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FOREWORD

This book contains the full text of papers and posters presented at the International Conference on Education
and New Developments (END 2019), organized by the World Institute for Advanced Research and Science
(WIARS).

Education, in our contemporary world, is a right since we are born. Every experience has a formative effect
on the constitution of the human being, in the way one thinks, feels and acts. One of the most important
contributions resides in what and how we learn through the improvement of educational processes, both in
formal and informal settings. The International Conference seeks to provide some answers and explore the
processes, actions, challenges and outcomes of learning, teaching and human development. The goal is to
offer a worldwide connection between teachers, students, researchers and lecturers, from a wide range of
academic fields, interested in exploring and giving their contribution in educational issues. We take pride
in having been able to connect and bring together academics, scholars, practitioners and others interested
in a field that is fertile in new perspectives, ideas and knowledge.

We counted on an extensive variety of contributors and presenters, which can supplement our view of the
human essence and behavior, showing the impact of their different personal, academic and cultural
experiences. This is, certainly, one of the reasons we have many nationalities and cultures represented,
inspiring multi-disciplinary collaborative links, fomenting intellectual encounter and development.

END 2019 received 547 submissions, from more than 50 different countries, reviewed by a double-blind
process. Submissions were prepared to take form of Oral Presentations, Posters, Virtual Presentations and
Workshops. The conference accepted for presentation 135 submissions (25% acceptance rate), from which,
114 submissions are published in full text in these volumes. The conference also includes a keynote
presentation from an internationally distinguished researcher, Prof. Dr. Denise Whitelock, Professor of
Technology Enhanced Assessment and Learning, Institute of Educational Technology, The Open
University, UK, to whom we express our most gratitude.

This conference addressed different categories inside the Education area and papers are expected to fit
broadly into one of the named themes and sub-themes. To develop the conference program, we have chosen
four main broad-ranging categories, which also covers different interest areas:

* In TEACHERS AND STUDENTS: Teachers and Staff training and education; Educational
quality and standards; Curriculum and Pedagogy;, Vocational education and Counseling;
Ubiquitous and lifelong learning; Training programs and professional guidance; Teaching and
learning relationship; Student affairs (learning, experiences and diversity; Extra-curricular
activities; Assessment and measurements in Education.

* In PROJECTS AND TRENDS: Pedagogic innovations; Challenges and transformations in
Education; Technology in teaching and learning; Distance Education and eLearning; Global and
sustainable developments for Education; New learning and teaching models; Multicultural and
(inter)cultural communications; Inclusive and Special Education; Rural and indigenous Education;
Educational projects.

« In TEACHING AND LEARNING: Critical Thinking; Educational foundations; Research and
development methodologies; Early childhood and Primary Education; Secondary Education;
Higher Education; Science and technology Education; Literacy, languages and Linguistics
(TESL/TEFL); Health Education; Religious Education; Sports Education.

* In ORGANIZATIONAL ISSUES: Educational policy and leadership; Human Resources
development; Educational environment; Business, Administration, and Management in Education;
Economics in Education; Institutional accreditations and rankings; International Education and
Exchange programs; Equity, social justice and social change; Ethics and values; Organizational
learning and change, Corporate Education.



This is the Volume I1 of the book Education and New Developments 2019 and it contains the results of the
research and developments conducted by authors who focused on what they are passionate about: to
promote growth in research methods intimately related to teaching, learning and applications in Education
nowadays. It includes an extensive variety of contributors and presenters, who will extend our view in
exploring and giving their contribution in educational issues, by sharing with us their different personal,
academic and cultural experiences.

This second volume focus in the main areas of TEACHING AND LEARNING and ORGANIZATIONAL
ISSUES.

We would like to express thanks to all the authors and participants, the members of the academic scientific

committee, and of course, to our organizing and administration team for making and putting
this conference together.

Hoping to continue the collaboration in the future.

Respectfully,

Mafalda Carmo
World Institute for Advanced Research and Science (WIARS), Portugal
Conference and Program Chair

Porto, Portugal, 22 - 24 June, 2019
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KEYNOTE LECTURE

ASSESSMENT FOR LEARNING: WHERE ARE WE ON THE DIGITAL
ASSESSMENT SPECTRUM?

Prof. Dr. Denise Whitelock
(B.Sc. M.Ed Ph.D)
Professor of Technology Enhanced Assessment and Learning, Institute of Educational Technology,
The Open University (United Kingdom)

Abstract

Digital assessment is an evolving construct used in education to enrich, inform and complement the
teaching process. Using automatic feedback however has been under-utilised and under-valued throughout
the assessment process. This presentation will take you through a number of projects which have automated
some aspects of assessment.

Those selected from my own research have a strong conceptual underpinning, for instance Dweck’s work
to develop Open Comment which provided feedback to Arts students. With Open Mentor, I used Bale’s
work on interactive categories to help tutors develop effective and supportive feedback. SafeSea, on the
other hand, allows students to trial essay writing before taking the sometimes daunting step of submitting
their first essay, using analysis based on Pask’s conversational framework.

This presentation will discuss the issues raised by teachers and students in this arena. It will provide
examples of how their concerns are currently being addressed by both researchers and software developers
in order to support educator feedback to students. Finally, the issue of potential disruptors will be raised
which moves us into the realm of crystal ball gazing.

