflect quasi-altruistic considerations mixed 
with practical considerations, are presented below: 


1. Mother asked me to help preparing the party of my sister’s birthday and I helped her. 
Sometimes it’s fun to help. It was also fun to prepare balloons and drinks. Preparing games for the 
kids beforehand was fun too. Sweeping is less fun. I brought all the cars and superheroes to my 
cousin because he loves superheroes and it made me happy that he was happy, but also because I 
didn’t need the cars or the superheroes anymore.  


2. When we went to the store I asked a boy from another school for money. He gave me two 
Shekels. I was happy. I asked my brother for money to go to McDonald’s. We always pay for each 
other. If he gives me I give him too. He distributes newspapers so this is money that he earns. If I 
take his money all the time then he won’t have any left at the end! And vice versa, if I would be 
working I would want him to pay me back. When I needed a colored shirt she gave it to me 
because she knew I would give it back. 


3. My friend asked if he could borrow money from me. I gave him the money and he returned it to 
me. He’s the one that wanted to return it. I told him he didn’t have to. He needed the money to get 
in to a movie. I am willing to lend up to 10 Shekels, because otherwise it’s a bit absurd for me to 
give him all the money for a movie. I got a card for free gifts in the mail. I’m willing to give this 
because I don’t need it. I don’t need it and my friend does, so I give it to him. 
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The above mentioned study of Wolf (2001) was conducted within a combination between 
two experimental frameworks – FM and Solomon design (Campbell & Stanley, 1963; 
Shadish, Cook & Campbell, 2001; hence SD). The former was used to achieve a valid and 
valuable measurement before and after conversation, and the latter served as a bi-factorial 
framework for an overall assessment of three possible effects – measurement before 
conversation, conversation, and interaction between the two.  


The FM methodology requires, as detailed in the first empirical section below, a series of 
ratings; each rating is made in response to an incident where one child harms another one. 
The FM design included a series of such incidents arranged in the form of bi-factorial (2 x 2) 
design. Each of the four incidents included information on a specific combination of intent and 
damage (two levels each) and the participants rated the blameworthiness of the perpetrator. The 
relative weight (moral ratios) assigned to intent, which was computed on the basis of all four 
ratings, provided a numerical representation of each participant's blame schema. The moral 
ratios in the bi-factorial table presented by Wolf (2001, p. 6) expose an increase in the weight 
assigned to intent as an interactive function of measurement before and conversation.  
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Abstract: With scathing commentaries like Mark Bauerlein’s The Dumbest Generation: How 
the Digital Age Stupefies Young Americans and Jeopardizes Our Future, or Don’t Trust Anyone 
Under 30 presenting a troubling portrait of current college students, it is not surprising that so 
many professors lament the apathy, overblown and unwarranted confidence, and remedial skill 
levels of today’s cohorts.  Although it is undeniable that growing numbers of students, largely 
members of the Millennial generation, seem to feel profoundly special and worthy, it remains the 
responsibility of modern professors to engage and motivate these students using strategies like 
formative assessment and differentiated instruction, updated curriculum and delivery methods, 
and campus-wide accountability measures such as Student Learning Outcome (SLO) 
assessments.   
Throughout the past five years, we have developed the named strategies in our composition 
courses; the results have been astonishing.  We have watched self-proclaimed haters of English 
engage with their studies, develop ownership of their educational paths, evidence pride in their 
academic successes, and adopt personal responsibility.  To elicit such dramatic revolutions, we 
utilize formative assessment techniques and specifically tailored feedback methods in our 
transfer and pre-transfer courses.  These strategies, as Larry Ainsworth and Donald Viegut 
suggest in Common Formative Assessments: How to Connect to Standards-Based Instruction 
and Assessment, allow us to accomplish the following goals: 


(1) determine what standards students already know and to what degree; (2)  
decide what minor modifications or major changes in instruction [we] need to 
make so that all students can succeed […]; (3) create appropriate lessons and 
activities […]; and (4) inform students about their current progress in order to 
help them set goals for improvement.  (23) 


When students understand that their professors are genuinely reading their work, evaluating their 
progress, and differentiating instruction so that it is specific to both the needs of individual 
students and particular course sections, they instantly become more invested in their own and 
their fellow classmates’ growth.  Since Millennials are known for their “strong team instincts and 
tight peer bonds,” as well as favoring “the teaching of values in schools – including honesty 
[and] caring,” solidifying a seamless cohort and a genuine connection to a professor concerned 
with forthright feedback and student achievement are benefits from formative assessment that are 
especially appropriate for targeting modern students (Howe and Strauss 44, 188).   
The formative assessment techniques we share in this paper emanate from years of 
experimentation at both community colleges and universities in Southern California and the 
United Arab Emirates.  We are not only outfitted to discuss the impact of these strategies on 
improving student success; as faculty who are integrally involved in the generation, assessment, 
and campus-wide progressions involving SLOs, we are also both particularly well-equipped to 
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note the significance of our teaching and assessment strategies in personal, department-wide, and 
campus-wide accountability efforts.  By discussing specific processes and assignments relating 
to formative assessment, peer and instructor feedback, and modern curriculum and delivery 
methods, this presentation provides numerous practical strategies to improve student success, 
instructor confidence and aptitude, and campus-wide accountability and collegiality.   
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With scathing commentaries like Mark Bauerlein's The Dumbest Generation: How the Digital 
Age Stupefies Young Americans and Jeopardizes Our Future, or Don't Trust Anyone Under 30 
presenting a troubling portrait of current college students, it is not surprising that so many 
professors lament the apathy, overblown and unwarranted confidence, and remedial skill levels 
of today's cohorts.  According to Elizabeth G. Hill in “Back to Basics: Improving College 
Readiness of Community College Students,” “A large percentage of students do not overcome 
their basic skills deficiencies during their time at [the California Community Colleges]” (2008, p. 
1).  This unfortunate circumstance not only impacts students who are failing to achieve at the 
college level, but it also affects their instructors who struggle to find ways to effectively teach, 
engage, and motivate their charges.  The lack of overall student success can be seen in Virginia 
S. Lee’s review of Kathleen F. Gabriel’s Teaching Unprepared Students: Strategies for 
Promoting Success and Retention in Higher Education.  Here, Gabriel mentions this shocking 
statistic: “70 percent of students who took at least one remedial course in college do not obtain a 
degree or certificate within eight years of enrollment” (2009, p. 171).  This apparent widespread 
failure on the part of both individual students and the higher education system as a whole 
ultimately falls on the shoulders of instructors, who struggle to balance academic standards and 
their own personal connection with students’ varying goals and levels of motivation.  Although it 
is undeniable that growing numbers of students, largely members of the Millennial generation, 
seem to feel profoundly special and worthy, it remains the responsibility of modern professors to 
engage and motivate these students using strategies like formative assessment and differentiated 
instruction, updated curriculum and delivery methods, and campus-wide accountability measures 
such as Student Learning Outcome (SLO) assessments.   
 
The formative assessment techniques we share in this paper emanate from years of 
experimentation at both community colleges and universities in Southern California and the 
United Arab Emirates.  We are not only outfitted to discuss the impact of these strategies on 
improving student success; as faculty who are integrally involved in the generation, assessment, 
and campus-wide progressions involving SLOs, we are also both particularly well-equipped to 
note the significance of our teaching and assessment strategies in personal, department-wide, and 
campus-wide accountability efforts.  By discussing specific processes and assignments relating 
to formative assessment, this presentation provides numerous practical strategies to improve 
student success, instructor confidence and aptitude, and campus-wide accountability and 
collegiality.   
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Brian P. Hall, in “Trying to Engage Students Can Break Your Heart,” paints a troubling portrait 
of today’s college students.  He begins, “Many students enter my developmental English classes 
knowing that they are deficient in the basic skills of reading, writing, and critical thinking” 
(2009).  While Hall’s observations are relevant to the experiences of some students, they are also 
limiting in the sense that many students enter basic skills courses genuinely surprised by their 
placement and their overall lack of skills.  This sense of surprise can be largely attributed to what 
Neil Howe and William Strauss explain as the Millennial sense of being “special.”  In 
Millennials Rising: The Next Great Generation, Howe and Strauss note that “older generations 
have inculcated in Millennials that they are, collectively, vital to the nation and to their parents’ 
sense of purpose” (2000, p. 43).  This feeling of “specialness” may explain Hall’s continued 
discussion of his classroom experiences: “when these students come into my class, they expect to 
be able to arrive a half-hour late; to not have to worry about an attendance policy; to be able to 
talk, eat, text, and sometimes threaten one another without my holding them accountable.”  Most 
modern college students learn upon their entry that they are not only academically deficient, but 
they are also lacking an understanding of how to succeed in college in terms of even basic 
behavioral expectations.  Because of students’ dearth of level-appropriate academic and social 
skills, instructors become responsible for instilling this information through introducing 
accountability techniques in the classroom.  Of course, when students recognize that their 
professors are not invested in them, or that there are not any immediate or long-term 
consequences for their individual actions, students tend to take their educational paths less 
seriously and are less invested in how much or little they learn.   As educators, it is our job to 
ensure that our students are constantly and consistently held accountable.  But how do we hold 
our students accountable, taking into consideration the various facets of the Millennials and the 
challenges that come with teaching this targeted group of individuals?  
In our classes, one of the most effective methods we utilize to help students learn about 
accountability measures is formative assessment.  Larry Ainsworth and Donald Viegut, in 
Common Formative Assessments: How to Connect to Standards-Based Instruction and 
Assessment, employ a 2003 National Education Association (NEA) study to explain why 
students benefit from formative assessments for learning: 


In the context of classroom assessment, however, one key purpose can be to use 
assessment results to inform students about themselves.  That is, classroom 
assessments can inform students about the continuous improvements in their 
achievement and permit them to feel in control of that growth.  Thus, classroom 
assessments become assessments for learning.  Teachers involve their students in 
the classroom assessment process for the expressed purpose of increasing their 
achievement. (2006, p. 26)   


Because many students enter college classes facing a discrepancy between what they believe to 
be their skill levels and the reality of their often lower placement, using formative assessment 
techniques in the classroom enables students to understand their placement level and chart their 
own progress, and these techniques afford instructors the opportunity to open lines of 
communication with individual students.  The traditional mode, assessment of learning 
(summative assessment), involves utilizing the results of assessment to categorize learners and 
schools (i.e. an introductory placement test or standardized testing).  On the other hand, the 
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currently touted technique of assessment for learning (formative assessment) provides instructors 
and students with the opportunity to use information from the assessment to help learners 
improve their skills.  Through assessment for learning, students gain a sense of ownership, 
develop a clear understanding of relevant expectations, and track their own achievement.  The 
composition classroom can present an ideal backdrop for formative assessment. 
From the first class period, students are introduced to the concept of self-evaluation through 
Student Information Forms (see attachment 1).  On these forms, students provide basic 
information ranging from their names and contact information to more in-depth details about 
their future goals, intended majors, and histories with courses in the discipline.  The answers to 
these questions allow instructors to engage individual students by reflecting on their personal 
strengths, weaknesses, and past experiences.  Additionally, these forms enable instructors to 
initiate for students “what Piaget calls the process of ‘de-centering’” (Lunsford, 2003, p. 301).  
In “Cognitive Development and the Basic Writer,” Andrea Lunsford expands on “de-centering” 
by recounting Lee Odell’s definition.  In the following passage, Odell defines “de-centering” and 
Lunsford evaluates:  


“Getting outside one’s own frame of reference, understanding the thoughts, 
values, feelings of another person; …projecting oneself into unfamiliar 
circumstances, whether factual or hypothetical; …learning to understand why one 
reacts as he does to experience.”  Although children first begin to “de-center” as 
early as the preoperational stage, egocentricity is still strong in the concrete stage, 
and, indeed, we apparently continue the process of “de-centering” throughout our 
lives.  (2003, p. 301) 


Here, with the help of Lee Odell, Lunsford illustrates the process that students struggle to 
accomplish in early college courses.  Upon entry, many students are socially immature and focus 
their attention on doing well based on their interest in a given course.  Through the student 
evaluation forms, instructors can obviously appeal to the centered, self-serving interests of 
entering students.  However, the unexpected result of these forms is that they enable instructors 
to help students de-center by opening a line of communication with the instructor.  This 
connection between the student and instructor is built on a developing sense of trust.  Through 
this relationship, students learn to look outside of their individual interests, seek assistance, and 
achieve improvements.  The constant employment of formative assessment tasks allows 
instructors the opportunity to continue these kinds of positive trends throughout the semester. 
In the composition classroom, one of the prime opportunities for integrating formative 
assessment exists in holistic scoring activities.  Students better understand the comments they 
receive on their formal writing assignments when they have the opportunity to provide similar 
feedback to their peers.  According to Sadler, “for students to be able to compare actual 
performance with a standard […] and take action to close the gap […], then they must already 
possess some of the same evaluative skills as their teacher” (Macfarlane-Dick and Nicol, 2006, 
p. 204).  In our basic skills and transfer-level courses, we commonly provide sample student 
essays from past semesters.  Students read the selected essays aloud in small groups of four to 
five and make comments on specific components such as the thesis statement, paragraph 
structure, and source integration.  Once they have completed reading the paper and making 
individual comments, the group is provided with one copy of the same rubric that will be used to 
assess their out-of-class essays on this subject.  The students in each group must not only come 
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to consensus on each graded section, but they must also justify the scores that they assign.  
Ultimately, the class discusses together the individual and overall scores awarded.  After the 
class grades the paper as a large group, the instructor compares and contrasts the class’s grade 
with the actual grade the paper received and provides specific insight into how that grade was 
achieved.  Often, there is a disparity between the grades that the students and the instructor 
assign; interestingly, students regularly drop the overall grade by at least one full letter!  The 
juxtaposition between students’ and instructors’ impressions of sample essays evidences the 
importance of students possessing evaluative skills that are similar to their instructors’ 
techniques, such as Sadler mentions.  When students evaluate the work of their peers, 
particularly when those peers are not in the same class, they are able to de-center, to learn from 
the strengths and weaknesses of their peers, and to apply what they gather to their own work.  
Because the students are not formally graded on their assessments of the sample student work, 
and because this process occurs in advance of the submissions of both the rough and final drafts, 
this activity is a low-stakes formative assessment that helps them become self-regulated learners.  
Zimmerman and Shunk explain that “the more learning becomes self-regulated, the more 
students assume control over their learning, and the less dependent they are on external teacher 
support when they engage in regulatory activities” (Macfarlane-Dick and Nicol, 2006, p. 205).  
This phenomenon can be easily seen as students repeat the sample student essay activity 
throughout the course.  During the first experience, some students are unable to sufficiently 
justify the scores they give or create major discrepancies throughout the class-wide scoring 
system.  Also, the instructor often has to provide more in-depth rationale regarding the overall 
grade.  However, by the second or third exercise, students grade much more efficiently, are able 
to explain the scores they give, and find themselves in line with the instructor’s grading 
standards.  By listening attentively to students’ comments throughout this activity and helping 
them identify how to use what they learn in this process to improve their own papers, instructors 
can use this technique as an effective formative assessment.    
One of the most frequently touted formative assessment techniques involves the integration of 
clear rubrics.  Because we use rubrics to grade each of the formal essays in our composition 
classes, we also introduce the rubric for each unit to students during the sample essay exercises.  
By showing students these rubrics early in each unit, we can ensure that they clearly understand 
the requirements for the assignment; this results in higher paper grades and improved student 
achievement overall.  In fact, we often allow students to help shape the rubrics during the sample 
essay activities.  Although the instructor sets the overall format for the rubric, the students’ 
feedback often results in minor changes to the initial rubric.  For example, if students already 
have been taught a specific grammatical skill and are still showing signs of struggling with that 
skill as a group, the instructor might include a separate section on the rubric covering this 
particular skill.  When instructors pay attention to the specific needs of each individual cohort, 
they are able to create a sense of buy in from the students.  Ainsworth and Viegut highlight this 
process here:  


Because the students helped refine the rubric, they understood the criteria more 
thoroughly than they did before.  They were noticeably more motivated than 
usual, and they were better prepared to actually produce the corresponding quality 
work because they understood what was expected.  Last, they anticipated 
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receiving the type of specific feedback on their performance that would show 
them how to improve in the future. (2006, p. 83) 


Since students actively help shape the rubric, they better understand what is expected of them on 
each assignment.  Subsequently, the quality of student work improves.  While students have a 
hand in modifying the rubrics, the instructor provides the general format for the rubrics, which 
commonly include identical sections; for example, we use content and development, grammar 
and mechanics, and research and formatting (see attachment 2).  Since each unit for the course 
encourages students to bolster a new set of research and/or writing-related techniques, the 
structural similarities in the rubrics help students and their instructors easily chart areas of both 
progress and strife.  The synchronicity and consistency of the content and format of the rubrics 
should also “reflect the concepts and skills that the teacher emphasized in class, along with the 
teacher's clear criteria for judging students' performance” (Guskey, 2003).  Uniformly organized 
and clearly articulated rubrics enable students to connect expressed instructor expectations to 
their individual performances.  As Susan M. Brookhart explains in How to Give Effective 
Feedback to Your Students, “Clarity is important; students need to understand the feedback 
information as you intend it” (2008, p. 32).  Because they are clearly worded and organized, 
these rubrics prompt self-reflection and academic advancement on the part of the students.  
Students use these rubrics to not only identify uniform standards with their peers and instructors 
during the sample student essay activities, but they also can easily evaluate their own progress, 
thus becoming more self-regulated in their learning processes, as they chart the development or 
stagnation of their skills on subsequent assignments. 
Once students have had the opportunity to review sample essays and the associated rubrics, and 
then ultimately submit their final drafts, students participate in one final formative assessment: 
self-evaluation questionnaires.  The self-evaluation questionnaire is generally comprised of the 
following questions: (1) How would you describe your writing and thinking process for this 
essay? (2) What kinds of activities and assignments helped you formulate and develop your main 
idea?  How did they help you? (3) How satisfied are you with the final essay? (4) What are your 
essay’s main strengths and weaknesses?  Be specific. (5) What would you continue to work on if 
you had more time?  (6) Summarize my comments on your last essay.  How did you use those 
comments to improve your writing on this essay?  When answering these questions, students 
elaborate on their strengths and struggles throughout the writing process, how they integrated 
previous instructor and peer comments while drafting, and which classroom activities supported 
their learning most effectively.   For instructors, these questionnaires are extremely beneficial to 
read in tandem with grading the students’ formal essays.  The instructor can provide feedback on 
the essay draft, on the rubric, and on the questionnaire.  Regularly, instructors can learn which 
assignments were most helpful to students, whether or not the student is being realistic about his 
or her progress, and how or if the student is using previous instructor feedback to improve.  
Ainsworth and Viegut suggest that “Common formative assessments give teachers the timely 
data needed to provide students with the ‘educational booster shots’ of differentiated instruction” 
(2006, p. 5).  When they review these questionnaires, instructors are able to differentiate 
instruction based on their knowledge of individual students’ perceptions of their current strengths 
and weaknesses.  Additionally, instructors can integrate more activities similar to those that 
students mention as being helpful for past assignments, and they can troubleshoot and even set 
up individual or small-group conferences with students who are struggling with particular skills.  
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The self-evaluation questionnaires, combined with additional formative assessments, help 
students become more invested in the course and in their overall success in college. 
One of the most well-known trends in evaluating individual students’ overall success in college 
is through student learning outcomes (SLOs).  Formative assessment techniques can actually be 
extremely beneficial when measuring SLOs.  At this stage, most faculty are familiar with student 
learning outcomes but often see them as a burden rather than a helpful tool that they can actually 
use to benefit students.  Stan Katz (2009) mentions a solution here, in his article “Assessment in 
Higher Ed”: “My own preference would be to establish a process of formative evaluation in 
which the measures helped us systematically to improve teaching and learning, to produce better 
outcomes.  But of course if the measures are mainly aimed at accreditors, or employers, or 
alumni, I think that the whole process is less educationally useful.”  Developing such a process, 
where formative assessment is used particularly by academic departments to assess SLOs, is a 
feasible goal.  One strategy that we have used successfully involves creating a standard rubric for 
the research paper assignment in freshman composition.  The process begins formatively when 
students receive and review a sample essay with the same rubric that will be used to evaluate 
their formal research papers.  Because they have the opportunity to develop similar evaluative 
skills to those of the instructors, and because they understand the assignment more effectively 
based on their use of the rubric, this preparatory activity fosters students’ improvement on their 
final assignments.  Ultimately, after completing this exercise, greater numbers of students 
receive higher SLO scores.  This trend benefits not only individual learners but also the 
instructors who take the time to cover these formative tasks and as a result receive higher class 
averages with formal SLO assessments.  Ainsworth and Viegut identify several benefits of using 
common formative assessments in ways that connect to the SLO process.  The authors suggest 
this: 