Biography

Professor Denise Whitelock has over twenty years experience in designing, researching and evaluating
online and computer-based learning in Higher Education. She is a Professor of Technology Enhanced
Assessment and Learning in the Open University’s Institute of Educational Technology. She is currently
leading the UK’s contribution to the Adaptive Trust e-Assessment System for Learning (TeSLA)
http://tesla-project.eu/project. She has just completed directing the CODUR
http://in3.uoc.edu/opencms_in3/opencms/webs/projectes/codur/en/index.html and SAFeSEA
http://www.open.ac.uk/researchprojects/safesea/ projects. The aim of this latter research was to provide an
effective automated interactive feedback system that yields an acceptable level of support for university
students writing essays in a distance or e-learning context. Her work has received international recognition
as she holds visiting chairs at the Autonoma University, Barcelona and the British University in Dubai.

Website: https://iet.open.ac.uk/profiles/denise.whitelock
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Abstract

Item analysis is a useful tool for a number of reasons, including the assessment of the quality of the test
items. It indicates how difficult each item is and its ability to discriminate between the better and poorer
students. The aim of the current study was to examine the quality of Biology Advanced level Paper 1 final
examination and to see if there was any relationship between the item difficulty index and the item
discrimination index values in these examinations. The data involved scores obtained by post-secondary
students attending a public institution between 2014 and 2018. Final examination scores of a total of 1311
post-secondary students aged 16-17 years were analysed. Two different discrimination values were
calculated, discrimination index and discrimination coefficient, to find which is the more appropriate to
discriminate between high and low achievers. Both were appropriate, however the coefficient gave more
positive results. No negative discrimination values, indicative of a ‘defective’ item, were recorded when
using the two different formulae for discrimination. The correlation between the indices was investigated.
Neither the discrimination index nor the discrimination coefficient was correlated with the difficulty index.
Only the discrimination index was found to be significantly correlated with discrimination coefficient
(0.563; P=0.000). The overall difficulty level was ‘moderate’ (0.3 < P < 0.8) in all years investigated and
optimal (P=0.50) in 2018. In the five years investigated, 7% of the items (4/56) were ‘too hard’ and the
rest, 93% (52/56) were of ‘moderate’ difficulty. Recommendations that result from this study are that tutors
should design questions to include ‘easy’ ones, place them in order of increasing difficulty and to use item
analysis to shed light on the discrimination power of the set questions. Results from this study show that a
bank can be developed from which questions with the appropriate level of difficulty and discrimination
may be chosen to increase the effectiveness and quality of future examinations.

Keywords: Difficulty index, discrimination index, discrimination coefficient, Biology, post-secondary.

1. Introduction

Examinations serve for a number of reasons, such as to ensure that students have learnt the core
of a course, as well as to give feedback to students and teachers on how effective the learning and teaching
were. For Maltese post-secondary students, the final examination plays an important role in the students’
future as it determines whether they may proceed to their final year of studies and pursue a degree, or not.
Item analysis is a valuable procedure performed after the examination that provides information regarding
the reliability and validity of a test item. A plethora of research exists on item analysis of multiple choice
questions (MCQs) because according to Halikar et al. (2016) they are most commonly used to assess the
knowledge capabilities of undergraduate, graduate, and postgraduate students. MCQs are frequently used
because they are very fast to grade, prevent the student from writing unnecessary information, are
objective, eliminate assessor’s bias and allow extensive coverage of the subject in a short period.

The Royal College of Physicians and Surgeon of Canada (2007) describe short answer questions
(SAQs) as ‘questions that can be answered in a few short words or phrases’. The same source continues
to explain that such questions usually contain words such as "list" or name", suggesting that the answer
consists of a series of short responses. Sam et al. (2016) argue that SAQs may provide greater validity than
multiple choice questions if the aim of the assessment is to examine the student's ability to synthesise or
generate rather than to recognise a correct answer. Despite the potential advantages of SAQs, their use in
large-scale assessments has been limited since they cannot be marked by machines (Scalise et al., 2006).
Item analysis is important to determine the quality of items in examinations and can be applied to SAQs.
Item analysis of SAQs conducted by Tariq (2017) on Medical Pharmacology internal assessment exams is
one of the few papers encountered on such item type.
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2. Objectives

1. To find out the item difficulty level, discrimination index and discrimination coefficient of
individual test items in Biology Advanced level final examination of post-secondary students.

2. To find out the relationship between: item difficulty and discrimination index; item difficulty
and discrimination coefficient; discrimination index and discrimination coefficient.

3. Materials and methods

3.1. The examination and data collection

The Advanced Biology Paper 1 examination consists of 10-14 compulsory short items, carrying a
total number of 100 marks and must be completed in 3 hours. A group of six tutors contribute items to set
up the paper. In this study, 56 short questions taken over the period 2014-2018 were analysed. Students sit
for the examination in June, at the end of the first year of teaching. A total of 1311 students sat the
examination over the five-years investigated, with an average of 262 per year. The scores of the students
were supplied by the Biology Department and to respect anonymity, they were handed over against an
index number. Thus it was not possible to carry out analysis on gender.

3.2. Item analysis
The scores were then used to determine the difficulty index and power of discrimination using
Microsoft Office Excel. Steps for item analysis were:
1. Ranking students in descending order of merit based on their test scores.
2. The top 25% were taken as high achievers (H) and the bottom 25% (L) as low achievers.
3. The calculations for the difficulty index for subjective questions, followed the formula by
Nitko (2004):

where: Pi= Difficulty index of item i, Ai =Average score to item i, Ni = Maximum score of item i
The average difficulty index P for the entire script, can be calculated by the formula below:
1 N
P=—>» PN,
100 ,Z:l: s
4. The discrimination index used in this study was calculated as:
2H->L

Discrimination index =
N (Score,,, —Score,;, )

H = total score for 25% of students in the high achievement group.
L = total score for 25% of students in the low achievement group.
N = 25% of total numbers of student tested.

Scoremax = maximum (full) marks for the question.

Scoremin = minimum marks for the question.

5. The advantage of using the discrimination coefficient instead of discrimination index was
emphasized by Matlock-Hetzel (1997). Discrimination coefficients include every single person
taking the test but only the upper (25%) and lower scorer (25%) are included in the
discrimination index calculation process. There are over twenty discrimination indices used as
indicators of the item’s discrimination effectiveness. The Pearson Product Moment Correlation
(r) between a specific item score and the total score of the same student was computed. Values
range from -1.00 to 1.00. Higher positive values for the item-total correlation indicate that the
item is discriminating well between high- and low-achievers. Negative values mean the
opposite: low-achievers are more likely to get the item correct. If values are near zero, means
that the item is not discriminating between high- and low- achievers. All students have similar
probabilities of answering the item correctly, regardless of their total assessment score.
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3.3. Interpretation

Table 1. Classification of the Difficulty Index and Discrimination Power values and suggested recommendations.

Difficulty Index Cla33|f|cat:_oenvg;‘ Difficulty Modification Results
P<0.3 Too hard Modify
0.3<P<0.8 Moderate Accept
P>0.8 Too easy Modify
Discrimination Power Description Recommendations
D = negative Defective Item Rejected or improved
D between 0-0.19 Poor discrimination Poor items to be rejected
D between 0.2-0.29 Acceptable discrimination | Marginal items usually need and subject to improvement
D between 0.3-0.39 Good discrimination Reasonably good but subject to improvement
D=04 Very good discrimination Very good items; accept
D>04 Excellent discrimination Very good items; accept

3.4. Statistical analysis
The discrimination index and discrimination coefficient values, were determined using Pearson
correlation analysis by SPSS version 24. P value of <0.05 was considered to indicate statistical significance.

4. Results and discussion

The difficulty index, discrimination coefficient and discrimination index were worked out for each
item over the five-year period (total number of items = 56) and the results are shown in Table 2 and Figure
1. The same table shows that the same items were classified differently by the two different discrimination
formulae. The majority (98%) of the items over the study period had a discrimination coefficient value >
0.4 that is considered as ‘excellent’, but the majority (93%) of the items had a discrimination index value
of 0.20-0.39, classifying them as ‘acceptable’ to ‘good’. This indicates that irrespective of the type of
formula used to calculate the discrimination power, both gave positive results. However, the discrimination
coefficient gave more desirable results compared with the discrimination index since the majority of items
had ‘excellent’ discrimination.

Table 2. Discrimination Coefficient (DC), Discrimination Index (DI) and Difficulty Index (P) values for each item in
Paper 1 classified by year. Values in red are less than 0.3.

Question 2014 2015 2016 2017 2018
DC DI P DC DI P DC DI P DC DI P DC DI P

1 057 | 028 | 0.27 | 0.62 | 0.35 | 0.70 | 0.63 | 0.27 | 0.61 | 0.70 | 0.46 | 0.63 | 0.60 | 0.29 | 0.56
2 057 | 035 | 045 | 056 | 0.31 | 047 | 0.77 | 0.44 | 0.41 | 0.60 | 0.35 | 0.53 | 0.68 | 0.43 | 0.47
3 0.72 | 045 | 047 | 062 | 0.26 | 0.76 | 0.64 | 0.26 | 0.29 | 0.67 | 0.34 | 0.33 | 0.73 | 0.49 | 0.53
4 069 | 037 | 0.38 | 0.67 | 0.32 | 0.57 | 0.79 | 0.20 | 0.54 | 0.57 | 0.27 | 0.45 | 0.72 | 0.45 | 0.45
5 0.58 | 040 | 050 | 044 | 0.18 | 0.64 | 0.67 | 0.26 | 0.36 | 0.60 | 0.31 | 0.31 | 0.68 | 0.37 | 0.67
6 0.64 | 036 | 0.39 | 063 | 0.32 | 0.61 | 0.51 | 0.20 | 0.73 | 0.66 | 0.31 | 0.37 | 0.64 | 0.33 | 0.40
7 047 | 030 | 054 | 063 | 0.31 | 0.27 || 045 | 0.21 | 0.64 | 0.73 | 0.43 | 0.64 | 0.62 | 0.37 | 0.31
8 050 | 0.15 | 0.42 | 036 | 0.16 | 0.48 | 0.70 | 0.41 | 0.50 | 0.61 | 0.29 | 0.44 | 0.57 | 0.19 | 0.65
9 0.65 | 0.38 | 0.47 | 056 | 0.29 | 0.62 | 0.61 | 0.32 | 0.34 | 0.65 | 0.32 | 0.36 | 0.54 | 0.29 | 0.31
10 058 | 0.24 | 0.34 | 055 | 0.33 | 0.36 || 0.58 | 0.39 | 0.43 | 055 | 0.31 | 0.74 | 0.53 | 0.31 | 0.56
11 051 | 039 | 052 | 0.62 | 0.36 | 0.46 | 0.54 | 0.29 | 0.63

12 0.60 | 0.35 | 0.64

13 033 | 0.32 | 0.27

14 0.62 | 0.29 | 0.53

Results from Figure 1 are encouraging since none of the items were classified as defective. This
indicates that over the entire study period, tutors were able to write questions with ““good”’ to ‘‘excellent’’
discrimination as calculated by the discrimination coefficient. Based on the discrimination index, only 4/56
(7%) items had a ‘poor” discrimination (discrimination index = 0-0.19). Ovwigho (2014) also concluded
that the discriminating power of test items could be measured by the discrimination index and
discrimination coefficient. Results of the present study show that, over the five-year period investigated,
the majority of the Biology Paper 1 items were able to discriminate and were valid.
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Figure 1. A bar chart showing the percentage of items described according to the Discrimination Index
and Discrimination Coefficient, classified by year.