Grade-level and course/department teams use the results of common formative 
pre- and post-assessments: (1) to diagnose student learning difficulties; (2) to set 
individual teacher goals as well as team goals for student improvement; (3) to 
identify and share effective teaching strategies to accomplish these goals; and (4) 
to plan ways to differentiate instruction so that all students can succeed on 
subsequent formative assessments and on final summative assessments. (2006, p. 
24)      


When academic departments develop common formative assessments early in the semester, 
individual instructors can begin introducing those exercises to students in non-threatening, low-
stakes circumstances.  Students’ repeated exposure to similar assessments allows them to better 
understand the methods through which they are evaluated and to become more comfortable with 
the testing environment overall.  Furthermore, instructors can utilize the results of early 
formative assessments to determine not only the areas in which their students are successful but 
also those in which the students need further instruction.  Instructors also can identify both 
individual goals for improvement in their courses as well as department-wide goals for increased 
success overall.  Because the formative assessments begin early in the semester, instructors have 
the opportunity to share effective teaching strategies for particular skills amongst themselves 
before final summative assessments take place and scores are recorded.  Stan Katz elucidates this 
common circumstance relating to SLOs: “Most of these institutions report that they had already 
‘articulated a common set of learning outcomes for their students,’ but that they used their 
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assessment data mostly ‘to fulfill accreditation requirements.’”  This widespread but dire 
depiction of SLOs can be easily altered with the integration of formative assessment.  When 
instructors communicate with each other and work together to create effective formative 
assessments and teaching strategies, they alter the perception of SLOs across their campuses; 
instead of fulfilling a useless accreditation mandate, instructors can empower their students, their 
colleagues, and themselves through consistent, well-planned formative assessment.   
As today’s youth embrace high-tech wonders and continue to amuse themselves through 
networking tools available on the World Wide Web such as Facebook and Twitter, one stops to 
ponder this: must we, as educators, appeal to the Millennial students’ minds by embracing 
various technological gizmos and by trying to amuse our students in the classroom?  According 
to Siva Vaidhyanathan, an associate professor of media studies at the University of Virginia, the 
answer is simply No.  “There’s this expectation that your No. 1 job is to pander to this exotic 
alien consumer.  At that point, you cease being a teacher and you are simply selling yourself to 
an audience that might not be interested in buying” (Hoover, 2009).  What we have learned 
through our teaching experiences is that rather than trying to “sell” ourselves, we can bridge the 
gap between what students have to learn versus what they want to learn by using formative 
assessment and differentiated instruction techniques.  Throughout the past five years, we have 
developed a variety of formative assessment strategies in our composition courses; the results 
have been astonishing.  We have watched self-proclaimed haters of English engage with their 
studies, develop ownership of their educational paths, evidence pride in their academic 
successes, and adopt personal responsibility.  To elicit such dramatic revolutions, we utilize 
formative assessment techniques and specifically tailored feedback methods in our transfer and 
pre-transfer courses.  These strategies, as Larry Ainsworth and Donald Viegut suggest, allow us 
to accomplish the following goals: 


(1) determine what standards students already know and to what degree; (2) 
decide what minor modifications or major changes in instruction [we] need to 
make so that all students can succeed [...]; (3) create appropriate lessons and 
activities [...]; and (4) inform students about their current progress in order to help 
them set goals for improvement. (2006, p. 23) 


 
When students understand that their professors are genuinely reading their work, evaluating their 
progress, and differentiating instruction so that it is specific to both the needs of individual 
students and particular course sections, they instantly become more invested in their own and 
their fellow classmates' growth.  Since Millennials are known for their "strong team instincts and 
tight peer bonds," as well as favoring "the teaching of values in schools - including honesty [and] 
caring," solidifying a seamless cohort and a genuine connection to a professor concerned with 
forthright feedback and student achievement are benefits from formative assessment that are 
especially appropriate for targeting modern students (Howe & Strauss, 2000, pp. 44, 188).  By 
taking the time to create and implement a variety of formative assessment techniques in the 
classroom, instructors not only improve overall student success, but they also enhance their 
teaching skills, their relationships with colleagues, and their campuses’ overall reputations.   
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STUDENT INFORMATION FORM 
 


Please complete this sheet and return it to me. 
 
NAME: _____________________________________________________________________ 
  First   Middle   Last 
 
NICKNAME/NAME YOU PREFER TO BE CALLED: _______________________________ 
 
CONTACT INFORMATION: 
 
_____________________________________________________________________________ 
 Email Address   Contact Phone # (don’t forget area code) 
 
DO YOU HAVE ANY DISABILITIES OR SPECIAL NEEDS THAT REQUIRE 
ACCOMMODATION? 
 
_____NO  _____YES  _____PREFER TO DISCUSS IN PERSON (PLEASE SEE ME) 
 
IF YES, PLEASE ADVISE: ______________________________________________________ 
 
_____________________________________________________________________________ 
 
AGE GROUP: ____ 17-21 ____22-25  ____26-30 ____31-40 ____41+   
 
____ PREFER NOT TO ANSWER 
 
EDUCATION 
 
WHEN AND WHERE WAS THE LAST ENGLISH CLASS YOU TOOK? __________________ 
 
_______________________________________________________________________________ 
 
MAJOR: ___________________________  MINOR: __________________________ 
 
DO YOU PLAN ON TRANSFERRING TO CSU, UC, OR ANOTHER UNIVERSITY TO EARN A 
HIGHER DEGREE?  
 
____YES  ____NO  ____UNDECIDED AT THIS TIME 
 
WHAT IS THE HIGHEST DEGREE YOU WISH TO EARN? __________________________ 
 
WHAT IS/ARE YOUR FAVORITE SUBJECT(S) OR SPECIAL AREAS OF STUDY? 
_____________________________________________________________________________ 
 
_____________________________________________________________________________. 
 
WHAT DO YOU HOPE TO GET OUT OF THIS COURSE? ___________________________ 
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_____________________________________________________________________________.  
 
IS THERE ANYTHING SPECIAL LISTED IN THE COURSE SYLLABUS OR TEXTBOOKS IN 
WHICH YOU HAVE A PARTICULAR OR SPECIAL INTEREST?  ___________________ 
 
_____________________________________________________________________________. 
 
IS THERE ANYTHING IN THE COURSE SYLLABUS THAT YOU DON’T UNDERSTAND OR 
WISH TO DISCUSS?  COMMENTS?  __________________________________________ 
 
_____________________________________________________________________________.   
 
IS/ARE THERE ANY PARTICULAR TOPIC(S) LISTED IN THE SYLLABUS OR TEXTBOOKS 
THAT YOU ARE NERVOUS ABOUT OR FEEL MAY BE DIFFICULT FOR YOU?  
 ____YES  ____NO 
 
IF YES, WHAT IS/ARE THE TOPIC(S)?____________________________________________ 
 
______________________________________________________________________________ 
 
_____________________________________________________________________________.  
 
PLEASE TELL ME A LITTLE ABOUT YOURSELF (GOALS, HOBBIES, INTERESTS, MUSIC, 
ETC.): _______________________________________________________________________ 
 
_____________________________________________________________________________ 
 
_____________________________________________________________________________ 
 
_____________________________________________________________________________.  
 
STUDENT AGREEMENT: I have read carefully the entire syllabus for this course.  I understand the course 
objectives and requirements, the grading standards, the general schedule of assignments, the expectations for student 
conduct, the Turnitin.com policy, and all policies regarding attendance, participation, and due dates.  My enrollment 
in this course entails that I will comply with these policies throughout the duration of the semester.   
 
_____________________________________________________________________________ 
NAME           DATE  
 
 
PROFESSOR’S NOTE:  
THANK YOU FOR TAKING THE TIME TO COMPLETE THIS QUESTIONNAIRE.  THIS INFORMATION 
WILL ENABLE ME TO GET TO KNOW YOU ALL A LITTLE BETTER AND TO TAILOR MY 
INSTRUCTION AND LESSONS TO MEET YOUR NEEDS.  PLEASE FEEL FREE TO COMMUNICATE WITH 
ME (IN PERSON, VIA E-MAIL, DURING OFFICE HOURS, ETC.) WITH ANY QUESTIONS OR CONCERNS 
YOU HAVE ABOUT THE CLASS, COURSEWORK, REQUIREMENTS, ETC.  I LOOK FORWARD TO 
WORKING WITH YOU THIS SEMESTER!   
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Grading Rubric for English 010 – Essay #2 
 


Key Exemplary 
(A) 


Good 
(B) 


Satisfactory 
(C) 


Needs Improvement 
(D) 


Unsatisfactory 
(F) 


Content 
 


All aspects of the 
essay question fully 
addressed: visual 
description, tone, 
audience, strategies  
 
Develops ideas 
thoughtfully and 
thoroughly 
 
Uses excellent and 
thought provoking 
examples 


Many aspects of the 
essay question 
addressed: visual 
description, tone, 
audience, strategies 
 
Most ideas 
developed in detail  
 
 
Uses appropriate 
examples 


Most aspects of the 
essay question 
addressed: visual 
description, tone, 
audience, strategies 
 
Attempt to develop 
most ideas 
 
 
Sufficient use of 
examples 


Major aspects of the 
essay question 
unanswered: visual 
description, tone, 
audience, strategies 
 
Most ideas are 
undeveloped 
 
 
Weak/irrelevant 
examples 


Fails to address the 
essay question: 
visual description, 
tone, audience, 
strategies 
 
Ideas are 
undeveloped and 
irrelevant 
 
No examples given 


Grammar and 
Mechanics 


Consistent use of 
standard writing 
conventions  
 
 
Consistent use of 
appropriate sentence 
boundaries 
 
 
 
Consistent use of 
appropriate s/va  


Consistent use of 
standard writing 
conventions but 
with some errors 
 
Mostly consistent 
use of appropriate 
sentence boundaries 
 
 
 
Mostly consistent 
use of appropriate 
s/va 


Satisfactory use of 
standard writing 
conventions 
 
 
Satisfactory use of 
sentence boundaries 
but with some 
fragments and/or 
run-ons 
 
Satisfactory use of 
appropriate s/va 


Lacks consistent use 
of standard writing 
conventions 
 
 
Significant and 
consistent 
fragments and/or 
run-ons 
 


Significant and 
consistent s/va 
errors 


Lacks use of 
standard writing 
conventions 
 
 
Sentences lack 
boundaries and 
create unclear 
meaning 
 
 
Writing lacks 
appropriate use of 
s/va  


Structure and 
Organization 


 


The essay presents a 
clear, well-developed 
thesis statement and 
essay map 
 
Paragraphs exhibit 
clear topic sentences 
and effective use of 
specific examples 
 
Paragraphs clearly 
and consistently 
support and develop 
the main point 
 
Uses clear, consistent 
transitions  
 
Essay includes a 
clear, well-developed 
introduction, body, 
and conclusion 


The essay presents a 
thesis statement and 
essay map 
 
 
Most paragraphs 
exhibit proper 
structure and use of 
relevant examples 
 
Paragraphs 
adequately support 
and develop the 
main point 
 
Uses clear 
transitions 
 
Essay includes a 
clear introduction, 
body, and 
conclusion 


The essay presents a 
thesis statement and 
essay map but lacks 
consistent focus 
 
Some paragraphs 
exhibit adequate 
structure and use of 
examples 
 
Some paragraphs do 
not support or 
develop the main 
point 
 
Attempts to use 
transitions 
 
Essay includes an 
introduction, body, 
and conclusion 
 


The thesis statement 
and essay map are 
unclear and/or 
irrelevant 
 
Most paragraphs do 
not exhibit adequate 
structure or 
examples 
 
Most paragraphs do 
not support or 
develop the main 
point 
 
Uses inconsistent 
transitions 
 
Introduction, body, 
and conclusion 
unclear 


The essay lacks a 
thesis statement and 
essay map 
 
 
Paragraphs lack 
structure and 
examples 
 
 
Paragraphs are 
unrelated to the 
main point 
 
 
No transitions used 
 
 
Essay lacks an 
introduction, body, 
and/or conclusion 


 
______ (-5) Prewrite  
______ (-10) Peer Review 
 
Total Score:       /100                                Notes:      
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The Use of Civil Discourse to Facilitate Liberal Arts and Liberal 
Education 
 
Troy A. Romero, University of Nebraska at Omaha, USA  
Judy S.Harrington, University of Nebraska at Omaha, USA 
 
 
Abstract: Over the last decade or so, several factors have affected the “attractiveness” of liberal 
arts universities such as the rise in post-secondary vocational institutions, legislation directed at 
educational requirements, a focus on the hard sciences, technological advances, and the 
floundering economy.  The combined impact of these factors has affected students’ motivation to 
attend a liberal arts university.  For example, the vocational school path where there is usually a 
two-year commitment to study specifically the material that will prepare them for their line of 
work compared to a liberal arts’ four/five/six-year commitment to take classes in humanities, 
social sciences, and natural sciences, which may or may not be necessary for their career choice, 
makes the vocational path very appealing.  In response, there has been a general push to make 
the traditional college more utilitarian, a movement that is packaged as Liberal Education.  
Liberal education, defined by focusing more on general processes that are necessary in students’ 
lives after college, certainly has its benefits; however, the authors argue that it should still be 
grounded in the content-focus of a tradition liberal arts approach.  Such a liberal arts approach is 
critical because it provides a deep, broad, and well-rounded education that results in students 
who are civic-minded, socially conscious, and, ultimately, better leaders.  While liberal 
education appears to be a necessary and useful path, the liberal arts connection need not be lost.  
This paper introduces a class project that utilizes both for a sophomore-level core-curriculum 
course.  In 2006, Dr. Judy Harrington and I began what turned out to be a capstone project for 
our Life Span Development course – the Civil Discourse Project.  Originally, the project started 
as a means to develop critical thinking and intrinsic motivation for student learning.  However, 
after refining the project over the last three years, the project has evolved into a multifaceted 
teaching and learning tool that embodies the characteristics of both liberal education and content-
dependent qualities consistent with the liberal arts tradition.  This paper will outline changes in 
education over the last decade that have affected liberal arts education in the U.S., the 
distinctions between liberal arts and liberal education, and the evolution and key elements of the 
civil discourse project.   
 
Keywords: Civil Discourse, Liberal Arts, Liberal Education,  
 
 
Introduction 
Changes in recent years have influenced how the liberal arts are incorporated into higher 
education.  Different educational options in higher education, legislative mandates, and 
economic factors have all negatively affected the presentation/engagement/promulgation of the 
liberal arts.  At the same time, a new concept has been conceptualized that is commonly linked 
with liberal arts – Liberal Education; however, the connection between the two is not as implicit 
as it appears.  These two concepts are not the same, and some have argued that the latter is not a 
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good addition, but these authors feel both are necessary, and they can be used together 
successfully to achieve the best of both.  A liberal arts curriculum should be designed to develop 
the content, and each specific class and projects should be used to deliver both the content and 
process.  While doing so can take effort, it is currently being done.  The liberal arts element need 
not be neglected.  General Education (Gen Ed) courses, which are typically the vehicle to deliver 
the liberal arts content to every major in a four-year university, need to be carefully adhered to 
and ensured to give that general, necessary knowledge.  It is within each class, whether it be Gen 
Ed or major-specific, that course projects can be assigned that test content knowledge and also 
develop process skills.  It is in this thinking that the idea of the Civil Discourse was born for the 
authors’ Life Span Development classes.   This paper will discuss a few of the factors that have 
influenced liberal arts education over the last decade or so.  It will then discuss the distinctions 
between liberal arts and liberal education.  Lastly, it will highlight the development of a capstone 
project in a class that is part of a two year, content-focused, core-curriculum that marries both the 
concepts.     
 
Factors that Influence a Liberal Arts Education 
While this is certainly not a comprehensive list, there are four factors that have had the largest 
effect on the direction of higher education, and liberal arts education specifically.  Note, these 
factors are not presented in any specific order, and in most cases they overlap.  Having said that, 
one factor that has affected liberal arts universities is the rise in vocational institutions.  
Vocational colleges are not new, but the focus on marketable work skills that eschews the 
“unnecessary” classes has appeal to many recent high school graduates because it appears to be 
parsimonious.  Vocational colleges that shorten the education process have utility.  The average 
eighteen year old would probably see this as an enticing option. 
 
Legislative changes have also influenced how liberal arts are utilized in our educational system.  
The most prominent of the legislation is the No Child Left Behind Act (NCLBA), which 
essentially rewarded/punished school districts based on their students’ proficiency in reading and 
math.  So, naturally, schools focused more in those specific areas, to the detriment of the liberal 
arts classes (Finn et al., 2007). The Obama administration is currently calling for reform in the 
NCLBA because of the unintended consequences of the law. Proposed changes will allow for 
other academic foci that will be geared to preparing students for college, expanding from the 
limited focus of just math and reading.  It wasn’t just legislation, however, that directed the focus 
away from liberal arts content.   
 
Over the last 20 years, there have been unprecedented advances in technology.  As exciting as it 
has been, the boon has had an interesting impact on liberal arts education.  First, we have access 
to information in an instant.  Before the internet, books and teachers were the bastions of 
information.  Now, students have laptops and cell phones that leave them a few keystrokes away 
from Wikipedia. The information that is accessed is unfiltered, and accuracy and ownership of 
knowledge seem to be secondary concerns.  Second, there are so many new industries and jobs 
that have blossomed from the technological advancements.  While it is difficult for companies to 
keep up with identifying what is needed now and in the future, it is particularly difficult for 
colleges.  This is part of the lure of the vocational colleges that can focus on such changes and 
cater to the IT-gifted, who as a group tend to favor the trade off of liberal arts classes for 
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industry-specific classes.  Lastly, the technology disconnect has changed how we communicate 
with each other.  It is common when waiting at a stop light to see someone in the next car talking 
on a cellular phone or texting a message.  While the technology is changing, the need to 
communicate with each other will not go away.  Research has shown that people communicate 
differently when they are not face to face (Daft & Lengel, 1984; Lea & Spears, 1991; Postmes, 
Spears & Lea, 1998; Short, Williams, & Christie, 1976; Spears & Lea, 1992).  The skills 
necessary to expresses one’s opinions and attitudes, and engage in a civil manner over email or 
through blogging are quite different than doing so in person. The potential deterioration of the 
ability to effectively communicate may be a sad result of technology, and there is a clear need to 
address its inherent drawbacks.     
 
The last factor, which is interconnected with the previously mentioned factors, is the slumping 
economy.  When jobs are scarce and money is tight, some decisions seem to be clearer.  
Although vocational schools are typically expensive, the direct payoff is evident – and the 
dangling carrot of a paycheck in two years is very enticing.  Furthermore, when federal and state 
budgets are constricted, everyone feels the pinch, including school systems.  So, already under-
funded schools found themselves with even smaller budgets (Ferrero, 2007).  The lack of money 
encouraged schools to focus more on reading and math, the main benchmarks used to assess 
funding for K-12.  
 
Liberal Arts and Liberal Education 
The changes mentioned above have resulted in a narrowing of career education.  This is 
particularly troubling considering that often the students who decide on the narrower career 
options will be among groups already marginalized in society. That is, students who are more 
likely to choose a vocational or community college are demographically more likely to be ethnic 
minorities and have low socioeconomic statuses.  Furthermore, it is believed that success in any 
profession may be more likely for students who have a liberal arts education, which contributes 
to a broad and deep general education that prepares them to engage in all the dialogues of life 
(Baratz-Snowden, 2007; O’Sullivan, 2009).   
 
In the spirit of the liberal arts, a new approach has developed that is intended to promote broad 
intellectual and personal development – liberal education.  While there are some similarities, 
liberal arts and liberal education are different concepts.  Liberal arts describes content, where the 
focus is to give students a base of general knowledge in a variety of fields so that they can better 
analyze, evaluate, and integrate the broad education (O’Sullivan, 2009).  Historically, the content 
of the liberal arts is the trivium (grammar, logic, and rhetoric) and the quadrivium (arithmetic, 
geometry, astronomy, and music) (Greater Expectations, 2002).  Liberal education, on the other 
hand, characterizes a process: the development of fundamental and generalizable skills such as 
communication, analytical and problem-solving skill, and the ability to apply knowledge in a 
real-world setting (Ferrero, 2007; Greater Expectations, 2002; O’Sullivan, 2009; Walsh & Cuba, 
2009).   
 
There has been some momentum behind the liberal education approach.  The biggest push has 
come from the Association of American Colleges and Universities (AAC&U), the largest 
organization in the United States devoted to undergraduate education.  In 2005, AAC&U started 







International Journal of Arts and Sciences  
3(14): 106 - 117 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
a major liberal education initiative, LEAP, an optimistically titled acronym that stands for 
Liberal Education and America's Promise.  According to a presentation by Carol Geary 
Schneider, AACU President, on March 2, 2010, at the University of Nebraska at Omaha, college 
graduates do not lack knowledge, they lack real-world skills (e.g., communication, ethics, social 
responsibility, etc.).  This deficit leads to an emphasis on short-term goals.  A study conducted 
by Hart Research Associates (Raising the Bar, 2010) for the AAC&U indicated that 89% of 
employers want employees with improved written and oral communication skills, 75% wanted 
employees with greater ethical decision-making, and 79% wanted employees with the ability to 
apply knowledge in real-world settings.  Schneider argues that more of a focus on liberal 
education will empower students and prepare them for life after school by developing the 
processes that lead to strong intellectual and practical skills that can be used across different 
milieu.    
 