An ideal examination should have a mixture of difficulty levels, however, results presented in
Table 3 show that this was not the case in the examination papers investigated. ‘Too easy’ (P > 0.8)
questions were never recorded in the five years investigated and in two consecutive years, the questions
were 100% of ‘moderate’ difficulty. The overall difficulty level was ‘moderate’ (0.3 <P < 0.8) in all years
investigated and optimal (P=0.50) in 2018. Thus paper setters consistently design examination questions of
an overall ‘moderate’ level, irrespective of different persons involved each year and no written guidelines
are given.

Table 3. Percentage of items per year having a Discrimination Coefficient and Discrimination Index of > 0.3
(good to excellent discrimination) and a Difficulty Index classifying them as ‘too hard’ (P < 0.3)
and ‘moderate’ (0.3 < P < 0.8).

Year Discrimination power or
2014 2015 2016 2017 2018 Difficulty level & Description
Discrimination 100 100 100 100 100 0.3 and above
Coefficient [good to excellent]
Discrimination Index 714 63.4 36.4 80 60
Difficulty Index 14.3 9.1 10 0 0 P<0.3
[too hard]
85.7 90.9 90.0 100 100 0.3<P<08
[moderate]

5. Analysis of correlation

The relationship between the difficulty index, the discrimination coefficient and index over the
whole study period (2014-2018), was determined by Pearson correlation analysis and is given in Table 4.
The strength of association as shown by Pearson correlation coefficient is as follows: small (r =0.1t0 0.3),
medium (r = 0.3 to 0.5) and large (r = 0.5 to 1.0). According to Suruchi et al. (2014), the difficulty indices
and discrimination indices are most often reciprocally related. This was the case in this study. A small
negative correlation (r = -0.082), which was not significant, was obtained. A linear relationship was
observed from scatterplots between the difficulty index and discrimination coefficient as well as between
the difficulty index and discrimination index, respectively. A negative correlation indicates that as the
difficulty index values increase, the discrimination index decreases. This means that as the test items get
easier, the discrimination index decreases, thus it fails to differentiate between high and low achievers. This
finding is similar to that reported in the literature. For example, Mitra et al. (2009) obtained a negative
correlation (r = -0.325) when working on multiple choice questions taken by pre-clinical students. Ahmed
& Moalwi (2007) also reported (r = -0.453) for multiple choice questions taken by medical students in
anatomy. Table 4 shows that a significant large positive correlation (0.563) value was obtained between the
discrimination index and coefficient when all Paper 1 items were considered over the five-year study period.
A linear relationship was obtained on plotting a scatterplot distribution for the discrimination coefficient
and discrimination index. Table 5 shows Pearson correlation coefficient (r) between the indices calculated
for each year. A significant large positive value of r was obtained for only three years 2015, 2017 and 2018
between the discrimination index and discrimination coefficient.
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Table 4. Correlation between the various factors, Pearson correlation coefficient (r) and p value.
(* Significant at the 0.05 level).

Variables correlated Correlation coefficient (r) and P-value
Difficulty index and discrimination coefficient -0.031 (p = 0.823)
Difficulty index and discrimination index -0.082 (p =0.549)
Discrimination index and discrimination coefficient 0.563 (p = 0.000)*

Table 5. Correlation (r) between Difficulty Index and Discrimination Index, Difficulty Index and Discrimination
Coefficient, and Discrimination Index and Discrimination Coefficient per year. The p-value is also given.
*Correlation is significant at the 0.05 level.

Difficulty Index and Difficulty Index and Discrimination Index and

Discrimination Index Discrimination Coefficient Discrimination Coefficient
Year r p-value r p-value r p-value
2014 0.295 0.305 0.246 0.397 0.439 0.117
2015 -0.175 0.607 0.082 0.811 0.846* 0.001
2016 -0.430 0.187 -0.485 0.131 0.374 0.258
2017 0.493 0.147 0.012 0.973 0.777* 0.008
2018 -0.197 0.585 0.012 0.973 0.848* 0.002

6. Conclusion and recommendations

Results of this investigation emphasises a significant role of item analysis to educators and paper
setters in determining the quality of test items. Examination of the item parameters of difficulty and
discrimination will help a paper setter in detecting the defective and good individual items.
Recommendations that result from this study are that tutors should design questions to include ‘easy’ ones,
place them in order of increasing difficulty and to use item analysis to shed light on the discrimination
power of the set questions. Although the discrimination index and discrimination coefficient can measure
the discriminating power of test items, the discrimination coefficient gave better discrimination power than
the index.
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Abstract

This paper reports on students’ writing improvements after the application of the Systemic Functional
Linguistic (SFL) genre-based approach. The research participants were 37 students who enrolled in the
English Report Writing Course. In this study, the approach was employed in the teaching of three genres
(description, report, explanation). Similar findings were shown after analysing students’ writing drafts of
the three genres in that students gained control over the key features of the required genres, however,
grammatical mistakes at clause level still existed. This paper discusses how the approach helps students
improve their writing. Due to the limitation of space, students’ writing on one genre (description) will be
illustrated and discussed. This paper will also discuss some implications in terms of language learning
and teaching.

Keywords: Writing skills, SFL genre-based approach, description.

1. Introduction

Writing is often a difficult skill for students regardless of any learning contexts in which they are
located. It is not a technology, but involves a set of skills which must be practiced and learned through
experiences (Pribady, 2012). For this reason, the writing process requires guidelines, training, practices
and comments for improvements. Given that writing for different purposes deploys the resources for
meaning-making through the grammar in different ways (Gerot & Wignell, 1994), this makes the writing
process even harder for language learners. Especially for non-native speaking learners, the writing goals
and explicit guidelines of how to compose different texts are considered as necessary. It is therefore
important that EFL teachers find the best ways to support their students to construct the texts which
successfully achieve different purposes. The present study employed the Systemic Functional Linguistic
(SFL) or Sydney school genre-based approach (an approach to writing which focuses on the relationship
between written texts and the contexts in which written texts are produced- Hammond, 1987) in a writing
classroom of a university in Thailand to teach three different kinds of texts: description, report and
explanation. This paper demonstrates students’ writing on one text type: a description. The study aimed to
answer the research question below.

1. Can the SFL genre-based approach help students improve their writing of a description? And

in which way?
2. Literature review

2.1. The concept of genre-based approach

Genre in SFL’s perspective is defined as a staged, goal-oriented, purposeful activity in which
speakers engage as members of our culture (Martin, 1984: 25). It is “social because we participate in
genres with other people; goal oriented because we use genres to get things done; staged because it
usually takes us a few steps to reach our goals” (Martin & Rose, 2007: 8). Moreover, texts are classified
based on the variations of: field (the social activities and topics that relate to the chosen situation), tenor
(the relationships of those involved in the situation), and mode (whether they are spoken or written- Feez,
2002: 62). Field, tenor, and mode are register variables which have the role to predict particular patterns
of language that will be used in different situated texts. In this way, the language used in an explanation
of how waste water is recycled (field) written in a textbook (mode) for engineering students (tenor) would
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be different to that used in a recipe of how to cook a beef pie (field) published in a cookbook (mode) for
any interested readers (tenor). Based on these certain forms of language required for the communication
of different social goals, scholars claim that the SFL genre-based approach has the potential to provide
model, guidelines and help students improve their writing of different text types (e.g. Chaisiri, 2010;
Kongpetch, 2006; Payaprom, Srinon, 2010).

2.2. The teaching and learning cycle

The instructional process of the Sydney school genre-based approach follows a wheel model of a
teaching and learning cycle consisting of three stages: deconstruction (the target genre is introduced to
students); joint construction (students carry out exercises, reading, researching, disseminating
information, and compositing a text of the required genre in groups); and independent construction of
texts (students produce actual texts independently- Hammond, et al, 1992).

2.3. The focused genre

The focused genre in this study was a description. A description aims to describe a particular
person, place or thing (Hammond et al, 1992). Table 1 below demonstrates a model text of a description.
The situated text is constructed as a description of an animal (field) shared by a knower for passengers
(tenor) published in a column of the airline magazine (mode). Table 1 below presents the schematic
structure and significant linguistic features of a description.

Table 1. Sample text of a description (taken from: AirAsia Inflight Magazine, 2017:50).

Schematic

structure Text Significant grammatical patterns

The Lionhead rabbit is another easily-
Identification [recognizable] creature, simply because it has
fur like a lion” mane!

--Focus on specific rather than generic
participants (Bold)

--Simple present tense

--Verbs of being and having (Underlined)

--Use of descriptive adjectives to build up long
nominal groups [Brackets]

These cute bunnies come from Belgium, and
are mostly [brown], [black] or [white] in
colour. They are an [intelligent] species and
can be trained to do a [wide] variety of tricks-
they can even be potty trained! The
Lionhead rabbit is the [perfect] first pet to
initiate children into the world of pet
ownership.

Description

3. Methodology

The students who participated in this study were 37 (5 males and 32 females) English
majored- sophomores who were undertaking the English Report Writing Course in the second semester of
academic year 2018. Their level of English proficiency was intermediate. This group of students enrolled
in the Essay Writing Course prior to undertaking the investigated course.

English Report Writing was a compulsory course for English majored students in the context of
study. The course aims to enhance students’ knowledge of writing principles and necessary language for
report compositions, develop students’ research skills from different sources, practice writing different
kinds of report, proposals, and referencing. In this study, students were practicing how to write three
different kinds of genres, namely: description, report and explanation, through the Sydney school
genre-based approach.

In the first week of the semester, the teacher made a brief overview of the course and introduced
the SFL genre-based approach. The stages of the teaching and learning cycle were also introduced and
explained to the class as the learning process to be organised in the classroom. To begin the lesson of a
description, students were asked to write their first drafts on the topic assigned. Then, the instruction was
conducted through the SFL genre- based approach, following the stages of the teaching and learning
cycle. After that, students were told to revise the first drafts and make changes, based on the learnt
knowledge. Students then submitted their second drafts to receive feedback from the teacher. After
students edited their second drafts, they submitted the final drafts.