Despite its clear benefits, there is controversy that suggests that liberal education takes some of 
the focus away from the critical elements of the liberal arts.  To focus on the process but not the 
content waters down the meaning that should be associated with a liberal arts college 
(O’Sullivan, 2009).  However, it is the assertion of this paper that it is possible to have the best 
of both of these approaches.  It is possible to have common content-based curricula, where 
faculty organize courses into a coherent pattern that will provide depth and breadth of 
knowledge, and to have a liberal education-based focus that cultivates the process of integrating 
what students learn.  In fact, we feel that a quality university education requires that both are put 
together.  The last part of this paper will outline our efforts to fit a liberal education into an 
already established content-focused program at the University of Nebraska at Omaha.    


Civil Discourse Capstone Project – Delivering content AND 
process 
For the marriage of content and process to work, a shared content-based curriculum is 
mandatory.  Fortunately, this is the case for traditional liberal arts universities, and it was true of 
the university for which this project was born, the University of Nebraska at Omaha (UNO).  The 
class for which the civil discourse was designed had the extra benefit of being a part of the 
Goodrich Scholarship Program (GSP) that had its own curriculum designed to supplement the 
general education delivered by UNO.  So, before discussing the class project used to bring the 
liberal arts and education together, it is prudent to discuss the general, shared education our 
students receive as being part of the GSP.   
 
GSP was started in 1972 and is a state-funded, merit-based scholarship program that provides 
essentially a full-ride scholarship for applicants who meet financial need requirements and are 
Nebraska residents who have fewer than 31 earned college credits.  Each year, GSP selects 
approximately 70 scholars.  The program consists of seven faculty, two staff members, and three 
graduate teaching assistants.  As a condition of accepting the scholarship, Goodrich Scholars are 
required to take five Goodrich courses that are taught by Goodrich faculty in which only 
Goodrich Scholars can enroll.  This curriculum is designed with a specific purpose, which 
follows a coherent, systematic approach to a body of knowledge that supplements the liberal arts 
focus of the university.  In the liberal arts tradition, the curriculum is designed to give Goodrich 
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scholars depth and breadth in areas that are important for them as students and as citizens in a 
larger community, regardless of their formal major. 
 
In addition to having small classes that promote frequent student-student and student-professor 
interaction, GSP classes are tiered in terms of content (Appendix A).  The first semester classes 
are designed to acclimate students to college life, to build on their necessary academic skills 
(Writing Intensive), and to start them on a journey of perspective taking.  The first perspective 
that is explored is through their own eyes.  The assignments that are given in the English courses 
(1150 and 1160) allow students to compose papers that develop and refine their writing skills, 
but the topics they write on are designed to allow them self-description/exploration. This focus is 
continued in Autobiographical Reading and Writing, where students write about and read to 
others their own stories. The second semester in Goodrich continues the theme of a personal 
perspective, but through the lens of their cultural experiences as shown in a six-hour humanities 
class.  The third and fourth semesters in Goodrich result in a change in perspective once more.  
In Social Issues, students explore issues that impact them arising from interactions in society. In 
Life Span Development, students explore their own life journey through study of developmental 
theory and life span concepts. 
 
This curriculum is designed to give each student the same basic, general knowledge we feel is 
necessary for all citizens, all students who will someday earn a bachelor’s degree.  In this way, in 
our program, the liberal arts is very much alive, very much a critical part of our students 
education.  However, we feel that the key elements in liberal education outlined above are 
critical too, which is why we take efforts to develop and utilize class assignments that develop 
those process skills necessary in a post-academic life.  One new project that we developed for 
Life Span Development is the focus of this article, the Civil Discourse.   
 
Civil discourse is essentially an engaged conversation where the purpose is to enhance 
understanding.  Civil discourse is our ability to have conversations about topics upon which we 
disagree as well as our ability to listen to each others’ perspective.  Although using civil 
discourse as a project was new for our class, the concept of civil dialogue as an important skill in 
society, which if used correctly can hone knowledge and broaden perspectives, is not new.  In 
fact, this is one of the oldest activities utilized by scholars.  The Socratic Method, which dates 
back to before 400 BC, used dialogue and strategic questioning to explore and identify the 
weakness or ignorance of interlocutors’ positions on abstract concepts (Benson, 2000; 
Brickhouse, 2000; Guthrie, 1968).  This method is still used by teachers today, particularly in 
graduate law programs. In a similar vein, the concept of deliberation, particularly with regard to 
politics, is a critical tool to achieve a more refined and knowledgeable viewpoint (Dewey, 1927; 
Habermas, 1983). Deliberation relies on rational and voluntary discussions of informed citizens 
(Min, 2007), and the discussions require egalitarianism, critical reasoning, and active listening 
(Kim, Wyatt, & Katz, 1999).  By whatever name, the process of engaging in a civil conversation 
on compelling and abstract topics has become a tried and true practice in the real world, and it 
improves our ability to refine and make arguments, ultimately improving the quality of our 
opinions (Price, Nir, & Cappella, 2002; Cooper, 2007).  Thus, the implementation of such a 
project is certainly in line with the liberal education paradigm. 
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The main impetus of the Civil Discourse Project occurred during a conversation between Dr. 
Judy Harrington and myself in 2006.  We were both teaching Life Span Development and were 
brainstorming new ways to engage our students while continuing to cultivate their critical 
reasoning and the bond they had with each other.  We noticed that within our respective classes 
our students knew each other well, but they tended to be less familiar with the Goodrich Scholars 
in the other classes.  So, instead of creating a learning community among the entire entering 
class, sometimes smaller pockets of student networks would form.  Overall, this is not 
problematic, but Dr. Harrington and I decided to take advantage of the fact that we were offering 
the same course during the same semester to bring both classes together.  The result of that 2006 
discussion was to assign a “class vs. class” debate, where her class and my class would debate 
each other on a controversial life span topic. 
 
We chose to incorporate a debate for three main reasons.  First, a debate allowed our classes to 
prepare independently of each other.  Because our classes met at different times on the same day, 
we had to maximize the amount of time each class could work independently and minimize the 
amount of time we would have to bring the two classes together.  The debate allowed us to 
prepare our classes independently and arrange a one-time debate day that was agreed upon by 
each class early in the semester.  Second, a debate lent itself to several of the key themes in the 
life span course.  As with any social science, there are several issues that don’t have a clear right 
or wrong option.  Thus, a more thorough understanding of the topic could be developed through 
looking at the topic from more than one perspective.  Third, we felt the debate format would be 
engaging for our students.  We designed the debate so that students could vote on the topic they 
were to debate from a list of appropriate topics.  While the topic was open to vote, the side each 
team would argue would be decided by a coin flip.  This reinforced the concept of perspective, 
which the Goodrich curriculum cultivated.  Originally, we felt that setting up a debate would 
increase the motivation for the project.  That is, the competition that is inherent in a debate on a 
topic of their own choice seemed to be a formula for increasing students’ intrinsic motivation. 
 
In order to incorporate debate into a class that was traditionally based on lecture and small group 
discussion, we designed several mini-debates among teams within the classroom.  Through the 
mini-debates, we were able to teach the students the basic paradigm of debates, develop their 
skills in that format, and get them prepared for the capstone project for the course, the class 
versus class debate.  As expected, the inaugural debate in 2006 engaged students.  They were 
very motivated for the project and reported satisfaction with the change to the curriculum.  Thus, 
one of the goals of the project, to engage students, was successful.  Also, it was clear based on 
the reports that were required before the actual debate and the arguments that were posed in the 
debates that students composed and developed critical reasoning in the process of preparing for 
the debate.  Lastly, it also appeared that the students were given a lesson in “perspective-taking.”  
This was concluded from both the performance in the debate and the qualitative feedback 
collected from the students after the debates were over.  Remember, the students voted on the 
topic they were going to debate, but the actual side they had to defend was selected by chance.  
Thus, while students may have picked a topic they were excited about, many had to defend a side 
that they did not agree with.  This was purposeful; oftentimes people do not look for 
confirmatory evidence or arguments against their own beliefs.  The process of having to argue a 
side for which is one does not agree was intended to broaden perspective.  The feedback we 
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collected, pointed in this direction.  So, naturally, Dr. Harrington and I were very pleased with 
the new project.  However, as we soon discovered, change was coming.  
 
The following year, in 2007, we continued with the debate design.  Students continued to be 
engaged, and results indicated that critical reasoning continued to be used.  However, we began 
to notice that students were overwhelmingly focused on the need to win.  The class discussion 
following each debate typically revolved around students asking, “Who won?”  Initially, we 
thought this interest in the process was evidence towards its effect.  But, we found that students 
became increasingly dogmatic, and strangely they found their side more compelling after having 
debated even if not so strongly before the debate; the goal of the debate was to open their minds, 
but we weren’t sure this is what was happening.  It was in 2008 that we both noticed that all of 
the goals we were trying to cultivate from the debate were not being met. 
 
The onset of 2008 proved promising for our debate project.  Since moving to a debate for a 
capstone project, we incorporated the Presidential and Vice Presidential debates into the 
semester.  Because we typically used contemporary issues to illustrate the importance of their 
learning in our classes, linking our nation’s tradition of having the candidates meet in a public 
forum to discuss the most pressing issues in a debate seemed natural.  However, after watching 
each of the debates, Dr. Harrington and I realized that the status quo we had established in 2006 
needed refinement.  Just as what happened in our classes, it was apparent that the national 
debates resulted less in actual learning and more in pundits deciding who won; with the criterion 
often being “the person didn’t do as badly as expected.”  Despite the connection between the 
course project and real life, it was clear that the third goal, and probably the most important, was 
not being met.  Students were not opening their minds and evaluating a topic from many 
perspectives.  Instead, they began to focus on the artificial dichotomy that a debate creates.  Just 
as the presidential debates had done, we allowed our students to focus on winning and less on the 
process of exploring various perspectives; American politics perhaps best exemplifies what 
happens when people have little knowledge in common, share few values, and have scant interest 
in what others think. It was at this point, after realizing that the debate was falling short from 
cultivating real and applicable perspective taking, that the idea of a Civil Discourse was born.   
 
As mentioned earlier, the motivation was to create a project that engaged students, stimulated 
critical reasoning, and developed perspective-taking.  Ultimately, we wanted to continue to build 
on the common content provided by the curriculum with a project that fully reinforced a liberal 
education – we wanted to refine the project so that it would be an effective aid to learning in the 
class and generalized to their everyday life.  The debate, while engaging, wasn’t real-world – at 
least it wasn’t what we felt real-world should be.  In a debate, there are two sides and someone is 
supposed to win – but in life, there usually are not always clear “sides” and winning comes from 
a better understanding of the topic for all involved.  The answer seemed to be civil discourse, 
where everyone is given a voice AND the skill of listening to others is encouraged for learning to 
take place.  
 
The civil discourse, more so than the debate, allows students to, in many ways, take the role of 
the teachers of a certain perspective by self-report.  Similar to the design described for the class 
debate, students are given a list of relevant and relatively controversial topics from which they 
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will vote to use as the topic for the discussion.  Unlike the debate, students are not divided into 
teams in the discourse.  Instead, students are encouraged to learn about and be prepared to 
discuss all aspects of the topic.   
 
There are two main elements to the discourse.  First, students are expected develop and use the 
skill that is associated with discussing a complex and sometimes controversial topic.  This 
requires the ability to listen, identify a premise and the following arguments, quickly and 
critically identify how information they know relates to the topic, and then retain all this 
information while waiting to add their information to the discussion.  These are obvious skills 
that should accompany any educated person, and these are the skills that are required in this 
project.   
 
The second main element to the discourse is to be able to deliver and demonstrate a strong grasp 
of class-specific content.  The topics that are used in the discourse are, oftentimes, very familiar 
topics – this sometimes adds to the students’ motivation to discuss them.  However, just because 
the topics are familiar, the research that should accompany them usually is not.  Outside of an 
academic environment this can be a big issue because of the tendency to form opinions without 
knowing the issues completely.  So, the civil discourse design requires students to research a 
topic thoroughly, specifically through the lens of Life Span Development.  Students are required 
to associate theories, scientific concepts, and formative and contemporary research to engage the 
other students.  
 
On the day of the discourse, students are charged with introducing the topic, identifying the 
critical issues associated with the topic, and discussing the merit of each of the issues.   
The first part is more structured so as to provide the necessary background information for 
students and guests who watch the presentation.  A moderator (typically the professor) will 
introduce the students and the topic to be discussed.  Then, the students will give an overview of 
the topic and key issues that are associated.  The last part of the discourse is less structured and 
follows a “Meet the Press” format; students in the discourse begin discussing the key points.  In 
order to ensure that students are ready for the project, they are required to hand in an outline of 
critical discussion points on their topic before the actual discourse takes place.  It is the role of 
the moderator to know the major points of the topic and ask questions of the civil discourse panel 
to test their knowledge of a topic and to ensure as much of the topic is addressed as is pertinent.  
In many cases, the role of the moderator is to also ensure that the Life Span content directly 
connected to the discourse.   
 
The evaluation of student performance in the civil discourse takes two forms.  First, they are 
evaluated on the civil discourse itself, which includes the concise and clear display of their 
knowledge of the topic, the use of Life Span content in the discourse, the civility of the 
discussion, and the display of critical reasoning.  The second form of evaluation is from a paper 
they turn in prior to the discourse.  As alluded to above, each participant is required to turn in a 
paper that outlines the topic and each main issue associated with the topic.  Each student is also 
asked to identify and discuss their position on the topic. While each student is evaluated 
individually on both of these elements, they are all encouraged to collaborate on the project.   
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Future Directions 
The Civil Discourse Project has continued to evolve since it first began to take form in 2006.  
While we like the direction it has taken, we understand that it still requires refinement.  
Originally, the motivation of the project was to engage students, stimulate critical reasoning, and 
develop perspective-taking.  Preliminary analyses from students and from informal discussions 
with each other have indicated that the most refinement in the coming semesters should be 
placed on making the discourse a bit more engaging. Critical reasoning and perspective taking 
appear to be at high levels, but the discourse has proven to be less exciting than the debate design 
from which it was developed.  One way we have addressed this up to now is by compiling a list 
of potential topics that are intrinsically compelling, and we always try to include topics that 
incorporate current events so as to keep students interest.  Related to this, we also allow the 
students to choose the topic they will discuss.  The ownership of the topic has proven to be a 
means to get student interest in the project.  Having said that, we feel that the more we can 
engage the students in the project, the more they will benefit. 
 
One way we plan to improve engagement is to involve the audience more in the discourse itself.  
As mentioned before, the original model followed a “Meet the Press” format.  While the students 
indicated that they found it very informative, it could be a bit dry.  So, instead of simply having 
the moderator ask questions, future iterations of the discourse will have discourse participants 
field questions from the audience.  In fact, this technique was implement for the spring 2010 
session and proved to be very effective.   
 
Further, the authors are considering having students who compose the “audience” take a quiz on 
the topic addressed directly after the discourse.  In this way, the discourse substitutes a class 
lecture where the students in the discourse act as the teachers, so to speak.  By having a quiz at 
the end of the session, everyone is still responsible for the material.  We expect that this should 
keep the audience tuned into the discourse.  In fact, we may pass out the quiz before the 
discourse begins, which should facilitate questions throughout the discourse.    While the quiz 
itself will not be extensive, it will serve as a litmus test for the information that is supposed to be 
delivered during the discourse.  After we implement these changes, we will compare feedback 
that we collect from students to see which refinements need to be made afterwards.       
 
Regardless of the refinements we make, the civil discourse will continue to be a work in progress.  But, 
ultimately, this is how it should be.  As has been discussed in this paper, higher education has changed, so 
it should follow that how we deliver education should change as well.  According to Walsh and Cuba 
(2009), experiential learning opportunities enrich college students’ education, and they are needed to 
prepare them with skills that they will need after they graduate. Recall earlier the report for the Colleges 
and Universities (AACU): 89% of employers want improved written and oral communication skills, 79% 
wanted ability to apply knowledge in real world setting, and 75% wanted better ethical decision making, 
(Schneider, C. G. talk).   While there are many tools that are needed in this area, we feel that civil 
discourse is certainly one.  A civil discourse can develop these skills because it avoids the trappings of 
“winning” on potentially heated topics among knowledgeable individuals and focuses on developing 
problem solving, critical reasoning, and ultimately a heightened understanding of the topic. These are 
skills needed in real world topics, where there isn’t always a right and a wrong side.  Further, because 
there is an emphasis on specific course content that needs to be displayed in the civil discourse, this model 
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allows the depth and breadth of content knowledge.  Thus, the civil discourse demonstrates how a liberal 
education and a liberal arts focus can coexist.      
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Appendix A 
Summer (if required):  
English Comp Prep (no credit), Reading Improvement (2 credit hours) 
 
1st Semester:  
Academic Resource Seminar (no credit); Autobiographical Reading & Writing (3 credit hours); 
English Comp 1150 or 1160 (3 credit hours) 
 
2nd Semester:  
Perspectives in Modern U.S. American Culture (Humanities) (6 credit hours) 
 
3rd Semester:  
Social Issues (Social Science) (3 credit hours) 
 
4th Semester:  
Life Span Development (Social Science) (3 credit hours) 
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Motivational Climate and the impact on Health-Related Fitness 
Outcomes of Youth Participants 
 
Wendy Cowan, Athens State University, United States 
Yvette Bolen, Athens State University, United States 
 
 
Abstract: Achievement goal theory research presumes that a classroom goal structure influences 
students' adoption of achievement goals and related cognitions and behaviors. Motivational 
climate plays a significant role as a determinant of sports participation and behavioral patterns in 
relation to reasons for continuing to contribute to a task or sport. The purpose of this study was 
to evaluate the effect of motivational climate on boys’ and girls’ heath-related fitness scores. The 
research hypothesis stated that youth in a mastery-oriented climate would have greater positive 
changes in health-related fitness scores than youth in a performance-oriented climate when 
controlling for gender, age, and goal orientation. The study assessed 206 fourth through eighth 
grade physical education classes in four North Alabama schools. Classes were randomly 
assigned to a mastery- or performance-climate. Mastery climates focused on individual 
improvement while performance climate emphasized performance. The study utilized a 
randomized control group pretest-posttest design using measurements of motivational style as 
described in the Task and Ego Orientation in Sport Questionnaire, the Perceived Motivational 
Climate in Sport Questionnaire, the Children’s Attitudes towards Physical Activity 
Questionnaire, and the Presidential Challenge test. Multiplicative interaction terms were 
constructed using the variable representing the groups, age, gender, goal orientation, physical 
activity attitude, and pretest score. The extent to which there were interaction effects was tested 
using hierarchical regression. Unstandardized partial regression coefficients and their level of 
significance were examined to assess the contribution of the main effects. R2 and the effects of 
the independent variables were considered statistically significant at p < 0.05. Conclusions 
revealed that improvement in health-related fitness measures might be more dependent upon 
school than motivational climate. In this study neither motivational climate, participant’s attitude 
toward physical activity, or individual goal orientation had a significant effect on posttest 
Presidential Fitness scores. The participants demonstrated improved scores on mile run, shuttle 
run, push ups, curl ups, and percentile rankings. Determining the contribution of motivational 
climate to exercise performance is pertinent in developing programs that develop optimal 
motivation to be physically active.  
 
 
1. Introduction 
For the past several decades, the average American adult has become less active, less physically 
fit, and more obese and, subsequently, children have adapted to this adult stereotype and are also 
becoming less active and more obese (HHS, 2004). Calorie consumption and physical inactivity 
have been named as the primary indicators directly related to obesity (CDC, 2004). A survey 
done by the CDC of American schools found that only six percent of high schools nationwide 
require their seniors to take physical education (Curriculum Review, 2002). Even children in 
primary and middle schools are participating in less and less school-based physical education as 
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other curriculum pressures take precedence (Boreham & Riddoch, 2001). Therefore, identifying 
factors relevant to an individual’s decision to begin and maintain regular physical exercise is 
considered important information for researchers to study (Dzewaltowski, 1989) in an effort to 
help change these statistics. 
 
Minimal research has been undertaken to examine the psychological aspects of participation in 
physical education in public school despite such classes being presented to almost all children 
and youths (Goudas et al., 2001). At the same time, many factors, such as the malleability of 
children’s attitudes compared to that of adults, have been identified that support the need to study 
health-related behaviors in children, (Stucky-Ropp & DiLorenzo, 1993). Additionally, it appears 
that many health-related behavior patterns that have significant implications over a lifetime are 
formed during childhood; therefore, successful efforts to influence health-related behavior in 
positive ways early in life may have significant long-term payoffs (Stucky-Ropp & DiLorenzo, 
1993).  
 