After students got familiar with the SFL genre-based approach, the instructions of the next
lessons (report and explanation) were conducted through the teaching and learning cycle. Students
composed their first drafts after the instruction and submitted their final drafts after receiving the teacher
feedback. Altogether, students composed two drafts in these two lessons.
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To analyse the data, students’ writing (first and final drafts) were examined and compared in
terms of writing goals, generic stages, and significant language features.

4. Findings

Prior to the intervention, students were assigned to write draft 1. The task was for them to
describe about the place they had just visited in the previous week (Koh Change Island, Trat) as part of
the English for Tourism Course. Students were told to imagine that they were working as a tourist guide
and had to write a report about the facts of the city to provide information to tourists.

The analysis of students’ first drafts showed that most students composed their drafts which have
got the language features of a recount (a text which retells event for the purpose of informing or
entertaining- Gerot & Wignell, 1994). According to Gerot & Wignell (1994), a recount is composed of
three main stages: Orientation (provides the setting and introduces participants) ~ Events (tell what
happened in what sequence) * [Re-orientation] (closure of events). The symbol ” denotes “followed by”
and [ ] denotes an optional stage. Table 2 below demonstrates the writing draft of Yindee, an advance
learner, composed in the structure of a recount.

Table 2. Sample of students’ first draft.

Text Significant
grammatical

patterns

Schematic

structure yindee (High achiever)

Last week | had a nice trip in Trat province with my beloved teacher and
my lovely classmates. The trip was fabulous and | had a really good time
with my favourite humans.

The trip lasted three days and two nights. Begin with the day one, our
destination was Ban Taranae. The bus [left] at 4.00 a.m. from my university
toward to Chantaburi; the eastern province of Thailand. We [arrived] at
Krua Lung Cjaey; one of a famous local restaurant in Chantaburi province
about 1.05 p.m. We had a nice lunch there. My favourite food was Loan Pu.
It was very good taste and I loved it a lot. After lunch we [continued] our
journey to BanTaranae which is located in Trat province. After spending a

Orientation

Events

long time on the bus we finally arrived Ban Taranae about 2.50 p.m. The
hosts [gave] us a warm welcome and the whole villagers were friendly. |
had a great time there. | [did] many fun activities; tasting local cakes,
taking the boat to enjoy the view of mangrove forest; learning local life;
planting mangrove tree and having a wonderful dinner.

For the second day of the trip, we [continued] our trip to Koh Chang. We
[arrived] at Koh Chang Ferry Terminal about 10.40 a.m. Then, we [took] a
big ferry boat toward the Kh=oh Chang. We [arrived] at Magic Resort
about 11.30. the resort was a kind of bungalows. The room was nice and
the services were good with interesting prices. | enjoyed my time a lot. |
[took] a lot of photos and [walked] along the beach. I also [went] to Koh
Yuak. It was a beautiful island. The sea was as clear as mirror and the sands
were so nice. It was my first time there to dive into the sea. | saw so many
kinds of fish and many wonderful kinds of corals. In the evening we had
dinner on the beach and sang Karaoke. My second day trip was so great.
For the last day, after having breakfast at the resort. We [took] a huge ferry
back to Koh Chang Ferry Terminal. It was time to back hoe. We [stopped]
at A-Ah gift shop it’s a big souvenir shop in Chantaburi. There were a lot of
local foods, local snacks and fruits. | [bought] some snacks for my friends.
And they [gave] me a good feedback.

Re-
orientation

Although our trip was a long journey trip and we [spent] almost of our time
on the bus, it can’t deny that it was a wonderful trip.

--introduce
personal
participants (Bold)
--use chronological
connection
(Underlined)

--use of linking
words (Italics)
--use of action verb
in simple past
tense [Brackets]

Table 2 shows that Yindee was not aware of the writing goal assigned in the task. She composed
her draft as a recount, re-telling the activities she had done with her classmates.

After receiving comments from the teacher, Yindee edited her work and submitted the final
draft. Table 3 clearly shows her ability to take control of the text by organising the final draft which
successfully achieves the writing goal of a description and the text is composed of the two required
schematic stages: Identification ~ Description.
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Table 3. Sample of students’ final draft.

. Text Significant
Schematic grammatical
structure Final draft patterns

Identification | Trat is the easternmost province along the Thai coast.

Trat province is best known for the 52 islands off for its coast, Koh
Chang, Koh Maak and Koh Kood. Long, [white sandy] beaches have
made Koh Chang one of Thailand’s top of the island. The climate in
that province is one of the [wettest] in the country. Trat province also | --Focus on specific
has many attractions. rather than generic
The most famous place of Trat is Koh Chang. It takes around 45 | participants (Bold)
minutes by Ferry boat. Koh Chang is the located in southeastern region | --Simple present

of Thailand, near the border to Cambodia in the Gulf of Thailand. | tense (ltalics)
Activities at Koh Chang are snorkeling at Koh Yuak. Attractions are | --Verbs of being and
[fine white sandy] beaches, [clear blue] marine waters, [rich] marine life | having (Underlined)
and rice rainforest wildlife. Koh Chang has many resorts to relax. The | -- Use of descriptive
resort is equipped with double bed, airconditioner, television, | adjectives to build up
refrigerator, water heater and [beautiful] beaches. long nominal groups
The place to learn culture is Baan Tha Ra Nae in Amphoe Muang Trat, | [Brackets]

Trat. It is an eco-tourism destination with [rich] mangrove forest. It the
[large] mangrove forest of 2,000 rai over 100 year old. This place is a
[abundant] source of food. This mangrove forest catches crabs, fish,
shrimp and mussels until it becomes a miracle mangrove forest. The
magic is right on the boat ride.