Consequently, it is important to study motivational factors that promote participation in school 
physical education by children (Goudas et al., 2001). Often it is the enjoyment that children 
receive from their physical education experiences that compels them to join sports clubs later in 
life, remain active as adults, and extend their sporting interests (White, Kavussanu, & Guest, 
1998). Duda (1996) contends that these types of positive results are compelling reasons for 
researchers to develop deeper insight into what is important about physical education in the 
minds of youths.  
 
This section has introduced the issue of physical education and childhood obesity. In the 
following section, the past, present, and future of the motivational research is discussed. Focus 
will be placed on motivational theory and the leading researchers in the field. Achievement goal 
theory will be examined in depth, along with the three different theories that have been 
researched and discussed in the literature. 
 
1.1 The Past, Present, and Future of Motivational Studies 
Motivational studies have long focused on factors that initiate, influence, and modify behavior 
(Whitehead, n.d.). Early theorists focused on intellectual drives (Freud, 1923/1962), 
physiological drives (Hull, 1943), or environmental influences (Skinner, 1971). Although each of 
these theorists made significant contributions, their view of people as passive beings gave rise to 
concerns among motivational theorists (Whitehead, n.d.). The works of applied motivational 
researchers such as Heider, White, and McVicker-Hunt (Roberts, 1992), leaders in addressing 
the issue of the person as passive being, were important in the emergence of the field of extrinsic 
and intrinsic motivation as a cognitive approach to motivation and distinct from the older 
behavioralistic traditions.  
 
In recent years, in an effort to determine factors that motivate youth sports participants, a more 
theoretical slant has been adopted toward the study of motivation in children’s sport and physical 
activity (Xiang, McBride, Guan, & Solmon, 2003). Current theoretical approaches such as self-
efficacy (Bandura, 1997), competence motivation theory (Harter, 1978), and achievement goal 
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theory (Nicholls, 1984) have attracted the attention of youth sports researchers. These 
frameworks have provided valuable insight into increasing student motivation (Xiang et al., 
2003). 
 
Achievement Goal Theory 
 Since the early 1990s, sport researchers have dedicated much time and energy to motivational 
research (Duda, 1989a/1989b; Duda & Nicholls, 1992; Goudas & Biddle 1994b; Seifriz, Duda & 
Chi, 1992; Solomon, 1996; Theeboom, De Knop, & Weiss, 1995; Treasure & Roberts, 1995). 
This interest was initiated by the works of Maehr and Nicholls (1980), who proposed that 
motivation was contingent on individual thoughts and perceptions about success and failure 
instead of concrete events.  
 
Within the area of achievement motivation theory, three kinds of motivation were found to exist 
(Harwood & Biddle, 2002): ability-, task-, and social-oriented motivation. For the purposes of 
this study, only two, ability-oriented motivation and task-oriented motivation, were examined. 
These constructs were found to represent different foundations for approaching and engaging in 
achievement activity and to involve different ways of thinking about oneself, one’s task, and task 
outcomes (Ames, 1992b). 
 
Ability-oriented motivation  Ability-oriented motivation, renamed in 1984 to ego-involvement 
(Nicholls, 1984), is exhibited when the goal of a behavior is to maximize the subjective 
probability of attributing high ability to oneself. The individual who is ego-involved is said to be 
ego-oriented. Ego orientation is associated with motivational difficulties and maladaptive 
motivational patterns, including avoidance of challenging tasks (Duda, 1992; Duda & Nicholls, 
1992).  
 
For the ego-oriented person, success is defined as the demonstration of superiority over others 
(Duda, 1993). Of utmost importance to the ego-involved person is public recognition that one 
has done better than others or performed in a superior manner (Meece, Blumefeld, & 
Hoyle,1988); as a result, learning itself is viewed only as a way to achieve a desired goal 
(Nicholls, 1989). Consequently, the ego-oriented individual may be at risk for suffering long-
term motivational problems (White & Zellner, 1996), because gratification comes from without 
and not from within the person (D. Adelman, personal communication, February 1, 2005). 
 
Task-oriented motivation. Central to task-oriented motivation is the production of an adequate 
product or the resolution of a problem for its own sake rather than to demonstrate ability (Maehr 
& Nicholls, 1980). The individual who is task-involved is said to be task-oriented. For the task-
oriented person, ones sense of efficacy is based on the belief that effort will lead to success or a 
sense of mastery (Ames, 1992b; Bandura, 1997). These individuals are oriented toward 
developing new skills, understanding their work, and improving their level of competence 
(Ames, 1992b). Recent research suggests that an adaptive motivational pattern is more likely to 
evolve when task-oriented individuals adopt a mastery-goal orientation, which is a motivational 
environment that promotes self-improvement (Dweck, 1986) and results in facilitation of 
intrinsic motivation (Goudas & Biddle, 1994a).  
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Major Concepts Behind Achievement Goal Theory 
The major tenet of achievement goal theory is that individuals will be predisposed to task and 
ego orientations as a result of their sport environment and these orientations will subsequently 
influence whether an individual will adopt a task or ego goal in a specific situation. Additionally, 
it is considered apparent that the motivational climate in an achievement setting has the potential 
to enhance or constrain individual goals (Ames, 1992a). Dweck (1986) maintained that the 
probability of adopting a particular goal disposition in a specific setting is determined by 
individual-difference variables, but others believe that situational factors have the potential to 
alter that probability (Solmon, 1996). 
 
Ames (1992a) using the acronym TARGET (Epstein, 1989), conceptualized the broad 
constellation of classroom processes that contribute to a mastery- or performance-focused 
learning environment (Midgley, Anderman, & Hicks, 1995). Research utilizing these dimensions 
concluded that mastery-oriented climates are associated with the use of effective learning 
strategies, preference for challenging tasks, positive attitudes about the class, and a belief that 
success is due to effort (Ames & Archer 1988).  
 
Performance-oriented climates center on ability rather than effort and are more likely to evaluate 
ability using norm-referenced criteria (Ames & Archer, 1988). From this perspective, it is 
important to explore the correlation between motivational climate and achievement related 
cognitions and behaviors (Solmon, 1996). Initial studies manipulating motivational climates in 
field settings (Theeboom et al., 1995; Treasure & Roberts, 1995) supported the belief that 
mastery-oriented climates encourage adaptive motivational patterns. As promising as it is for 
individuals to say they are more willing to persist or exert effort in challenging situations when 
exposed to a mastery-oriented climate, virtually no data exist concerning what these individuals 
actually do so in physical activity settings (Theeboom et al., 1995).  
 
In regards to the relationship between gender and motivational climate, several studies (Newton 
& Duda, 1993; Paulson, 1999; White & Zellner, 1996) suggested that males are more inclined to 
achieve success in a performance-oriented climate than are females. Furthermore, Xiang, 
McBride, and Bruene (2004) proposed that gender-stereotyped tasks might also play an integral 
part in the success of the participants. His research suggests that the gender for which the activity 
is stereotyped may be more successful when participating in those activities than will be the 
opposite gender, regardless of the motivational climate. 
 
Statement of the Problem 
There is a lack of research addressing the specific domain of youth physical education and the 
implications that manipulated motivational climates have on health-related fitness outcomes 
(Theeboom et al., 1995; Treasure & Roberts, 1995). (See Chapter Two for an in-depth review of 
the literature in this area.) At a time when the nation’s health is at risk due to an identified 
obesity epidemic (CDC, 2004), it is essential that physical education instructors incorporate into 
the classroom the most effective motivational tools designed for encouraging students to be 
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physically active on a regular basis. These motivational tools should be appropriate for boys and 
girls of different ages. 
 
Purpose of the Study 
This study was undertaken in an attempt to provide empirical evidence supporting the benefits of 
incorporating new and innovative motivational strategies into youth physical education. This 
purpose was accomplished through evaluating the effect of motivational climate on children’s 
heath-related fitness scores. The following section addresses the specific objectives of this 
research study. 


 
 
Research Question 
The study's research question was:  When controlling for gender, age, physical activity attitude, 
and initial fitness scores, to what extent does the motivational climate influence the health-
related fitness outcomes of youth participating in a strength-training regimen. 
 
Two directional hypotheses were addressed. Hypothesis one stated that youth in a mastery 
climate will have better health-related fitness scores than youth in a performance climate when 
controlling for goal orientation (TEOSQ), attitude toward physical activity (CATPA), age, 
gender, and initial performance score. Hypothesis two stated that, when controlling for goal 
orientation (TEOSQ), attitude toward physical activity (CATPA), initial performance score and 
age, male participants will demonstrate larger gains in health-related fitness measures than will 
females. 
 
2. State of the Art 
Motivational studies have long focused on factors that initiate, influence, and modify behavior 
(Whitehead, n.d.). Early theorists focused on intellectual drives (Freud, 1923/1962), 
physiological drives (Hull, 1943), or environmental influences (Skinner, 1971). Although each of 
these theorists made significant contributions, their view of people as passive beings gave rise to 
concern (Whitehead, n.d.) among later motivational theorists. The works of Heider, White, and 
McVicker-Hunt as reported by Roberts (1992) held importance in the emergence of the terms 
extrinsic and intrinsic motivation being utilized to distinguish the new cognitive approach from 
the older behavioralistic traditions.  
 
In recent years, in an effort to determine factors that motivate youth sports participants, a more 
theoretical slant has been adopted toward the study of motivation in children’s sport and physical 
activity (Xiang et al., 2003). Current theoretical approaches such as self-efficacy (Bandura, 
1997), competence motivation theory (Harter, 1978), and achievement goal theory (Nicholls, 
1984) have attracted the attention of youth sports researchers. These frameworks have provided 
valuable insight into strategies used to increase student achievement motivation (Xiang et al., 
2003) and were discussed in the introduction. 
 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


33  
 


2.1 Review of Literature 
Of particular interest to this study is achievement goal theory (Nicholls, 1984). The primary 
belief of achievement goal theory is that individuals engage in achievement contexts for the 
primary purpose of demonstrating competence (Nicholls, 1984), demonstrating high ability and 
avoiding showing low ability (Theeboom et al., 1995). However, such competence is interpreted 
in different ways in accordance with the goal orientation that individuals adopt (Nicholls, 1984) 
in specific situations.  
 
Achievement goal theory implies that dispositional achievement goal orientations influence sport 
motivation (Duda, 1993). According to achievement goal theory individuals may conceive their 
ability based on two types of goals (Nicholls, 1984), norm-referenced or self-referenced. For 
some, competence is assessed through norm-referenced means (e.g., social comparison), while 
others consider competence to be an outcome of self-referenced goals (e.g., personal 
improvement) (Theeboom et al., 1995). These goal orientations have been labeled by several 
researchers, with the norm-referenced focus variously termed ego (Nicholls, 1984), performance 
(Dweck, 1986), and ability (Ames, 1992a) goals, whereas the self-referenced orientation has 
been labeled as task (Nicholls, 1984), learning (Dweck, 1986), and mastery (Ames, 1992b) 
goals. 
 
For individuals who are task-oriented the execution of the task at hand is of major concern, and 
subjective success is based on personal improvement and learning (Duda, Chi, Newton, Walling, 
& Catley, 1995). Task-oriented individuals emphasize the importance of effort in an achievement 
context, try hard in the face of difficult challenges, show intrinsic interest in the undertaking at 
hand, and persist in the undertaking over time (Roberts, 1992). Nicholls (1984) states that an 
individual who is task-oriented will exert maximal effort on moderately challenging tasks and be 
more likely to perform up to his or her potential. 
 
In contrast, individuals exhibiting an ego-orientation compare their performance and exerted 
effort to others in judging their own ability (Duda et al., 1995). For the ego-oriented individual, 
the focus, while performing, is on the adequacy and presentation of one’s athletic ability 
resulting in feelings of success when they have outperformed others (Duda et al., 1995). 
Additionally, ego-oriented individuals are concerned with reaching success while exhibiting very 
little effort (Ames, 1992a). Nicholls (1984) states that these individuals tend to demonstrate lack 
of effort, poor performance, and a lack of persistence.  
 
It has been argued that task-orientation corresponds to positive achievement behaviors and the 
enhanced probability that a person will view him- or herself as competent, while maladaptive 
behaviors are predicted to correlate with an ego-orientation (Duda, 1989b; Goudas, 1998). In a 
study of the importance of education (Nicholls, Patashnick, & Nolen, 1985), results indicated 
that there was a strong relationship between ego-orientation and the belief that education should 
lead to wealth and status, whereas task-orientation individuals exhibited beliefs that school 
should enhance one’s social commitment, understanding, and motivation to continue learning.  
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The following section will address research specific to the academic field. There is a multitude of 
motivational research in the academic context. A minimal number of those studies will be 
discussed in order to provide an introduction to motivational research in the sporting and 
physical activity context. 
 
Research in the Academic Setting 
Goal achievement theory holds that an individual’s situational task- or ego-orientation is a 
function of environmental factors (Duda et al., 1995) such as motivational climate [Ames 1992a; 
Ames 1992b]). Nicholls (1989) suggested that an environment (performance-oriented climate; 
Ames 1992a; Ames 1992b), promoting competition, norm-referenced feedback, and social 
comparison are likely to evoke ego-orientation, while situations (mastery-oriented climate [Ames 
1992a; Ames 1992b]) focusing on the importance of learning and personal improvement tends to 
result in a state of task-orientation. In an attempt to maximize the benefits available in a mastery 
climate, several authors have called for research that explores ways to create a mastery 
motivational climate when working with children (Duda, 1992; Roberts, 1992) and subsequent 
research on motivational climate was initiated by Ames (1992a, 1992b) in an academic setting.  
Ames (1992b; Ames & Archer, 1988) termed the situational goal structure seen in the classroom 
as motivational climate and adopted the terms mastery and performance to refer to task- and ego-
oriented achievement situations, respectively. Specific dimension in the motivational climate of a 
context determine if a climate is considered mastery-oriented, performance-oriented, or both 
(Kavussanu & Roberts, 1996). These dimensions are known as TARGET (Ames, 1992b). 
 
Ames (1992b) used the acronym TARGET (Epstein, 1989) to conceptualize the broad 
constellation of classroom processes that contribute to a mastery- or performance-oriented 
learning environment (Midgley, Anderman, & Hicks, 1995). These categories are represented by 
the acronym TARGET and their foci are: (a) Task (Are class activities meaningful, challenging 
and interesting?); (b) Authority (Do students have some autonomy and share responsibility for 
rules with the teacher?); (c) Recognition (Are all students recognized, for what reasons are they 
recognized, and is this recognition private or public?); (d) Grouping (Are students exposed to a 
variety of grouping orders and what is the basis of the grouping?); (e) Evaluation (Are grades 
and tests emphasized, made public, and what is the basis for grading?); and (f) Time (Is the 
scheduling of activities rigid?) (Ames, 1992b). Each of these TARGET areas is implemented in 
the classroom through various motivational strategies. The TARGET dimensions can be used as 
a structure for conceptualizing strategies recommended by youth sport researchers utilizing task, 
grouping, and time dimensions as instructional organization and authority, recognition, and 
evaluation as teacher behaviors (Theeboom et al., 1995).  
 
In classroom studies associated with motivational climate, students’ perceptions that their 
learning environment emphasizes a mastery-orientation has been related significantly to a 
personal mastery goal orientation (Midgley, Anderman, & Hicks, 1995) and also to adaptive 
patterns of engagement and learning (Ames & Archer, 1988). In comparison, student’s who 
viewed their learning environment as performance-oriented have been associated with a personal 
performance goal orientation (Midgley et al., 1995) and with maladaptive learning and 
engagement patterns (Kaplan & Midgley, 1999).  
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Meece (1991) found that the goal engagement displayed by members of a science class was 
largely due to the instructional approach of the teacher. When the teacher promoted meaningful 
learning, provided relevance to learning, and allowed more student independence, students were 
more mastery oriented and involved in lessons. Thus, the maladaptive learning and engagement 
patterns seen by Kaplan & Midgley (1999) could be avoided in the classroom by altering the 
teacher's instructional strategies. 
 
Xiang and Lee (2002) assessed 308 fourth, eighth, and eleventh grade students to examine 
relationships between achievement goals and perceived motivational climate. Analysis revealed 
that there were significant age-related differences between the two constructs; the older students 
appeared to be more inclined toward the ego-orientation and performance-oriented climate, 
whereas the younger students appeared to be more inclined toward the task-orientation and 
mastery-oriented climate. All students, except for the eighth grade students, reporting a task-
orientation tended to see their motivational climate as mastery-oriented, whereas students 
reporting an ego-orientation viewed their classroom climate as performance-oriented. 
 
While this research is interesting, there are relatively few studies applying Ames' (1992b) 
conceptual model to the physical education domain (Goudas & Biddle, 1994b). However, Ames 
(1992a) argues that sport and academic settings share many structural features. This argument 
made by Ames (1992a) was confirmed by Duda (1989) who found a conceptually coherent 
relationship between how a student defines success and failure in the achievement domain of 
physical activity with academic attitudes toward success and failure. 
 
Research in a Sporting Context 
In an attempt to link the sporting and academic environment, Duda and Nicholls (1992) assessed 
beliefs about the causes of success in school and in sport of 207 male and female high school 
students. Their assessment revealed that the dimensions of personal goals and world beliefs 
extended across the academic and sport domain. Their research confirmed that beliefs about 
causes of success in school and sport were found to be logically related to students’ personal 
goals. However, in regard to perceptions of ability and intrinsic satisfaction, the research found 
little cross-domain generality. The observed similarities and differences suggest the need for 
more comparative studies between the academic and social context. 
 
Solmon and Boone (1993) studied 90 volunteer college students who were enrolled in five 
different beginning tennis classes. They examined the impact that goal perspective has in 
physical education classes and found that goal perspective did in fact have an effect on student’s 
measures of thought and action as well as anxiety level using the Cognitive Sports Questionnaire 
to study these college students.  
 
Analysis from Solomon and Boone’s (1993) revealed that task-orientation correlated with 
positive scores on measures of student thought and action. Task-oriented students selected more 
challenging tasks, whereas ego-orientated participants had a negative association in these areas. 
Task-orientation was positively, and ego-orientation negatively, associated with scores on the 
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Cognitive Processes Questionnaire, where higher scores reflected lower anxiety levels, higher 
levels of interest and attention and more positive attitudes. These findings contribute to the 
growing body of research that suggests that adaptive behaviors can facilitate skill development in 
physical education class and that an ego-orientation may impede skill acquisition or 
achievement. 
 
Fox and colleagues (Fox, Goudas, Biddle, Duda, & Armstrong, 1994) examined 115 boys and 
116 female students aged 13 to 15 years of age in order to determine the combined effects of task 
and ego goal orientations on children’s sport motivation. Based on the mean splits of the Task 
and Ego scales of the Task and Ego Orientation in Sport Questionnaire [TEOSQ] four groups 
were created. There were low task/low ego, low task/high ego, high task/low ego, and high 
task/high ego. In measures of sport enjoyment and perceived sport competence the high/high 
groups emerged as the most motivated and the low/low group as the least motivated. Similar to 
previous studies (Goudas, 1998; Goudas & Biddle, 1994a/1994b) the researchers concluded that 
mastery-oriented climate scores significantly enhanced the prediction of intrinsic motivation; yet, 
this was not the case for performance-oriented climate scores. Results also suggested that a high 
mastery-oriented climate is more favorable than a performance-oriented climate; however, 
having a performance-oriented climate is not detrimental to the student providing it is 
accompanied by a high mastery-oriented climate. Fox et al. (1994) suggest that more is needed to 
be known about the influence between teaching style, perceived class climate, and intrinsic 
motivation, particularly in combination with individual goal orientations. 
 
Goudas and Biddle (1994b) analyzed the relationship between the perceived climate of physical 
education classes and subsequent motivation. Participants were 254 boys and girls aged 13-15 
years. Results indicated that students viewed a mastery climate to be one that was high in teacher 
support, encouraged student choice, define success as self-improvement and reward exerted 
effort instead of ability. Results also indicated that students viewed a mastery-oriented climate to 
be high in teacher support and students’ perceptions of choice alongside defining success as self-
improvement and rewarding exerted effort instead of normative ability. The researchers stated 
that further evidence is required about gender and age differences across the class climate 
dimension profile groups. 
 
Goudas and colleagues (Goudas, Biddle, Fox, & Underwood, 1995) assessed 24 12- and 13-year 
old girls who were students in a single intact physical education class. The purpose of this study 
was to examine the motivational effects of two different teaching styles in one sport activity. 
Track and field lessons were taught for ten weeks by a male professor using two different 
teaching styles direct or differentiated, which are teaching styles that are similar to a 
performance- and mastery-oriented climate, respectively. Results from this study (Goudas et al., 
1995) were that adolescent girls exposed to a differentiated teaching style in physical education 
reported higher levels of intrinsic motivation, were more task involved in the lessons, and 
appeared to be highly motivated as opposed to those students taught using a direct teaching style.  
 
The researchers concluded that individual goal disposition and manipulation of teaching style 
had independent effects on motivation. Goudas et al. (1995) did not find an interaction between 
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teaching style and goal disposition, but analysis did support that students low in either perceived 
competence, autonomy, or task orientation could still be motivated through a differentiated 
teaching style.  
 
Goudas (1998) examined the relationship between motivational climate and intrinsic motivation 
for athletes with high and low perceived confidence. Goudas (1998) found that perceptions of a 
mastery-oriented climate were significantly and positively related to intrinsic motivation, ratings 
of enjoyment and effort whereas perceptions of a performance-oriented climate were not. 
However, Goudas (1998) did not find a relationship between perceptions of perceived 
competence and intrinsic motivation. These results, along with those of previous studies 
(Theeboom et al., 1995; Xiang et al., 2004) underscore the importance of implementing mastery-
oriented climates, where patterns of personal improvement are promoted, in the sport and 
physical activity environment. 
 
Paulson (1999) investigated the goal orientation and perception of motivational climate exhibited 
by female basketball and cross-country intercollegiate athletes. Findings suggested that although 
the basketball and cross-country athletes did not differ in their goal dispositions, they did have a 
different perception of their sports motivational climate. The basketball players perceived their 
climate to be more performance-oriented than did the cross-country athletes. Cross-country 
athletes perceived their climate to be more mastery-oriented than did the basketball players. 
However, despite this perception of mastery-orientation in cross-country athletes, both groups 
viewed their climate to be more mastery-oriented than performance-oriented. Paulson (1999) 
attributed these outcomes to the differences in competitive climates of the two sports. Cross 
country athletes’ function in a more solitary manner than do basketball players, a sport that 
requires effort and cooperation from teammates. Results from this study suggest that the degree 
of competitiveness associated with particular sports and activities is capable of contributing to 
perceptions of a mastery- or performance-oriented climate. 
 
It is clear, from the research reviewed in this section that students in physical activity settings 
define mastery- and performance- oriented climates similarly to those students studied in the 
academic setting. Furthermore, a physical activity environment perceived as mastery-oriented is 
conducive to adaptive motivational patterns. In the next section, research relating to gender 
differences in sports will be examined. 


 
Research Concerning Gender Related Differences in the Sporting Context 
This section will contain studies related to the effects of gender on perception of motivational 
climate and dispositional goal orientation. It will be shown that male sports participants have 
generally been found to emphasize performance orientation, while female sports participants 
emphasized mastery orientation (Xiang et al., 2004). 
 
Newton and Duda (1993) examined the perceived causes of success among elite adolescent 
tennis players and investigated the function of gender in the interdependence of goal orientation 
and beliefs concerning tennis achievement. Study participants were 121 male and female 
adolescent elite tennis players who attended a summer tennis camp. Analysis revealed that tennis 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


38  
 


players tend to be primarily task-oriented in sports, with females possessing a stronger task-
orientation than males. Although most tennis players believed that effort played a key role in 
tennis success, females held this belief more strongly than males. Male athletes were more 
inclined than females to believe that external factors were predominant causes of success and 
males also emphasized the beliefs that creating a positive impression with the coach and being 
competent in tennis were causes of success to a greater extent than did females. Newton and 
Duda (1993) suggested that this area of inquiry would benefit from further analysis regarding the 
social-psychological mechanisms that influence the reported gender differences in goals and 
beliefs. 
 
White and Duda (1994), in order to provide further support for the Task and Ego in Sport 
Questionnaire (TEOSQ) reliability and validity, studied 235 male and female volunteer sports 
participants. Age groups consisted of youth, high school, intercollegiate, and adult recreational 
sport participants. In addition to lending support to the validity and reliability of the TEOSQ, 
White and Duda (1994) found that athletes involved in the highest level of competition were 
significantly higher in ego-orientation than their adult counterparts who were participating in 
recreational activities or at a lower level of sport involvement. Conclusions related to gender 
were that male athletes were higher in ego-orientation than were female athletes regardless of 
level of competition. Additionally, male interscholastic or recreational sport participants were 
less task-oriented than high school or recreational female participants as well as males who were 
just beginning their involvement in competitive sport. This study suggests that gender as well as 
level of competition may be related to dispositional goal orientation. 
 
 
Kavussanu and Roberts (1996) studied the relationship between perceived motivational climate 
and intrinsic motivation and self-efficacy and attempted to determine the role of goal orientation 
and perceived motivational climate in predicting intrinsic motivation and self-efficacy. In their 
study, the researchers assessed 285 male and female college student attending seventeen 
beginning level tennis classes. Analysis revealed that the perception of a mastery-oriented 
climate positively related to enjoyment, effort and perceived competence, and inversely related 
to tension. Gender differences emerged, also. For females, a performance-oriented climate is a 
negative predictor of intrinsic motivation. For males, a task-orientation and performance-oriented 
motivational climate emerged as equally important predictors of overall levels of intrinsic 
motivation, whereas perceptions of a mastery-oriented motivational climate contributed 
minimally to the prediction of intrinsic motivation. Kavussanu and Roberts (1996) suggest that 
longitudinal field experiments are needed encompassing the manipulation of the environment to 
determine its effect on motivational processes and behavior. 
 
White and Zellner (1996) examined the link between an individual’s personal goals, views about 
sport operation, and trait anxiety level prior to or during competition as well as the relation of 
gender and sport group to goal orientations. Participants were 251 male and female high school 
varsity athletes, Division I intercollegiate athletes, and individuals involved in organized college-
age recreational sport. Analysis revealed that overall subjects in the study were higher in task 
orientation than ego orientation. Follow-up univariate F tests on the gender main effect indicated 
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that women were higher in task orientation than men. High school athletes were more ego-
oriented than were intercollegiate athletes. The college-age recreational males reported that effort 
led to success in sport indicating an ego orientation, whereas intercollegiate males and high 
school did not have this belief. High school male sport participants believed that using an illegal 
advantage led to success in sport, indicating an ego orientation, however intercollegiate males 
and all female athletic groups did not. In all three different sport groups, personal improvement 
and task mastery appeared more prominent in women than men. 
 
Xiang and colleagues (Xiang, McBride, & Bruene, 2004) studied the effect of motivational 
climate on gender differences in elementary aged children participating in a physical education 
running program. In this study, 119 boys and girls completed questionnaires to access their 
dispositional goal orientation, expectancy related beliefs, subjective task values, and intention for 
future participation in running. They were also timed in a 1-mile run test.  
 
Analysis of the data by Xiang et al. (2004) revealed the students who reported a mastery goal 
tended to feel competent in the running program and see it as useful, important and interesting. 
Perceptions of interest were positively related with intention for future participation. Contrary to 
the view that performance goals lead to maladaptive motivational patterns, students whose goal 
was to outperform classmates and run the most number of laps tended to perform better in the 
run than did those who did not endorse the performance goal.  
 
The researchers (Xiang et al., 2004) suggested that more research is needed to confirm or refute 
this finding. In regards to gender, there were no differences on the mean scores. The researchers 
posit that the lack of gender differences is due to the gender-neutral stereotype associated with 
running, which is not considered a masculine or feminine activity. Furthermore, Xiang, McBride, 
and Bruene (2004) proposed that gender-stereotyped tasks might also play an integral part in the 
success of the participants. His research suggests that the gender for which the activity is 
stereotyped may be more successful when participating in those activities than will be the 
opposite gender, regardless of the motivational climate. The researchers further suggest that 
simple comparisons between boys and girls should be avoided and, instead, future research 
should examine differential relations between motivational variables by gender.  
 
In general, the previous studies reveal that male sports participants have been found to 
emphasize performance orientation, while female sports participants emphasized mastery 
orientation (Xiang et al., 2004). Males can be intrinsically motivated in a performance- or 
mastery-oriented climate whereas females tend to be intrinsically motivated in a mastery-
oriented climate. There were no clear indications about gender related differences for youth 
involved in physical activities reported in any of the studies. 


 
Literature on Manipulated Motivational Climates 
A review of the motivational literature on the topic of manipulated motivational climate in youth 
physical education classes produced only three published articles (Solmon, 1996; Theeboom et 
al., 1995; Treasure & Roberts, 1995) that addressed interventions in which the physical 
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education environment was manipulated in order to operate as either a mastery climate or a 
performance climate.   
 
Treasure and Roberts (1995) summarized Treasure’s 1993 doctoral dissertation study in their 
research. Treasure’s (Treasure & Roberts, 1995) dissertation study was the first recorded attempt 
found in the literature to manipulate the motivational climate of a physical education class 
utilizing Ames' (1992b) TARGET dimensions. Treasure (Treasure & Roberts, 1995) 
hypothesized that if the motivational climate were manipulated so that it was either strongly 
mastery-oriented or performance-oriented it would override the individual dispositional goal 
orientations of the participants and be more predictive of children’s cognitive and affective 
responses.  
 
The participants in Treasure’s study (Treasure & Roberts, 1995) were 111 male and female sixth 
and seventh grade children with a mean age of 12.1 years who were randomly assigned to a 
mastery- or performance-oriented climate. The study period lasted ten successive days during 
which a unit on soccer was taught. Treasure's findings (1993) clearly demonstrated that those 
children who were exposed to the mastery-oriented climate perceived a mastery-oriented 
motivational climate and those children exposed to the performance-oriented climate perceived a 
performance-oriented climate. Furthermore, Treasure (1993) found that by manipulating the 
physical education climate a physical education teacher can influence the motivational climate of 
the achievement context to supersede the dispositional goal orientations of students.  
 
Consistent with previous research (Ames, 1992b) students in the mastery-oriented environment 
indicated that they preferred challenging tasks, believed success was the result of effort, and 
experienced more satisfaction than that of the participants in the performance-oriented climate. 
Results from this study suggest that teachers may significantly enhance a child’s physical 
education environment by achieving a particular achievement goal. 
 
 
Theeboom et al. (1995) examined the effectiveness of a performance- versus mastery-oriented 
teaching program on children’s enjoyment, perceived competence, intrinsic motivation, and 
motor skill development. In doing so, Theeboom et al. (1995) manipulated the motivational 
climate in a physical activity setting and measured change in motor skill development as a result 
of exposure to the different motivational climates. In this study, children aged eight to twelve 
years were assigned to a mastery- or a performance-oriented climate applying Ames' (1992b) 
TARGET dimensions. Students were taught the martial art sport of Wushu for six weeks during 
a summer sports program.  
 
Results concerning enjoyment (Theeboom et al., 1995) indicated that participants in the mastery 
group reported significantly higher enjoyment levels than those in the traditional groups. The 
effect size was 0.48, indicating a moderately strong finding with respect to enjoyment 
differences. Analysis of motor skill development (Theeboom et al., 1995) revealed that children 
in the mastery group scored higher on the Wushu skill than did those in the traditional group. 
The effect size was 0.50, indicating a moderately strong effect of the intervention on motor skill 
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development. Theeboom et al. (1995) suggested that more research pertaining to the effect of the 
motivational climate on motor skill development be conducted in order to determine if these 
findings can be generalized to similar and different sport settings.  
 
Unlike the previously mentioned studies, Solmon (1996) analyzed the effect of gender on the 
perception of motivational climate. Solmon (1996) investigated differences in students’ practice 
behaviors and perceptions of the motivational climate in physical education classes that were 
manipulated to be mastery- or performance-oriented. Participants included 109 male and female 
seventh and eighth grade students who were enrolled in physical education class. Participants 
were randomly assigned to a mastery or performance instructional group in which Ames' (1992b) 
TARGET dimensions were implemented. Boys and girls were not combined for the intervention. 
Students participated in two 30-minute juggling lessons.  
 
Analysis (Solmon, 1996) indicated that the instructors did effectively create the intended 
motivational climates. Similar to previous results (Goudas et al., 1995; Theeboom et al, 1995; 
Treasure & Roberts, 1995) analysis indicated that students in the mastery-oriented climate 
perceived a higher level of task involvement than did those in the performance-oriented climate 
and students in the performance-oriented climate perceived a higher level of ego-orientation than 
did those in the mastery-oriented climate.  
 
Solmon (1996) did note a number of gender differences. Gender differences were not noted in 
regard to perception of a mastery-oriented climate. Boys tended to perceive a higher level of 
performance-orientation than did girls. Boys were more likely to attribute success to ability, than 
were girls. There were no gender related differences related to persistence. 
 
Solmon (1996) summarizes the research by writing that the results of this study are evidence of 
the applicability of a goal-perspective approach to studying ways to optimize learning 
environments. This is especially promising for they physical education context in which 
competitive factors are inherently associated with motor skills. 
 
 
Results from the previously reviewed studies support the speculation that a physical activity 
setting can, through careful manipulation, be perceived by students as a mastery-oriented or 
performance-oriented climate. Furthermore, these studies support the notion that a manipulated 
mastery-oriented climate facilitates adaptive motivational patterns, improves skill acquisition, 
and result in gender differences similar to those in a naturally occurring mastery-oriented 
climate. 


 
Summary of literature review 
A review of the literature confirms that motivational research can be applied to physical 
education. First, convincing research has been identified that demonstrates that a correlation 
exists between results from motivational studies in the academic setting and those from a sport or 
physical education context (Duda & Nicholls, 1992). Relationships between perception of a 
mastery- or performance-oriented climate and a number of motivational variables have been 
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examined in physical activity settings, and the results have been consistent with those reported in 
the classroom environment (Nicholls, et al., 1985; Solomon, 1996). Gender differences have 
been noted in high school and college students' achievement goals (Xiang et al., 2004). In 
general, male sports participants have been found to emphasize performance orientation, while 
female sports participants emphasized mastery orientation (Xiang et al., 2004). Furthermore, the 
ability to successfully manipulate the physical education environment and thus override 
dispositional goal orientation has also been addressed by researchers   Solmon, & Boone, 1993; 
Theeboom, De Knop, & Weiss, 1995; Treasure & Roberts, 1995). However, there remains a 
wide gap in the literature. 
 
Initial studies manipulating motivational climates in field settings (Solmon, 1996; Theeboom et 
al., 1995; Treasure & Roberts, 1995) support the presumption that a mastery-oriented climate 
facilitates adaptive motivational patterns. As promising as it is for individuals to say they are 
more willing to persist or exert effort in challenging situations when exposed to a mastery-
oriented climate, virtually no data exist concerning what these individuals actually do in physical 
activity settings, specifically, what the impact of a manipulated motivational climate on health-
related fitness outcomes in youth physical education classes really is. 
 
3.  Methodology 
3.1 Research Design 
The research utilized a quasi-experimental design in order to examine the hypotheses and 
research question. Utilizing the quasi experimental designs allows the researcher to gain insight 
into methods of instruction, have control over variables, determine what is best for a population, 
and provide greater transferability than anecdotal research (Thomas & Nelson, 2001). The 
specific approach utilized for this research was a randomized control group/pretest-posttest 
design. 
 
In the control group/pretest posttest group design, groups are randomized to a control or 
intervention group and are then tested before treatment to determine prior state. Following the 
intervention being applied to the intervention group, both groups are retested in order to compare 
change. Advantages of this particular design are that the researcher can measure the effects of the 
pretest, expand the research to compare more than one treatment, allow many comparisons, and 
use statistical power to equate the groups (Thomas & Nelson, 2001). One noted disadvantage of 
a control group pretest posttest design is the effect of testing. The testing effect is caused by the 
participant’s behavior being changed due to taking the pretest  and may result in the participant 
being sensitized to the purpose of the study or making them more proficient at the skill being 
tested (Thomas & Nelson, 2001). 
 
The treatment status of the participants in this study was categorized as intention-to-treat. 
Categorizing the research participants as Intention-to-treat helped guard against attempts to 
influence the results of the study by eliminating outliers, avoiding bias related to drop out rate, 
preserving baseline comparability between treatment groups that was initially achieved by 
randomizing the groups, and helping to ensure an accurate reflection of the way treatments were 
performed in the general population (Dallal, 2004). 
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3.2 Instrument Design and Development 
In the following section, the instrument design and development will be described. The first 
section discusses how the instruments were identified and chosen from the research literature. 
The second section covers the issue of the instruments' validity and the third section covers the 
instruments' reliability. 
 
Instrument Development 
A search of the literature revealed that the following instruments best suit the purposes of this 
study: The Task and Ego Orientation in Sport Questionnaire (TEOSQ), the Perceived 
Motivational Climate in Sport Questionnaire (PMCSQ), Children’s Attitude Toward Physical 
Activity Inventory (CATPA); and the President’s Challenge Physical Fitness Test. 
 
Task and Ego Orientation in Sport Questionnaire 
A modified, sport-specific version of the 13-item TEOSQ (Duda & Nicholls, 1992) was used to 
assess dispositional goal orientation. (See Appendix B.) Although the TEOSQ has been used 
most frequently with competitive sports participants, the underlying psychological constructs are 
considered to be shared by individuals involved in any achievement related physical activity 
(Duda, 1992). The TEOSQ requested that the participants think about when they felt most 
successful in physical education class and respond to 13 items designed to assess task-orientation 
(e.g., “I feel most successful in physical education class when I learn something that is fun to 
do.”) and ego-orientation (e.g., “I feel most successful in physical education class when I can do 
better than my friends.”). The participant’s responses were indicated on a 5-point Likert-type 
scale (1 = strongly disagree; 5 = strongly agree). For analyses purposes indexes were created for 
α survey items representing ego and task orientations, respectively. 
 
Validity. Duda (Chi & Duda, 1995; Duda, 1992; Duda et al., 1995; Li, Harmer, & Acock, 1996; 
Solmon & Boone, 1993) reports substantial evidence to support the internal consistency of the 
TEOSQ (Chronbach’s α = 0.81 - 0.86, for task scale; /Chronbach’s  α = 0.79 - 0.90 for ego 
scale). The TEOSQ has been shown to be both valid and reliable (Duda, 1989b, 1992; Newton & 
Duda, 1993). 
 
Reliability. Duda (1992) reports substantial evidence to support test-retest reliability following a 
3-week period (r = 0.68, for task scale; r = 0.75, for ego scale) for the TEOSQ. The TEOSQ has 
been shown to be both valid and reliable (Duda, 1989b, 1992; Newton & Duda, 1993). 
 
Scoring. The TEOSQ (Duda & Nicholls, 1992) was comprised of two subscales, one measuring 
task orientation and the other measuring ego orientation. Participants indicated answers on a 5 
point Likert-type scale where one was equal to strongly disagree and five was equal to strongly 
agree. A mean score was calculated for each participant by adding the scores for the task 
orientation items together and dividing by seven and adding the ego orientation items together 
and dividing by six. This resulted in a mean score between one and five where one represented a 
low score and five a high score for the perspective goal orientation. All missing data were coded 
as negative nine. 
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Perceived Motivational Climate in Sport Questionnaire 
The PMCSQ (Seifriz, Duda, & Chi, 1992) was chosen to serve as a manipulation check to ensure 
that the mastery- and performance-oriented climates were perceived as planned by the 
researcher. (See Appendix B.) This 21-item inventory was developed to assess perceptions of the 
motivational climate in the sport setting. Similar to previous research (Kavussanu & Roberts, 
1996) undertaken using this questionnaire, for this study, the inventory was slightly modified to 
fit the physical education context. Two inventory items that were only applicable to the sport 
context (e.g., “Most players get to play in the game.”) were deemed inappropriate for this study 
and were therefore excluded. Examples of remaining inventory items are: “In my physical 
education class everyone feels that they have an important role in the class” and “In my physical 
education class everyone wants to score the most points” for the mastery and performance 
subscales, respectively. The subject’s responses will be placed on a 5-point Likert-type scale (1 = 
strongly disagree; 5 = strongly agree).  Mean index scores were calculated for both the mastery-
orientation and performance-orientation.  
 
Validity. Confirmatory Factor Analysis was used to determine the validity of the PMCSQ 
(Seifriz, Duda, & Chi, 1992) inventory. The Goodness of Fit Index (GFI) scored a value of 0.77. 
This suggests an acceptable fit of the data by the model (Walling et al.,1993). 
 
Reliability. Both performance and mastery subscales performed well and demonstrated 
acceptable internal consistency for performance (Chronbach’s α = 0.84) and mastery 
(Chronbach’s α = 0.80) (Seifriz et al., 1992). This has been the case throughout the various 
research studies that have used the PMCSQ (Seifriz et al., 1992). 
 
In another study that tested the reliability of the PMCSQ (Seifriz et al.,1992), Cronbach’s alpha 
reliability coefficients were calculated for each of the two scales. Alphas of 0.82 and 0.80 were 
found for the mastery and performance scales, respectively (Seifreiz et al., 1992). 
 
Scoring. The PMCSQ (Seifreiz et al., 1992) was comprised of two subscales, one measuring the 
perception of a mastery-orientated climate and the other the perception of a performance-
oriented climate. Participants indicated answers on a 5 point Likert-type scale where one was 
equal to strongly disagree and five was equal to strongly agree. A mean score was calculated for 
each participant by adding the scores for the mastery-orientation items together and dividing by 
eight and adding the performance-orientation items together and dividing by eleven. This 
resulted in a mean score between one and five where one represented a low score and five a high 
score for the perspective climate. Missing data were coded as negative nine. 
 