Description

The improvements in students’ writing after learning through the Sydney school genre-based
approach could also be found in other students” writing.

Despite these improvements at text level, students also demonstrated their better control of
language at clause level, however; some problems in terms of grammar could still be found (for example
“Trat province also has many attractions.” “Koh Chang is the located in southeastern region of Thailand.”
“Koh Chang has many resorts to relax.” “It the large mangrove forest.”). This problem as well as other
types of mistakes (including the use of word form and word structure) also existed in other students’
writing, especially the poor learner group.

5. Discussion

The findings from this study have provided some implications for the teaching of writing and for
future study.

First of all, the problems found in students’ writing in terms of grammar and word form reflect
the problems of students in the context of study. These findings are consistent with the claims from
previous studies regarding the problems of Thai students in terms of grammar (e.g. Seetrakarn, 2017;
Sukasame et al, 2013) and word structure (e.g. Rayupsri & Kongpetch, 2014).

Moreover, the investigation of poor students’ writing drafts showed that problems still existed
after receiving feedback from the teacher. This implies the need of poor students for closer attention from
the teacher and further feedback maybe provided to this group of learners, using the feedback types which
are more explicit. Sritrakarn (2018) investigated the types of feedback which were most helpful for
students’ writing improvements and found that metalinguistic type (when the teacher provides some kind
of metalinguistic clue as to the nature of the error- Ellis, 2009) was the most effective type. Further study
may consider using this type of feedback when assessing their students’ writing drafts.

The last implication is concerned with students’ familiarity with the approach and theory. As
SFL genre-based approach has not been widely employed in the Thai EFL learning context, some
technical terms related to the tools of genre and register could be new and create challenges to students.
SFL metalanguage should therefore be foregrounded at an early stage. Once students get familiar with the
terms, the approach may be used more widely in other subjects for a variety of learning purposes, for
example, in planning for, reflecting on, and assessing student literacy across the curriculum
(Macken- Horarik, 2002: 18).
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6. Conclusion

This paper reports the results from the application of the SFL genre-based approach in a writing
classroom. The findings showed that the approach could help students improve their writing drafts at a
broad structure by constructing the texts which achieve the writing goal of the target genre. At discourse
semantic level, students’ texts were also organised successfully with the required schematic structure. The
findings showed that students had shown the awareness of the required language features, however,
problems in terms of grammar and word structures still existed. Based on the findings, the study proposes
that further feedback maybe provided to students, in particular to the lower level learners, and that further
study should focus on students’ writing of other genres.
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CREATING CONTEMPORARY PICTURE SHORT STORIES USING
INTERTEXTUAL HEROES & PLOT SUBVERSION:
AN EMPIRICAL RESEARCH
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Abstract

It is a fact nowadays that the child’s ability to acknowledge specific narrative structures has become one of
the main objectives in the field of children’s literature and its teaching approach. Although there is plenty
of research showing that preschoolers are able to comprehend and generate both verbal and pictorial
narrative structures, there is no recent study concerning the way in which specific narrative elements can
be used in combination to produce a particular literary type. Taking this fact into account, the particular
research aims to assess preschoolers’ ability of creating contemporary picture short stories using two
dominant narrative elements. Therefore, the evaluation of the extent to which the ‘intertextual hero’ and
the “plot subversion’ elements can be used in their narrative speech, is explored. For the purposes of this
empirical research, a teaching intervention was conducted with a sample composed of preschoolers from
two public Greek Kindergartens, aiming at the creation of contemporary picture short stories containing
elements of intertextual heroes and plot subversions. More specifically, the preschoolers’ performance of
using the aforementioned narrative elements in their narrative speech is evaluated via context analysis. The
results prove that the teaching approach of these specific narrative elements led to their use in the
preschoolers’ narrative speech in order to generate narratives of the picture short story type. The particular
research discusses the way in which teaching approaches centered on contemporary picture short story’s
narrative elements could develop the narrative skill in early childhood.

Keywords: Picture short story, intertextual hero, plot subversion, teaching intervention, early childhood.

1. The use of intertextual hero and plot subversion by preschoolers on their narrative speech

During early childhood, the narrative skill plays a fundamental role in the development of
self-esteem and at the same time sets the foundations for narrative comprehension and literacy skills
(Whitehead, 2010). The development of narrative skill leads children's informal, verbal interactions to
formally structured written communication patterns (Gamble & Yates, 2008). According to Melrose's
critical review (2012) of the development of preschoolers' writing skill, it appears that reading picture books
could be likened to the creation or writing of a story. In Cairney (1992) and Lancia (1997) researches on
the interdependence of illustrated stories, the findings revealed that the narrative speech of preschool and
primary stage was influenced by the texts they already knew. Both researchers observed that students made
reference to other texts in their own oral and written narratives in the following ways: by copying or
reproducing a particular literary genre, by using the heroes or character archetypes, by including identifiable
contents without copying the plot completely, by copying the plot, by overturning the events, by copying
plot and content together, by transforming descriptive content into a narrative, and by creating a new
narrative using other pictorial narratives.