Children’s Attitudes toward Physical Activity 
This study employed Schutz et al’s (Schutz, Smoll, Carre, & Mosher, 1985) revised CATPA 
inventory to measure students' attitudes toward physical activity. (See Appendix B.)  The 
inventory is based on Kenyon's (1968) Attitudes Toward Physical Activity (ATPA) and Simon 
and Smoll's (1974) CATPA inventories. The revised CATPA (Schutz et al., 1985) assesses 
children and adolescents' attitudes toward seven physical activity sub domains: social growth, 
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social continuation, health and fitness, vertigo, aesthetic, catharsis, and ascetic. The inventory 
uses statements that children are asked to indicate how they feel in response to the statements. 
There are five word pairs per statement, one negative and one positive word in each, and the 
scale for each pair goes from one to five, with five representing the positive word in the pair. 
 
Validity. The inventory has been shown to possess high construct validity through research with 
both the ATPA and the CATPA (Schutz et al., 1985). However, the ability of the CATPA alone 
to predict behavior is moderate (Meyers, Pendergast & DeBacy, 1978; Smoll, Schutz, & Keeney, 
1976). According to Ajzen's (1985) Theory of Planned Behavior, attitude inventories need to be 
coupled with subjective norm and perceived behavioral control to be able to predict intent and 
behavior. 
 
Reliability. The revised CATPA inventory, with the exception of the health and fitness sub 
domain, possesses moderately high test-retest reliability (Schutz, Smoll, & Gessaroli, 1983) with 
mean reliability coefficients of 0.71 and 0.67. The health and fitness sub domain has a much 
lower test-retest reliability coefficient (0.20 for males and 0.54 for females) (Schutz, et al., 
1983). High ceiling effects and the sub domain’s division into two factors, value and enjoyment, 
which gives each only two and three respective word-pairs, are the two main reasons for the low 
reliability coefficient of this sub domain. Schutz et al. (1985) suggested that more word pairs be 
added to this sub domain to combat this problem. For this study, based on Ajzen's (1985) work, 
five word pairs were added to the health and fitness sub domain of Schutz et al.'s (1985) revised 
CATPA, making a total of five word-pairs in both the value and enjoyment groups. Despite the 
high level of reliability and validity reports with the revised CATPA, Schutz et al. (1985) warn 
that the inventory should not be considered suitable for assessment of individual changes in 
attitudes. The authors do find, however, that the inventory is well suited for the assessment of 
groups. 
 
Scoring. The CATPA (Schutz et al., 1985) inventory is comprised of seven domains; social 
growth, social continuation, health and fitness, vertigo, aesthetic, catharsis and ascetic. Inventory 
items were scored using a 5-point Likert-type scale, with five representing the positive adjective 
and one representing the negative adjective in the word pair. Each domain was totaled to yield a 
maximum score of 25, excluding the Health and Fitness domain, which yielded a score of 
maximum 40. A high score represented a positive attitude toward physical activity, while a low 
score indicated a negative attitude toward physical activity. 
 
The President’s Challenge Physical Fitness Test 
The President’s Challenge, formerly known as the Presidential Physical Fitness Test, was created 
in 1966 by the President’s Council on Physical Fitness and Sports [PCPFS] (n.d.) in an effort to 
encourage American youth to be more physically active. (See Appendix B.) There are three areas 
to the President's Challenge (PCPFS, n.d.): the Active Lifestyles Program that recognizes those 
youth and adults who participate in regular physical activity, the Physical Fitness Program that 
recognizes youth for achieving specific standards of physical achievement, and the Health 
Fitness Program that recognizes those who meet the healthy level of fitness goal on all five 
events in the program.  
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For this study, the Physical Fitness Program (PCPFS, n.d.) was utilized because most school 
children are familiar with the various components that are measured in this test. The five health-
related fitness components incorporated in the Physical Fitness Program (PCPFS, n.d.)  are: 1) 
Curl-Ups to measure abdominal strength and endurance, 2) Shuttle Run to measure anaerobic 
endurance, 3) Endurance Run to measure cardiorespoiratory endurance, 4) Right Angle Push-
Ups to measure upper body strength and endurance, and 5) V-Sit Reach to measure muscular 
flexibility. 
 
Scoring. The President’s Challenge (PCPFS, n.d.) was scored through observation and record 
keeping. The one-mile run was scored by the instructor observing and recording the amount of 
time, in minutes and seconds, required for the participants to run one mile. The instructor who 
counted the number of curl-ups the participant could perform in one minute scored the curl-up 
test. The instructor who observed and recorded the number of push-ups the participants could 
perform without stopping scored the push-up test. Participants were required to perform at least 
one push-up every three seconds until exhaustion. The shuttle run test was scored by the 
instructor who observed and recorded the amount of time, to the nearest tenth of a second, 
required for the participant to perform the run following correct procedure. The instructor who 
recorded and observed the fourth reach performed by the participant scored the v-sit reach. In 
order for the fourth reach to be counted it was held for a minimum of three seconds. 
 
For comparison purposes, a fitness index was constructed consisting of each of the individual 
performance measures (mile run, shuttle run, v-sit reach, push ups, and curl ups) as well as a 
percentile scoring. For the percentile scoring analyses, participants were assigned a percentile 
score, based upon Norm-Referenced criterion supplied by the PCPFS (n.d.). This is the measure 
used in the North Alabama public school system in order to award participants for meeting 
specified expectations on the fitness test. 
 
3.3 Procedures 
The following section will discuss the population, confidentiality, consent and assent, and 
procedures that were followed in order to implement the intervention. Population and sample 
will be discussed first. 


Population and Sample 
The population for this research was 206 fifth to eighth grade physical education students, two 
classes per school, in four North Alabama schools. The schools were selected based on the 
voluntary participation of the physical education instructors. Classes were chosen based on the 
age of the students in the class and the class size. All classes had fewer than 50 students. 
 
Confidentiality 
Confidentiality of participants was assured in several ways. Each participant was assigned a 
number one through 206. The ID was matched with the participant’s name in the researcher’s 
records only. All persons reviewing the participant data had access only to the identification 
number. All data is stored in the researcher's home office in a secure location and will be 
disposed of no sooner than three years following the study. 
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Consent 
The researcher contacted the superintendent of all schools that were chosen to participate in the 
study. The researcher met with and described the purpose, importance, and benefits associated 
with the study to the superintendent of the schools. After the superintendent gave his written 
consent for the chosen schools to participate in the study, the researcher then met with the 
principal of each participant school and described the purpose, importance, and benefits 
associated with the study. After the principal gave his or her written consent for the school to 
participate in the study, a consent form for the parents or guardians of the participants was 
designed.  
 
This consent form was sent to the parents of all students who were invited to participate in the 
study. Students were given a consent form at school (See Appendix C.) to take home and have 
signed by their parent or guardian. The consent form described the purpose of the study, the 
importance of the study, and potential benefits and risks of participating in the study. Parents 
were informed that participation in the study was strictly voluntary and that their child could 
withdraw from the study at any point in time without a threat of harmful repercussions. Only 
those students who brought the signed consent form back to school were allowed to participate in 
the data collection part of the study. Those students who did not return signed consent forms still 
attended their regularly scheduled physical education class. 
 
Assent 
Because this is a study involving minors, all students who returned the signed consent form 
giving their parents’ permission for them to participate in the study were then asked to sign an 
assent form (See Appendix C.). The assent form described the purpose, importance, and benefits 
of the study in age-appropriate language. The students were informed that signing the assent 
form and participating in the study was strictly voluntary and that, even after they signed the 
form, they could withdraw from the study at any point in time without any negative 
repercussions. Upon signing the assent form, the students were then be assigned a number 
between 1 and 206 to use on all data collection forms. 
 
Intervention 
The physical education instructors who participated in this study volunteered to learn and 
implement instructional strategies following TARGET dimensions (Ames, 1992b), as discussed 
in Chapters 1 and 2. Their voluntary participation in this study eliminated the likelihood of 
objections about the implementation of methods used in the motivational climates. However, if 
the instructors had stated objections they would have been discussed and resolved if possible. If 
resolution could not have been made the instructors would have been removed from the study 
group. Instructors established a control climate for one of their participating classes by 
incorporating a performance-oriented climate into their lessons and teaching style. They 
established an experimental climate for their second participating class by incorporating a 
mastery-oriented climate into their lessons and teaching style. Instructors were given verbal 
instruction and reading material (see Appendix D) pertaining to the incorporation of each of the 
TARGET dimensions into their classroom. After reading the material describing components of 
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a mastery- and performance-oriented climate, the instructors completed a survey marking the 
statements that best represented a mastery-oriented climate. Based on their survey responses, 
additional training was unnecessary. Additionally, the instructors were provided with a weekly 
checklist used to mark each of the mastery- and performance-oriented strategies implemented in 
the appropriate groups. Instructors were not informed about the expected outcome of the study. 
 
Participating classes were randomly assigned to a control or experimental motivational climate. 
Pretest scores for the TEOSQ  (Duda & Nicholls, 1992) and the President’s Challenge Physical 
Fitness test (n.d.) were obtained from each participant. Participating classes attended their 
regularly scheduled physical education class Monday through Friday for eight consecutive weeks 
and were exposed to either a mastery- or performance-oriented climate. Lesson plans, 
incorporating a strength-training regimen (See Appendix D), were utilized by the instructors 
three times weekly on Mondays, Wednesdays, and Fridays. On Tuesdays and Thursdays 
throughout the eight-week study period, instructors incorporated activities to enhance speed and 
quickness. Suggested activities were made available (See Appendix D) for the instructors. Upon 
completion of the study the participants were administered The President’s Challenge Physical 
Fitness test (PCPFS, n.d.) and the CATPA (Schutz et al., 1985) inventory. 
 
The strength-training program was designed following safety protocol for youth participants. The 
instructors adhered to recommendations made by the American College of Sports Medicine 
(1993/1998) and the American Academy of Pediatrics (1990). The strength-training regimen 
consisted of the following exercises: 


 
1. Body weight:  Participants performed exercises in which their body served as the resistance 
used to build strength. Examples of this type of exercise are squats, lunges, push-ups, pull-ups, 
and crunches. 
2. Tubing exercises:  Participants performed exercises using a piece of elastic tubing attached to 
a stationary object in order to provide resistance.   
3. Medicine ball exercises.  Participants performed strengthening exercises using weighted balls 
as the form of resistance. Ball weights ranged between ½ lb to 5 lbs. 
4. Dumbbell exercises:  Participants performed strengthening exercises using light dumbbells as 
the form of resistance. Dumbbells were 5 lbs or less. 
5. Training bar exercises: Participants performed exercises using a training bar, which is similar 
in size and weight to a broomstick. Examples of the type of exercises that were performed are 
front squats, back squats, and overhead press. 
6. Speed, agility and quickness exercises: Participants performed exercises that specifically 
enhance speed, agility and quickness. Examples of the type of exercises that were performed are 
sprinting, pro-agility, reaction drills, and plyometrics. No ballistic type exercises were 
performed. 


 
Manipulation Check 
Four weeks into the study, the PMCSQ (Seifriz, Duda, & Chi, 1992) was administered to all 
study participants. This inventory was used to determine the extent to which the instructors 
developed the intended motivational climates. Patrick et al. (Patrick, Anderman, Ryan, Edelin, & 
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Midgley, 2001) generally advise that the beginning of the year is the most important time for 
instructors to incorporate a new motivational climate in their classroom. However, for this study, 
that was not possible. Allowing four weeks before implementing the manipulation check allowed 
the study participants ample time to adjust to the new motivational climate in their classroom. 
Regardless of the results of the PMCSQ, (Seifriz, Duda, & Chi, 1992) analysis was conducted 
with regard to intention to treat rather than students’ perceptions of the type of motivational 
climate to which they were exposed. 
 
3.4 Data Collection and Analysis 
 
The following section discusses the data collection methods and data analysis. Data were 
collected from 206 physical education students in the state of Alabama. The data was analyzed 
using inferential statistical methods. 
 
Data Collection 
To ensure proper data collection protocol, information from each of the administered inventories 
was used to create a data entry screen using the statistical software package EpiData 3.1 
(Lauritsen, Bruus, & Myatt, 2001).The inventories were converted to a .qes file in EpiData 
where variable names were determined for each inventory item. Variable labels and values were 
then assigned for each variable. Following this procedure the .qes file was converted into .chk 
file to create checks for the different variables. The .chk file was used to ensure that entered data 
were checked for the appropriate range of values, missing values, skip and fill as required, and 
logical consistency.  
 
Data Analysis 
A sample size of 200 achieves 80% power to detect change in R2 of  0.019 attributed to one 
independent variable using an F-Test with a significance level (alpha) of 0.05 (NCSS/PASS, 
2004). The variables tested are adjusted for an additional 12 independent variables with an R2 of 
0.50 (NCSS/PASS, 2004).  
 
4. Results 
Analysis of Covariance (ANCOVA) will be used for statistical analysis. Multiplicative 
interaction terms will be constructed using the variable representing the mastery and 
performance groups, age, gender, individual goal orientation, and the pretest score. The extent to 
which there are interaction effects will be tested using hierarchical regression. Regression (R2) 
will be computed to assess contribution to the model of the interaction effects and the overall fit 
of the model. Unstandardized partial regression coefficients and their level of significance will 
be examined to assess the contribution of the main effects. R2 and the effects of the independent 
variables will be considered statistically significant at p < 0.05. 
  
4.1 Demographic Information 
The initial study group consisted of 226 male and female students attending four different 
schools located in North Alabama. Due to unforeseen circumstances, only 206 of these 
participants were able to complete the study and complete data are available for 115 participants. 
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Participants ranged in age from 10 to 14 years and were in grades 5 through 8. Caucasian, 
Black/African American, and Hispanic populations were represented (45.77%, 38.34%, 11.91%, 
respectively [see Table 1]). Minority populations were over represented in comparison with 
findings from the 2000 Census (U.S. Census Bureau, 2000) for the state of Alabama which 
reported the state’s population as 71.8% Caucasian, 26.3% Black/African American, and 1.7% 
Hispanic.  
 


Table 1 


Demographic Characteristics of Participants (N = 206) 


Personal characteristics    n  Percent 


Gender 
 


Male      97  47.55 
Female               107  52.45 
 


Ethnicity 
 


Caucasian     92  45.77 
Black/African American   77  38.34 
Hispanic     24  11.91 
Other        8    3.98 
 


Age at time of study (years) 
 
 10      13    6.40 
 11      80  39.41 
 12      55  27.09 
 13      34  16.75 
 14      21  10.35 
 
Grade at time of study  
 
 5               103  50.00 
 6      66  32.04 
 7      12    5.83 
 8      25  12.13 
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4.2 Reliability of Instruments 
Preliminary analyses of all measurement instruments were conducted in order to determine the 
reliability of the inventories. The statistic that was used for this measure was Cronbach’s alpha. 
 
The CATPA (Schutz et al, 1985) inventory was used to assess participant’s attitude toward 
physical activity. A reliability analysis for the CATPA (Schutz et al,1985) inventory as a whole 
yielded a Cronbach’s alpha of 0.90 for the pretest and 0.89 for the posttest, which are both 
considered acceptable (Wright, 1979). Additional analyses were performed in order to determine 
the reliability for each of the seven domains that comprise the CATPA (Schutz et al, 1985) 
inventory.  
 
Reliability testing was performed on each of the CATPA (Schutz et al, 1985) domains. Pretest 
CATPA (Schutz et al, 1985) analysis revealed strong alphas for the aesthetic, catharsis, and 
ascetic domains. The remaining four domains, social growth, social continuation, health and 
fitness, and vertigo had weak alphas (0.35, 0.79, 0.61, and 0.75, respectively). By removing one 
survey item from each of these domains in the CATPA pretest inventory the alphas were 
increased (0.67, 0.83, 0.73, and 0.82, respectively [See Table 2]). Therefore these items were 
removed from subsequent analyses. 
 
The posttest reliability coefficients for all domains, excluding the social growth and the health 
and fitness domains, ranged from 0.85 to 0.93. These are very strong alphas, suggesting good 
reliability. The alpha for the social growth domain (0.76) was not increased by removing any 
survey items. The alpha for health and fitness (0.64) was increased to 0.83 by removing one item 
from the posttest CATPA (Schutz et al, 1985). Therefore this item was removed from subsequent 
analyses. 
 
The PMSCQ (Seifriz et al, 1992) was administered to the participants to serve as a manipulation 
check to determine the extent to which the instructors manipulated their physical education 
environments. Cronbach’s alpha for the PMCSQ (Seifriz et al, 1992) was 0.67, which suggests 
poor reliability. If the item “In my physical education class everyone feels that they have an 
important role in the class” is removed, the alpha improves to 0.71, which is not considered 
strong, but acceptable (Wright, 1979). This item was removed from subsequent analysis (see 
Table 3).  
 
 
Table 2 


Internal reliability (coefficient alpha) for CATPA inventory 


Domain       Pretest alpha     Posttest alpha 
   
Social Growth     0.67   0.76 
Social Continuation    0.83   0.85 
Health and Fitness    0.73   0.82 
Vertigo     0.82   0.93 
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Aesthetic     0.86   0.85 
Catharsis     0.84   0.88 
Ascetic     0.87   0.91 


 


The TEOSQ (Duda & Nicholls, 1992) was used to determine the individual goal orientation of 
the participants. Reliability analysis for the TEOSQ (Duda & Nicholls, 1992) inventory yielded a 
Cronbach’s alpha of 0.73, which is acceptable (Wright, 1979). There was not a significant 
improvement in the alpha by removing any of the inventory items, with the greatest possible 
improvement being an alpha of 0.76 by removing the item “I feel most successful in physical 
education class when I learn a new skill by trying hard” (see Table 4). All items were left in for 
all analyses. 
 
Table 3 


Internal reliability (coefficient alpha) for PMCSQ  


Questionnaire Item       alpha if deleted  


Students feel good when they do better than the other students  0.64 
Trying hard is rewarded       0.67 
Students are punished when they make mistakes    0.66 
Teachers make sure students improve on skills they are not good at  0.68 
The focus is to improve each class      0.66 
Students are put in time out for mistakes     0.65 
Playing better than other students is important    0.64 
Teachers give most of the attention to the “best students”   0.64 
Doing better than others is important      0.64 
Students work hard because they want to learn more about the activities 0.67 
Teachers favor some students more than others    0.64 
Students are encouraged to outplay their classmates    0.62 
Students are encouraged to work on their weaknesses   0.68 
Everyone wants to score the most points     0.65 
Everyone feels that they have an important role in the class   0.71 
Teachers want us to try new skills      0.66 
Students like playing when teams are evenly matched   0.64 
Only the best students get noticed by the teachers    0.64 
Students are afraid to make mistakes      0.67 
 
Note. All items are preceded by the statement “In my physical education class” 
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4.3 Normality of Distribution 
Preliminary analyses of all measurement instruments were conducted in order to determine the 
extent to which the frequency distribution of the data is normal with regard to the specific 
inventories. The statistic that was used for this measure was the Kolmogorov-Smirnov (K-S) 
Goodness-of-fit test. The K-S tests for the CAPTA (Schutz et al, 1985), PMCSQ (Seifriz et al, 
1992), and TEOSQ (Duda & Nicholls, 1992) were significant at p < 0.01, p < 0.001, and p < 
0.01, respectively. Findings from the K-S test for each of the aforementioned inventories result 
in a rejection of the null hypothesis. The sample distributions are not normal and, by inference, 
the distributions in the population from which the sample was selected were not normal. 
 
Table 4 


Internal reliability (coefficient alpha) for TEOSQ  


Questionnaire Item       alpha if deleted  


I’m the only one who can do the play or skill    0.72 
I learn a new skill and it makes me want to practice more   0.70 
I can do better than my friends      0.70 
The others can’t do as well as me      0.71 
I learn something that is fun to do      0.71 
Others mess up and I don’t       0.69 
I learn a new skill by trying hard      0.76 
I work really hard        0.71 
I score the most points, goals, or hits      0.74 
Something I learn makes me want to go and practice more   0.70 
I’m the best         0.71 
A skill I learn feels really right      0.72 
I do my very best        0.71 
 
Note. All items are preceded by the statement “I feel most successful in physical education class 
when”. 
 
 
Analysis of Gender, Age, Group, and School 
A posttest Presidential Fitness Test score X gender ANOVA suggested that gender of the 
participant did not have a significant effect on Posttest Presidential Test outcomes (F (1, 182) = 
2.72, p = 0.10). To determine the extent to which the residuals were normally distributed the 
Levene’s test for Equality of Variance was utilized. Analysis indicated variances for the residuals 
did not differ significantly for boys and girls (p = 0.73). This finding suggested that there was 
equal variance across gender (See Table 5). 
 
A posttest Presidential Fitness Test score X age ANOVA suggested that the age of the 
participant did have a significant effect on Posttest Presidential Test outcomes (F (4, 179) = 3.63, 
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p < 0.05). To determine the extent to which the residuals were normally distributed the Levene’s 
test for Equality of Variance was utilized. Analysis indicated that the residuals did differ 
significantly (p < 0.05) by age. This finding suggested that there was not equal variance across 
age groups (See Table 5). 
 
A posttest Presidential Fitness Test score X group ANOVA suggested that group assignment did 
not have a significant effect on Posttest Presidential Test outcomes (F (1, 182) = 0.26, p = 0.61). 
To determine the extent to which the residuals were normally distributed the Levene’s test for 
Equality of Variance was utilized. Analysis indicated variances for the residuals did not differ 
significantly between the groups (p = 0.54). This finding suggested that there was equal variance 
across group assignment (See Table 5). 
 
A posttest Presidential Fitness Test score X school ANOVA suggested that the school the 
participants attended did have a significant effect on Posttest Presidential Test outcomes (F (3, 
180) = 18.11, p < .001). To determine the extent to which the residuals were normally distributed 
the Levene’s test for Equality of Variance was utilized. Analysis indicated variances for the 
residuals did differ significantly across schools (p < .001). This finding suggested that there was 
not equal variance across schools (See Table 5). 


 
Table 5 


One-Way Analysis of Variance Summary Posttest Presidential Fitness Outcomes 


Source      df     SS   MS     F  


Gender 
 Between groups     1  1836.07 1836.07 2.72 
 Within groups  182         122663.93   673.98  
 
Age 
 Between groups     4             9341.50 2335.38 3.63** 
 Within group  179         115158.50   643.34 
 
 
Group 
 Between groups      1                   176.61   176.61 0.26 
 Within groups   182         124323.39             683.10 
 
School 
 Between groups     3                28859.48           9619.83         18.11*** 
 Within groups  180                95640.52             531.34 
 
*p < 0.05 **p < 0.01 ***p < 0.001 
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Children’s Attitude toward Physical Activity Inventory 
The CATPA (Schutz et al, 1985) inventory was administered to determine the attitudes of the 
participants toward physical activity. Analysis of Variance (ANOVA) showed statistically 
significant (p < 0.001, p < 0.001, respectively) pretest differences between the mastery and 
performance groups in the CATPA (Schutz et al, 1985) domains representing social continuation 
and aesthetic. Statistically significant (p < 0.05) posttest differences between the mastery and 
performance groups were demonstrated in the CATPA (Schutz et al, 1985) posttest domain 
representing social continuation (See Table 6). 
 
Other domains on both the pretest and the posttest did not differ across groups. Mean scores for 
the CATPA (Schutz et al, 1985) inventory ranged from 3.01 to 4.50 in all domains, which 
suggest favorable attitudes toward physical activity by all participants in pretest and posttest 
conditions (see Table 6). As a result of randomization not resulting in equivalent scores across all 
pretest CATPA domains, attitude about physical activity will be controlled for in all subsequent 
analysis. 
 


 
Table 6 


Group Differences for CATPA Inventory by Domain 


            Mastery group  Performance Group 


Domain   M SD  M SD             df F 


Social growth pretest  4.15 0.76  3.88 0.97            159      3.90 
Social growth posttest  4.48 0.76  4.28 0.90            156      2.35 
Social continuation pretest 4.50 0.53  4.07 0.91            160    14.51*** 
Social continuation posttest 4.43 0.67  4.21 0.79            155      3.96* 
Health & fitness pretest 3.06 1.22  2.97 1.11            157      0.28 
Health & fitness posttest 3.01 1.39  3.12 1.12                157      0.26 
Vertigo pretest   3.89 1.14  3.78 1.02            153      0.42 
Vertigo posttest  3.93 1.03  3.78 0.99                160      0.89 
Aesthetic pretest  4.17 0.86  3.57 1.14                157    14.48*** 
Aesthetic posttest  4.17 1.00  3.95 0.97            157      1.94 
Catharsis pretest  3.08 1.24  3.29 1.08            153      1.31 
Catharsis posttest  3.10 1.29  3.33 1.13            151      1.32 
Ascetic pretest   3.08 1.24  3.29 1.07            154      1.31 
Ascetic posttest  3.91 0.54  3.85 0.60            133      0.42 
 
*p < 0.05 **p < 0.01 ***p < 0.001 
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Perceived Motivational Climate in Sport Questionnaire 
The PMCSQ (Seifriz et al, 1992) was administered as a manipulation check following the 4th 
week of the study. The manipulation check was used to determine the extent to which the 
instructors were able to manipulate the motivational climate specified by the researcher. The 
PMCSQ (Seifriz et al, 1992) was utilized to determine the extent to which the study participants 
perceived that they were in a mastery-oriented or a performance-oriented motivational climate. 
Participants in both the mastery- and performance-oriented climates responded more favorably to 
mastery items than performance items, demonstrating that the participants perceived themselves 
to be in primarily a mastery-oriented climate (see Table 7). 
 
Table 7 


Mean measures for the PMCSQ for Mastery and Performance Indices  


      Mastery Index  Performance Index 


Source      M  SD    M  SD 


Group 
 Mastery Group 3.89  0.63  2.48             0.67 
 Performance Group 3.88  0.76  3.03             0.68 
 
School 
 School 1  4.14  0.50  2.66  1.01 
 School 2  3.73  0.83  2.92  0.66 
 School 3  3.88  0.78  2.56  0.63 
 School 4  3.78  0.58  2.71  0.70 
 
 
A group (2) X climate (2) ANOVA suggested that the performance group (M = 3.03) responded 
more positively to the performance index than did the mastery group (M = 2.48, [F (1, 159) = 
26.28, p < 0.001]). Groups did not appear to respond differently to mastery items (F (1, 155) = 
0.01, p = 0.90 [see Table 8]). A climate (2) x schools (4) ANOVA found that all none of 
participants in any of the schools perceived themselves to be a participant in either a mastery (F 
(1, 156) = 1.82, p = 0.15) or a performance climate (F (1, 157) = 2.31, p = 0.08 [see Table 9]).  


 
Task and Ego Orientation in Sports Questionnaire 
The TEOSQ (Duda & Nicholls, 1992) was utilized to determine individual goal orientation of 
the study participants. An orientation index (2) X group (2) ANOVA revealed that the goal 
orientations, task (F (1, 196) = 3.72, p < 0.05) differed significantly across the mastery and 
performance groups (see Table 10). Ego goal orientation (F (1, 197) = 3.60, p = 0.06), did not 
differ across groups (see Table 10). An orientation (2) X school (4) ANOVA did not reveal any 
statistically significant differences among the schools in task and ego orientation (see Table 11).  
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Table 8 


One-Way Analysis of Variance Summary of PMCSQ by Group 


Source     df  SS  MS  F 
  
Mastery Climate Index 
 Between groups     1  0.01  0.01  .01 
 Within group  155           73.89  0.48   
 
Performance Climate Index 
 Between groups     1           12.00            12.00          26.28*** 
 Within group  159           72.60   0.46   
 
*p < 0.05 **p < 0.01 ***p < 0.001 
 


 
 
 


Table 9 


One-Way Analysis of Variance Summary of PMCSQ by School 


Source      df     SS   MS    F  


Mastery Climate Index 


 Between groups     3    2.89           0.96  1.82 


 Within group  156  82.41           0.53  


Performance Climate Index 


 Between groups     3    3.58           1.19  2.31 


 Within group  157  81.03           0.52  


*p < 0.05 **p < 0.01 ***p < 0.001 
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Table 10 


One-Way Analysis of Variance Summary of TEOSQ by Group 


Source      df     SS  MS    F  


Task Orientation Index 
 Between groups     1      3.72  3.72  5.42* 
 Within group  196  134.78  0.69     
Ego Orientation Index 
 Between groups     1      2.87  2.87  3.60 
 Within group  197  157.01  0.80    
 


 


Table 11 


One-Way Analysis of Variance Summary of TEOSQ by School 


Source      df     SS   MS     F  


Task Orientation Index 
 Between groups     3      1.36  0.45  0.64 
 Within group  194  137.14  0.71   
 
Ego Orientation Index 
 Between groups     3      4.63  1.54  1.94 
 Within group  195  155.26  0.80 
 


 


President’s Challenge Fitness Test 
The President’s Challenge Fitness Test (PCPFS, n.d.) was administered to determine the extent 
to which participants exhibited a change in health-related fitness outcomes following the 
intervention period. Paired sample t-tests of the mile run, shuttle run, v-sit reach, push up test, 
curl up test and overall percentile score demonstrated statistically significant differences in 
several areas for the study population as a whole, for females, and for males (see Table 12). 
These findings suggest that the strength-training intervention had a positive affect on the health-
related fitness components measured via the Presidential Challenge Fitness Test. 
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Table 12 


Pretest and Posttest Differences for Health-Related Fitness Measurements 


        Pretest       Posttest  


Source     M   SD      M    SD   df    t 


All Participants 


Mile run 11.68   3.09  11.00    3.46  162 -3.36** 
Shuttle run 11.40   1.33  11.17    1.37  168 -2.93** 
V-sit reach   2.88   4.04    3.26    4.12  174       1.78 
Push up 14.92 13.15  18.32  12.60  179       4.19*** 
Curl up 37.76 11.36  41.24  11.06  172       5.19*** 
Percentile 18.84 19.39  30.03  26.19  180       7.08*** 
 


Males 


Mile run 11.18   3.50  11.00   4.31    80      -0.54 
Shuttle run 11.11   1.35  11.00   1.51    81 -0.79 
V-sit reach   1.20   4.11    1.68   4.28    82       1.46 
Push up 19.14 14.15  22.84 14.09    86       2.65* 
Curl up 38.98 11.57  43.16 11.36    83       3.67*** 
Percentile 16.34 17.45  26.63 26.39    85       4.43*** 


Females 


 Mile run 12.19   2.53  11.00   2.36    81      -5.14*** 
 Shuttle run 11.67   1.25  11.32   1.21    86      -3.95*** 
 V-sit reach   4.39   3.34    4.68   3.42    91       1.05 
 Push up 10.98 10.81  14.09   9.28    92       3.54** 
 Curl up 36.61 10.51  39.43 10.51    88       3.84*** 
 Percentile 21.11 20.84  33.11 25.76    94       5.55*** 
 
*p < 0.05 **p < 0.01 ***p < 0.001 
 


Hypothesis Testing 
To test hypothesis one and two an interaction model (See Table 13) was constructed consisting 
of eight main effects (gender grade age, group, school, pretest presidential percentile scores, a 
score representing attitude toward physical activity [CATPA], and two scores representing goal 
orientation [ego and task]) and 22 two-way interaction terms consisting of these main effects. To 
test hypothesis two the interaction model was reduced to a model consisting of the interaction 
term gender x pretest Presidential Fitness test (see Table 14). To test hypothesis one the 
interaction model was reduced to a parsimonious model (see Table 15) by first retracting the 
insignificant interactions followed by the insignificant main effects. Results of the interaction 
model are in displayed in Table 13.  
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Table 13 


Summary of General Linear Model for Posttest Presidential Fitness Test Outcomes  


Model 3      df  F 


Source: Interaction Model 
 
Main Effects 


Intercept     1             0.06 
 Gender      1  0.55 
 Age      4  0.17 
 Group      1  0.47 
 School      3  0.29 
 Pretest Presidential Test   1  0.72 
 Ego index                1  0.27 
 Task index     1  0.67 
 CATPA survey    1  0.41    
 
Interactions 
 Gender x Age     4  0.31 
 Gender x School    3  1.23 
 Gender x Group    1  0.83 
 Gender x Pretest Presidential Test  1  1.44 
 Gender x Ego index    1  0.74 
 Gender x Task index    1  0.03 
 Gender x CATPA survey   1  0.06 
 Age x School     6  1.01 
 Age x Group     4  0.16 
 Age x Pretest Presidential Test  4  0.51 
 Age x Ego index    4  1.24 
 Age x Task index    4  0.42 
 Age x CATPA survey    4  0.26 
 School x Group    3  0.64 
 School x Pretest Presidential Test  3  1.59 
 Group x Pretest Presidential Test  1  0.47 
 Group x Ego index    1  2.85 
 Group x Task index    1  1.40 
 Group x CATPA survey   1  0.24 
 Pretest Presidential Test x Ego index  1  1.50 
 Pretest Presidential Test x Task index 1  0.87 
 Pretest Presidential Test x CATPA survey 1  0.05 
Note: R2 = 0.78 
 *p < 0.05 **p < 0.01 ***p < 0.001 
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Hypothesis Two 
General Linear Model (GLM) was utilized to test hypothesis two by constructing an interaction 
model (See Table 13) consisting of eight main effects (gender, age, group, school, pretest 
presidential percentile scores, a score representing attitude toward physical activity [CATPA], 
and two scores representing goal orientation [ego and task]) and 22 two-way interaction terms 
consisting of these main effects. The interaction model was reduced by first retracting the 
insignificant interactions followed by the insignificant main effects. Results of this model are in 
displayed in Table 14.  
 
For these analyses the number of participants with all data sets were 115. Results of this analysis 
revealed that when controlling for goal orientation (TEOSQ), attitude about physical activity 
(CATPA), initial performance score and age, male participants do not demonstrate larger gains 
in health-related fitness measures than do females (F (1, 18) = 0.62, p = 0.43 [see Table 14]). 
Hypothesis two was not supported. Further statistical analyses regarding main effects and 
interactions from this reduced model were not discussed because this is not the parsimonious 
model. 
 
To determine the extent to which the residuals were normally distributed the Levene’s test for 
Equality of Variance was utilized. Analysis indicated variances for the residuals did not differ 
significantly across gender (p = 0.38). 
 
 
Table 14 


Hypothesis Two Summary of General Linear Model for Posttest Presidential Fitness Test 


Model 2      df  F 


Source: Reduced Model 
 
Main Effects 


Intercept     1  15.57*** 
 Gender      1    3.52 
 Age      4    2.36 
 Group      1    0.51 
 School      3    9.83*** 
 Pretest Performance    1   44.56*** 
 
Interactions 
 Gender x Age     4   1.88 
 Group x School     3   3.03* 
 Gender x Pretest Performance   1   0.62 
 
 
Note: R2 = 0.59  
*p < 0.05 **p < 0.01 ***p < 0.001 
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Hypothesis One 
General Linear Model (GLM) was utilized to test hypothesis one.  For these analyses the number 
of participants with all data sets were 115. Results of this analysis revealed that when controlling 
for goal orientation (TEOSQ), attitude toward physical activity (CATPA), gender, initial 
performance score and age, there was not a statistically significant effect of group assignment on 
change in performance from pretest to posttest (F (1, 17) = 0.06, p = 0.81 [see Table 15]). 
Hypothesis one was not supported.  


 
 
Table 15 


Hypothesis One Summary of General Linear Model for Posttest Presidential Fitness Test   


Model 1      df  F 


Source: Final Parsimonious Model 
 
Main Effects 


Intercept     1  35.65*** 
 Group      1    0.06 
 School      3  10.38*** 
 Pretest Presidential Test   1  51.23*** 
 
Note: R2 = 0.51  
*p < 0.05 **p < 0.01 ***p < 0.001 
 


To determine the extent to which the residuals were normally distributed the Levene’s test for 
Equality of Variance was utilized. Analyses indicated variances for the residuals did not differ 
significantly across groups formed by the independent variables (p = 0.27). 
 
In order to test the assumption that the residuals are normally distributed a Kolmogorov-Smirnov 
(K-S) Goodness-of-fit test was performed on the studentized deleted residuals. There was not a 
statistically significant (p = 0.93) finding from this analysis. Findings from the K-S test results in 
an acceptance of the null hypothesis. The residual from the parsimonious model were normally 
distributed. The implication from the analysis was that the results from the GLM could be 
interpreted in a meaningful way. 
 
Significant main effects were school (F (3, 17) = 10.38, p < 0.001[See Table 15]). There was 
also a significant main effect of the pretest Presidential Fitness test (F (1, 17) = 51.23, p < 0.001).  
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5. Conclusions and Recommendations 
The study's research question was:  When controlling for gender, age, physical activity attitude, 
and initial fitness scores, to what extent does the motivational climate influence the health-
related fitness outcomes of youth participating in a strength-training regimen? Two directional 
hypotheses were addressed. Hypothesis one stated that youth in a mastery climate will have 
better health-related fitness scores than youth in a performance climate when controlling for goal 
orientation (TEOSQ), attitude toward physical activity (CATPA), age, gender, and initial 
performance score. Hypothesis two stated that, when controlling for goal orientation (TEOSQ), 
attitude toward physical activity (CATPA), initial performance score and age, male participants 
will demonstrate larger gains in health-related fitness measures than will females. Data analysis 
indicated both first hypothesis and hypothesis two were rejected. (See data analysis in Chapter 
4.) 
 
5.1. Hypothesis One 
The first hypothesis was stated as:  Youth in a mastery climate will have better health-related 
fitness scores than will youth in a performance climate when controlling for gender, age, initial 
fitness scores, attitude toward physical activity (CATPA) and goal orientation (TEOSQ). As 
discussed in Chapter 2, the literature has identified that, when students’ perceive that their 
learning environment emphasizes a mastery-orientation, this perception significantly relates to a 
personal mastery goal orientation (Midgley et al. 1995) and also to adaptive patterns of 
engagement and learning (Ames & Archer, 1988). In comparison, students who viewed their 
learning environment as performance-oriented have been associated with a personal performance 
goal orientation (Midgley et al., 1995) and with maladaptive learning and engagement patterns 
(Kaplan & Midgley, 1999). However, the results of this study do not appear to support the 
literature. Analysis indicated that when predicting the health-related fitness outcomes group 
assignment did not have a significant effect. 
 
The PMSCQ (Seifriz et al., 1992) was administered in this study to serve as a manipulation 
check. The purpose of this manipulation check was to determine the extent to which the 
participants’ perceived themselves to be in a mastery-oriented or performance-oriented climate. 
Data analysis revealed (Table 3) that the PMSCQ (Seifriz et al., 1992) yielded a low Cronbach’s 
alpha (0.67) meaning that this inventory was not a good measure of perception of motivational 
climate for this study group. These results are in conflict with various other studies (Seifriz et al., 
1992; Walling et al., 1993) who reported alphas greater than 0.80 in both instances. 
 
Possible explanations for the differences between this study and those of Seifriz et al. (1992) and 
Walling et al. (1993) are that participants took the inventory at the beginning of their physical 
education class when they were eager to begin participating and possibly did not take an 
adequate amount of time to read each item thoroughly. A second possibility is that the inventory 
was changed from that of a sport-context to a physical education-context. Another possible cause 
of the rejection of Hypothesis One may be related to the fact that the instructors did not 
successfully manipulate the motivational climate as intended by the researcher. 
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As demonstrated in Table 7, both the mastery- and the performance-oriented group perceived 
their motivational climates as a mixture of mastery and performance motivational factors. The 
mastery group responded fairly strongly to the mastery index  and responded almost neutrally to 
the performance index while the performance group responded almost identically to the mastery 
index and the performance index. A possible explanation for the instructors not correctly 
manipulating their motivational climate is that the instructors were asked to alter significantly 
their teaching styles three-fourths of the way through a school year. When altering ones 
motivational teaching style, teachers are strongly encouraged (Patrick et al., 2001) to do so at the 
beginning of the school year because classroom routines and practices tend to become 
established relatively quickly in the school year and then remain comparatively stable.  
 
A second possible reason for the lack of proper climate manipulation may stem from the 
strength-training program that was adhered to during the study period. The very nature of Ames’ 
(1992a; 1992b) TARGET criteria for establishing a mastery-oriented climate stresses the 
importance of varying tasks on a regular basis. During the eight-week strength-training program, 
the same protocols were adhered to weekly, thus limiting the amount of task variance allowed. 
The only day during each of the eight weeks that was allowed to be varied by the students was 
Thursday (choice day), on which day they were allowed to choose any activity. However, 
because this study was initiated during the last two months of the school year, it was common for 
the students to miss physical education class at least once a week during several of the study 
weeks. The instructors were asked to ensure follow through of the three-day per week strength 
training program and eliminate the choice day if necessary to do so. Thus, even the small amount 
of variation that was allowed may have been totally eliminated in order to comply with the 
strength-training protocols. 
 
5.2 Hypothesis Two 
The second hypothesis was stated as:  when controlling for goal orientation (TEOSQ), attitude 
about physical activity (CATPA), initial performance score and age, male participants would 
demonstrate larger gains in health-related fitness measures than will females. As discussed in 
Chapter 1, several studies (Newton & Duda, 1993; Paulson, 1999; White & Zellner, 1996) 
suggested that males are more inclined to achieve success in a performance-oriented climate than 
are females. Furthermore, Xiang et al. (2004) proposed that gender-stereotyped tasks might also 
play an integral part in the success of the participants. The results of this research do not appear 
to support this contention. The results suggested that gender is not a significant predictor of 
improvement on health-related fitness components. 
 
Newton and Duda (1993), Paulson (1999), and White and Zellner (1996) suggest the likelihood 
of males outperforming females when exposed to a performance-oriented climate. Data analysis 
of this study revealed that both climates appeared to display performance-oriented and task-
oriented motivational factors in this study (Table 7); therefore males did not have an advantage 
regardless of grouping. 
 
Xiang et al (2004) discussed the possibility that performance in an activity may be affected by 
the gender-role stereotype of the activity. Activities may be stereotyped for a particular gender or 
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they may be stereotyped as neutral (2004). The outcome of this study, in regards to hypothesis 
two, support the assumption that strength training may be gender stereotyped as neutral. 
Although in the past strength-training was viewed as a male sport, today it is encouraged for 
males and females alike (ACSM, 1993), In the world of amateur sports, for example, the 2000 
Olympics in Sydney included male and female participants in the Olympic sport of weight lifting 
(Time, 2000). Participants in this study may possibly have perceived the strength-training 
program as a neutral gender stereotyped sport and causing both gender to have worked harder, 
yielding better health-related fitness outcomes for all participants. Precautions were taken to 
ensure that the strength-training workout was not viewed as a male stereotyped activity. These 
precautions involved not employing a traditional strength-training regimen incorporating free 
weight equipment; instead, medicine balls, resistance bands, towels, and body weight were 
utilized. 
 
Although it was hypothesized that males would out perform females, it is important to note that 
all participants displayed significant improvement in the mile run, the shuttle run, push ups, sit 
ups, and overall percentile ranking. Overall males demonstrated significant improvement in push 
ups, curl ups, and overall percentile ranking. Data analysis revealed that females had significant 
improvements in the mile run, the shuttle run, push ups, curl ups, and overall percentile ranking. 
Although there were not any significant increases in the v-sit reach, scores did not decline for the 
participants, male or female (Table 12) 
 
The literature cited above clearly indicates that there are barriers to manipulating a motivational 
climate and that, when attempting to do so, there are certain guidelines that should be followed in 
order to facilitate successful implementation. The data analysis of this study supports that 
literature as well as the gender literature by Xiang et al (2004). 
 
5.3 Limitations 
Limitations of the study involved some that were unique to this study and some related to survey 
research in general. General limitations will be presented first. 
 
General Limitations 
Motivational research (Patrick et al., 2001) offers many guidelines for successfully implementing 
a new motivational climate. One of these guidelines concerns the importance of implementing 
new motivational strategies at the beginning of the school year before routines and practices are 
established. This study was administered during March, April, and May of the 2004–2005 school 
year. Participants in the study already had established preconceived perceptions of their 
instructors and perceptions of the type of motivational climate displayed during physical 
education class. Although the instructors involved in the study reported attempts at successful 
manipulation, they may have been unable to do so in the view of the study participants, because 
of the lateness of implementing the interventions. 
 
Because the study took place during the last three months of the school year, students were often 
absent from physical education class due to field trips, school plays, special programs, and spring 
break. These disruptions may have contributed to the unsuccessful implementation of the 
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motivational climate by limiting the amount of variety the instructors were able to incorporate 
into their physical education class. In addition, only 115 complete data sets were available for the 
final analyses. 
 
Another limitation may be that the study took place in four different schools and nine instructors 
administered the motivational climate intervention. The inference is that there may have been a 
large amount of variability in the independent variable, thus contributing to the lack of success in 
climate manipulation. Although the instructors reported adhering to climate protocol, the 
complexity of nine different instructors, with different personality types and teaching and 
motivational styles, suggests a possible lack of continuity. 
 
Study-based Limitations 
Random assignment to the control group and experimental group was not possible in this study. 
The study took place in preexisting classrooms and classes were randomly assigned to control 
and experimental groups instead of individual participants. This may have contributed to a lack 
of internal validity. The generalizability of the study is also questionable. This study took place 
in four schools located in North Alabama; therefore, conclusions from this study should only be 
generalized to students who attend school in North Alabama.  
 
5.4 Implications 
When considering the implications of this study, several key issues need to be addressed. These 
implications include the importance of physical education instructors implementing strength 
training into their curriculum. Findings from this study suggest there are benefits to students who 
participate in a strength-training program. Not only was muscular strength and endurance 
enhanced, but cardiorespiratory endurance was as well (Table 13).  
 
Students attending schools located in North Alabama participate in the President’s Challenge 
(PCPFS, n.d.) in the fall and spring of every school year. Physical education instructors are 
continually investigating programs that will significantly influence the scores reached by their 
students. Superintendents of the schools in which the study was administered agreed to allow this 
study to be performed specifically because of the need to increase Presidential Challenge fitness 
scores. With Alabama reported as the second fattest state in the nation (Trust for America’s 
Health, 2002), it is imperative that researchers discover programs that will help increase health-
related fitness measures. Findings from this study appear to lend support to programs that 
incorporate strength training into the physical education curriculum.  
 
5.5 Future Research 
A need for further research is indicated by the results of this research. Several areas, based on the 
literature (Solmon, 1996; Theeboom et al., 1995; Treasure & Roberts, 1995) and the data in this 
research, indicate a need for motivational research in the physical education class. Previous 
research (Solmon, 1996; Theeboom et al., 1995; Treasure & Roberts, 1995) supports the 
presumption that a mastery-oriented climate facilitates adaptive motivational patterns. 
Regardless of the fact that motivational climates were not correctly manipulated in this study, 
significant improvements in health-related fitness measures for all participants were noted (Table 
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13). Research findings such as those demonstrated by Solmon (1996), Theeboom et al (1995), 
and Treasure and Roberts (1995) suggest that, not only might it be possible to manipulate the 
motivational climate in a physical activity setting, doing so might enhance performance 
outcomes.  
 
Although the influence of gender and its effect on motivational climate has been discussed 
previously, there remain questions about the conclusions that can be drawn based on the 
ethnicity of the participants. Although minority populations were overrepresented in this study, 
due to the low number of participants in the study group very little insight can be gained from 
this study in regards to race. With the growing Hispanic population in the United States (U.S. 
Census Bureau, 2000), it is imperative that motivational studies involving ethnicity be 
researched. 
 
A last important area of future research would be to include preschool and early elementary aged 
children in physical activity motivational studies. In 1999, 13% of children aged six to 11 years 
in the United States were overweight (HHS, 2004). Obese children have an increased risk of 
heart disease, type II diabetes, and low self-esteem and depression (2004). Physical education 
motivational studies and their subsequent impact on health-related fitness measures should be 
addressed in an effort to decrease overweight and obesity in America’s youth population.  


 
 
 
6. References 
Ajzen, I. (1985). From intentions to actions: A theory of planned behavior. In Kuhl & Beckman 
(Eds.), Action control: From cognition to behavior (pp. 11-39). Heidelberg: Springer. 
 
American Academy of Pediatrics [AAP]. (1990). Strength training, weight and power lifting, and 
bodybuilding by children and adolescents. Pediatrics, 86, 801-803.  
 
American College of Sports Medicine [ACSM]. (1993). The prevention of sports injuries of 
Children and adolescents. Medicine and Science in Sports and Exercise, 25(Suppl. 8), 1-7. 
 
American College of Sports Medicine. (1998). Youth strength training. Sports Medicine Bulletin, 
32, 28. 
 
Ames, C. (1992a). Achievement goals, motivational climate, and motivational processes. In G. 
Roberts (Ed.), Motivation in sport and exercise (pp. 161-176). Champaign, IL: Human Kinetics. 
 
Ames, C. (1992b). Classrooms: Goals, structures, and student motivation. Journal of 
Educational Psychology, 84, 261-272.  


 
Ames, C., & Archer, J. (1988). Achievement goals in the classroom: Students’ learning strategies 
and motivational processes. Journal of Educational Psychology, 80, 260-267. 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


68  
 


 
Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W.H. Freeman. 


 
Boreham, C., & Riddoch, C. (2001). The physical activity, fitness and health of children. Journal 
of Sports Science, 19, 915-930. 


 
Centers for Disease Control [CDC]. (2004). Overweight and Obesity. Available from 
http://www.cdc.gov 
 
Curriculum Review. (2002). Meanwhile, physical education requirements are cut. WD & S 
Publishing. 41, S3. 


 
Dallal, G. E. (2004). Intention-to-treat analysis. Available from 
http://www.tufts.edu/~gdallal/itt.htm 
Duda, J., Chi, L., Newton, M., Walling, Y., & Catley, D. (1995). Task and ego orientation and 
intrinsic motivation in sport. International Journal of Sports Psychology, 26, 40-63. 


 
Duda, J. L. (1989a). Goal perspectives, participation and persistence in sport. International 
Journal of Psychology, 20, 42-56.  


 
Duda, J. L. (1989b). Relationship between task and ego orientation and the perceived purpose of 
sport among high school athletes. Journal of Sport and Exercise Psychology, 11, 318-335. 


 
Duda, J. L. (1992). Motivation in sport settings: A goal perspective approach. In G. Roberts (Ed), 
Motivation in sport and exercise. (pp. 57-92). Champaign, IL: Human Kinetics.  


 
Duda, J. L. (1993). Goals: A social cognitive approach to the study of achievement Motivation in 
sport. In R.N. Singer, M. Murphey, & L.K. Tennant (Eds.), Handbook of research in sport 
psychology  (pp. 421-436). St. Louis: MacMillan. 


 
Duda, J. L. (1996). Maximizing motivation in sport and physical education among children and 
adolescents: The case for greater task involvement. Quest, 48, 290-302. 


 
Duda, J. L., & Nicholls, J.G. (1992). Dimensions of achievement motivation in schoolwork and 
sport. Journal of Educational Psychology, 84, 290-299. 


 
Dweck, C. S. (1986). Motivational processes affecting learning. American Psychologist, 41, 
1040-1048.  


 
Dzewaltowski, D. (1989). Toward a model of exercise motivation. Journal of Sport and Exercise 
Psychology, 11, 251-269. 


 



http://www.tufts.edu/~gdallal/itt.htm�





International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


69  
 


Epstein J. L. (1989). Family structures and student motivation: A developmental perspective. In 
C. Ames & R. Ames (Eds.), Policies for America’s Public Schools: Teacher equity indicators 
(pp. 89-126). Norwood, NJ: Ablex. 


 
Fox, K., Goudas M., Biddle, S., Duda, J., & Armstrong, N. (1994). Children's task and ego goal 
profiles in sport. British Journal of Educational Psychology, 64, 253-261. 


 
Freud, S. (1923/62). The ego and the id. New York: Norton. 


 
Goudas, M. (1998). Motivational climate and intrinsic motivation in amateur basketball players. 
Perceptual and Motor Skills, 86, 323-327. 


 
Goudas, M., & Biddle, S. (1994a). Intrinsic motivation in physical education: Theoretical 
foundations and contemporary research. Educational and Child Psychology, 11, (2), 68-76.  


 
Goudas, M., & Biddle, S. (1994b). Perceived motivational climate and intrinsic motivation in 
school physical education classes. European Journal of Psychology of Education, 9, 241-250. 


 
Goudas, M., Biddle, S., Fox, K., & Underwood, M. (1995). It ain’t what you do, it’s the way that 
you do it! Teaching style affects children’s motivation in track and field lessons. The Sport 
Psychologist, 9, 254-264. 


 
Goudas, M., Dermitzaki, I., & Bagiatis, K. (2000). Predictors of students’ intrinsic motivation in 
school physical education. European Journal of Psychology of Education, 15, 271-280. 


 
Goudas, M., Dermitzaki, I., & Bagiatis, K. (2001). Motivation in physical education is  
correlated with participation in sport after school. Psychological Papers, 88, 
491-496. 
 
Harter, S. (1978). Effectance motivation reconsidered: Toward a developmental model. Human 
Development, 1, 34-64. 


 
Harwood, C. G., & Biddle, S. J. H. (2002). A practical application of achievement goal theory. In 
Cockerill, I.C. (Ed.), Solutions in Sport Psychology (pp. 58-73). location: Thomson Learning. 


 
Hull, C. L. (1943). Principles of behavior. New York: Appleton-Century-Crofts. 


 
Kaplan, A., & Midgley, C. (1999). The relationship between perceptions of the classroom goal 
structure and early adolescents’ affect in school: The mediating role of coping strategies. 
Learning and Individual Differences, 11, 187-212. 


 
Kavussanu, M., & Roberts, G. (1996). Motivation in physical activity contexts: The relationship 
of perceived motivational climate to intrinsic motivation and self efficacy. Journal of Sport and 
Exercise Physiology, 18, 264-280. 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


70  
 


 
Kenyon, G. (1968). Six scales for assessing attitudes toward physical activity. Research 
Quarterly for Exercise and Sport, 39, 566-574. 


 
Lauritsen J. M., Bruus, M., & Myatt, M. A. (2001). EpiData (version 3.1) [Computer software]. 
Odense: Denmark.  


 
Li, F., Harmer, P., & Acock, A. (1996). The Task and Ego Orientation in Sport Questionnaire: 
Construct equivalence and mean differences across gender. Research Quarterly for Exercise and 
Sport, 68, 228-238. 


 
Maehr, M.L., & Nicholls, J.G. (1980). Culture and achievement motivation: A second look. In 
Warren (Ed.), Studies in cross cultural psychology (pp. 87). San Diego, CA: Academic Press. 


 
Meece, J. L. (1991). The classroom context and students’ motivational goals. In M. Maehr & P. 
Pintrich (Eds.), Advances in motivation and achievement (Vol. 7, pp. 261-285). Greenwich, CT: 
JAI Press. 


 
Meece, J. L., Blumefeld, P. C., & Hoyle, R. H. (1988). Students’ goal orientations and cognitive 
engagement in classroom activities. Journal or Educational Psychology, 80, 514-523. 


 
Meyers, C., Pendergast, D., & DeBacy, D. (1978). Interrelationships involving selected physical 
fitness variables and attitude toward physical activity in elementary school children. In F. Landry 
& W. Orban (Eds.), Sports Medicine: Electrocardiography and hypertension and other aspects 
of exercise (pp.305-312). Miami, FL: Symposia Specialists. 


 
Midgley, C., Anderman, E., & Hicks, L. (1995). Differences between elementary and middle 
school teachers and students: A goal theory approach. Journal of Early Adolescence, 80, 90-113. 


 
National Association for Sport and Physical Education [NASPE]. (n.d.). What Constitutes a 
Quality Physical Education Program. Retrieved on March 15, 2005 from 
http://www.aahperd.org/naspe/template.cfm?template=qualityPePrograms.html 


 
NCSS/PASS. (2004). Statistical analysis & data analysis software [Computer program]. 
Retrieved on December 17, 2005 from http://www.ncss.com 


 
Newton, M., & Duda, J. (1993). Elite adolescent athletes’ achievement goals and beliefs 
concerning success in tennis. Journal of Sport and Exercise Psychology, 15, 437-448. 


 
Nicholls, J. G. (1984). Achievement motivation: Conceptions of ability, subjective experience, 
task choice, and performance. Psychological Review, 91, 328-346. 


 
Nicholls, J. G. (1989). The competitive ethos and democratic education. Cambridge, 
MA:Harvard University Press. 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


71  
 


 
Nicholls, J., Patashnick, M., & Nolen, S. (1985). Adolescents’ theories of education. Journal of 
Educational Psychology, 77, 683-692. 


 
Patrick, H., Anderman, L. H., Ryan, A. M., Edelin, K. C., & Midgley, C. (2001). Teachers’ 
communication of goal orientations in four fifth-grade classrooms, The Elementary School 
Journal, 102, 35-58. 
 
Paulson, R. (1999). A comparison of the goal orientations and perceived motivational climate of 
NCAA division II basketball players and cross country runners. Unpublished Master’s Thesis, 
Sonoma State University, Rohnert, California. 


 
President’s Council on Physical Fitness and Sports [PCPFS]. (n.d.). The President’s Challenge. 
Retrieved on December 26, 2004 from http://www.presidentschallenge.org/ 


 
Roberts, G. (1992). Motivation in Sports and Exercise. Champaign, IL: Human Kinetics. 


 
Schutz, R., Smoll, F., Carre, F., & Mosher, R. (1985). Inventories and norms for children's 
attitudes toward physical activity. Research Quarterly for Exercise and Sport, 56, 256-265. 


 
Schutz, R. W., Smoll, F. L., & Gessaroli, M. E. (1983). Multivariate Statistics: A self-test and 
guide to their utilization. Research Quarterly for Exercise and Sport, 54, 255-263.   


 
Seifriz, J., Duda, J., & Chi, L. (1992). The relationship of perceived motivational climate on 
intrinsic motivation and beliefs about success in basketball. Journal of Sport and Exercise 
Psychology, 14, 375-391. 


 
Simon, J., & Smoll, F. (1974). An instrument for assessing children's attitude toward physical 
activity. Research Quarterly for Exercise and Sport, 45, 407-415. 


 
Skinner, B.F. (1971). Beyond freedom and dignity. New York: Penguin. 


 
Smoll, F., Schutz, R., & Keeney, J. (1976). Relationships among children's attitudes, 
involvement, and proficiency in physical activities. Research Quarterly for Exercise and Sport, 
47, 797-803. 


 
Solmon, M. (1996). Impact of motivational climate on students’ behaviors and perceptions in a 
physical education setting. Journal of Educational Psychology, 4, 731-738. 


 
Solmon, M., & Boone, J. (1993). The impact of student goal orientation in physical Education 
classes. Research Quarterly for Exercise and Sport, 64, 418-424. 


 
SPSS Inc. (2004). SPSS Graduate Pack 13.0 for Windows [Computer software]. Chicago: SPSS. 


 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


72  
 


Stucky-Ropp, R., & DiLorenzo, T. (1993). Determinants of Exercise in Children. Preventive 
Medicine, 22, 880-889. 


 
Theeboom, M., De Knop, P., & Weiss, M. (1995). Motivational climate, psychological 
responses, and motor skill development in children’s sport: A field-based intervention study. 
Journal of Sport & Exercise Psychology, 17, 294-311. 


 
Thomas, J. R., & Nelson, J. K. (2001). Research Methods in Physical Activity. Champaign, IL: 
Human Kinetics. 


 
Time, Inc. (2000). Time at the Olympics: Sydney 2000. Retrieved on July 28, 2005 from 
http://www.time.com/time/pacific/olympics2000/ 


 
Treasure, D. C., & Roberts, G. (1995). Applications of achievement goal theory to physical 
education: Implications for enhancing motivation. Quest, 47, 475-489. 


 
Trust for America’s Health. (2005). The state of your health: Alabama. Retrieved on August 11, 
2005 from http://healthyamericans.org/reports/obesity/release.php?StateID=AL 


 
United States Census Bureau. (2000). Profile of general demographic characteristics: 2000. 
Retrieved on July 17, 2005 from http://factfinder.census.gov/servlet/QTTable?_bm=y&-
geo_id=04000US01&-qr_name=DEC_2000_SF1_U_DP1&-ds_name=DEC_2000_SF1_U 


 
United States Department of Health and Human Services [HHS]. (2004). The Surgeon General’s 
Call to Action to Prevent Overweight and Obesity. Retrieved on November 16, 2004 from 
http://www.surgeongeneral.gov/topics/obesity/ 


 
Walling, M. D., Duda, J. L., & Chi, L. (1993). The Perceived Motivational Climate in Sport 
Questionnaire: Construct and predictive validity. Journal of Sport & Exercise Psychology, 15, 
172-183. 


 
White, S., & Duda, J. L. (1994). The relationship of gender, level of sport involvement, and 
participation motivation to task and ego orientation. International Journal of Sport Psychology, 
25, 4-18. 


 
White, S., Kavassanu, M., & Guest, R. (1998). Goal orientations and perceptions of the 
motivational climate created by significant others. European Journal of Physical Education, 3, 
212-228. 


 
White, S., & Zellner, S. (1996). The relationship between goal orientation, beliefs about the 
causes of sport success, and trait anxiety among high school, intercollegiate, and recreational 
sport participants. The Sport Psychologist, 10, 58-72. 


 







International Journal of Arts and Sciences  
3(14): 28 - 73 (2010) 


CD-ROM. ISSN: 1944-6934 
© InternationalJournal.org 


 
 


73  
 


Whitehead, J. (n.d.). Physical activity and intrinsic motivation. Retrieved on August 23, 2004 
from http://www.fitness.gov/activity/activity7/intrinsic/intrinsic.html 


 
Wright, S. (1979). Quantitative methods and statistics: A guide to social research. Sage: Beverly 
Hill. 


 
Xiang, P., & Lee, A. (2002). Achievement goals, perceived motivational climate, and student’s 
self-reported mastery behaviors. Research Quarterly for Exercise and Sport, 73, 58-65. 


 
Xiang, P., McBride, R., & Bruene, A. (2004). Fourth graders’ motivation in an Elementary 
physical education running program. The Elementary School Journal. 104, 253-268. 


 
Xiang, P., McBride, R., Guan, J., & Solmon, M. (2003). Children’s motivation in elementary 
physical education: An expectancy-value model of achievement choice. Research Quarterly for 
Exercise and Sport, 74, 25-35. 
 
 
 





		Literature on Manipulated Motivational Climates

		Population and Sample