2. Research design

2.1. Objective

The reason why this research has limited itself to exploring the understanding and use of the
intertextual hero and the plot subversion is because the use of these specific narrative elements develops
the ability to decode and interpret pre-existing knowledge, such as the perception of the chronological order
of plot events, the archetypal heroes and fairy tale patterns (Pantaleo, 2006; Lancia, 1997; Cairney, 1992).
Although field studies have shown that each of the above narrative elements can be used by preschool
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children, there is limited research on how they can be used combined in the production of narrative speech
based on the theories of creativity (Dresang, 1999). In order to prove the above hypothesis, it was attempted
to explore the extent to which the narrative elements of intertextual hero and plot subversion can be used
in combination by preschool children in order to create contemporary picture short stories.

2.2. Sample

Two public kindergartens were selected for sampling on the basis of social equivalence and
cultural parity (Bloom & Quint, 1999). Two groups of preschoolers (one group per kindergarten)
participated in the research with a total number of thirty four preschoolers. The sample formed of
preschoolers of typical development, between the age of 5 and 6,5 years old, since at this age their narrative
skill is differentiated significantly and is developed radically into distinctive developmental stages enabling
the comprehension and generation of specific structural and morphological narrative elements (John et al.,
2003; McCabe & Rollins, 1994; Applebee, 1973).

2.3. Teaching intervention

The particular empirical research included the observation of the population sample during their
participation in a teaching intervention conducted within a six month period (Allington, 2001). Before the
implementation of the intervention, preschoolers were asked to produce short stories based on fairytale
pictures by introducing characters from other fairytales and making any necessary changes to the plot. The
intervention consisted of specially designed and adapted activities, based on the objectives of the national
curriculum regarding the learning area of language, so that their learning outcomes could prove the
hypothesis of the present research. The performance in the activities of the intervention was evaluated by
the researcher through context analysis of the preschoolers’ narrative speech (Huckin, 2004). The design
and implementation of this intervention aimed at the assessment of the comprehension level and use of
specific narrative elements in preschoolers’ narrative speech (Silva et al., 2014; Landry et al., 2006; Doyle
& Bramwell, 2006), in particular, the two elements which were evaluated were the intertextual hero
(introduction of a new fairytale character in a specific role) and the plot subversion (reversal of the sequence
of events). The activities of the teaching intervention were categorized in two program phases. Each phase
of the intervention was aimed at the comprehension and use of a specific indicator. Each indicator (1) was
evaluated in regards to the degree of comprehension (C) and use (U) through four specially designed
activities (two activities aimed at comprehension and two activities aimed at use), which led at the specific
learning outcomes, as described below in Figures 1 & 2. Each activity was repeated as many times as
needed in order for every preschooler to produce narrative speech.

Figure 1. Teaching Intervention objectives and activities aiming at comprehension and use of the intertextual hero
indicator (11).

[Cl] CompFEhEnsion: DEUS EX MACHINA VS VILLAIN:
- . preschoolers categorize into a dashboard images
to discern the different roles of fairytale characters in the roles of deus ex
of fairytale characters machina and the villain
[C2] comprehension: WHERE HAVE THE FAIRYTALE HEROES
to identify intertextual GONE?: preschoolers distinguish fairytale deux
heroes in fairytales ex machinaand villains in contemporary stories

[11] THE KINGDOM OF THE GOOD WIZARD: in the
intertextual [U1] use: boardgame "The Kingdom of the Good Wizard"-
hero to enter fairytale which contains hidden villains in its paths- every
characters in different time the Good Wizard meets a villain he subverts
stories their action and the new ending of the fairytale has to
be narrated by the preschoolers )
[U2] use: FAIRYTALE-COLLAGE: preschoolers add
. fairytale figures to photocopied pages of fairy tales
_ toretell fairytales and they narrate the new story that emerges from the
including intertextual introduction of their intertextual hero, which plays
heroes | either the role of deus ex machinaor the villain
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Figure 2. Teaching Intervention objectives and activities aiming at comprehension and use of the plot subversion
indicator (12).

[C1] comprehension: MAGICAL NUMBER 3: preschoolers distinguish the
to discern archetypal |1 reversal of the archetypal pattern in the contemporary

patterns story "Goldilocks and just one bear"
[C2] comprehension: WHERE'S THE VILLAIN GONE?: :preschoolers
to identify reversals of distinguish the reversal in the role of the good hero
the good hero and the and the villain in the contemporary story "The true
villain role story of Little Red Riding hood!"
[U1] use: PLAYING X3: a group of preschoolers changes the

[12]
plot
subversion

archetypal pattern of number 3 in the classic tale
"Goldilocks and the three bears" and another group
narrates the plot subversion

to subvert the
archetypal patterns

[ LOOK WHO'S TALKING!:in the board game "Meet

[ [U2] use: you at the Granny's house" -where four different starting
to reverse the points and paths end up at the Grandmother's house-
characters' action preschoolers play with the four pawns of Red Riding
and the Hood, the Wolf, Granny, and the Hunter, reaching the
chronological house each time in a different chronological order and
L sequence of events J \\ narrating the new sequence of plot events

3. Discussion of findings

3.1. Context analysis of preschoolers’ narrative speech

For the present study, the context analysis of preschoolers' narrative speech produced during the
intervention was chosen, as this qualitative approach treats data as representations of text, image and
expression created to be interpreted by the researcher's personal judgment. It is a methodology which can
be used to identify, quantitate and analyze specific words and phrases that can be observed in a text, aiming
to discern certain subject or rhetorical patterns embodied (Huckin, 2004). The context analysis of narrative
speech at the primary stage, before the implementation of the intervention, showed that preschoolers’ short
stories included intertextual heroes without any discreet role, whose introduction didn’t cause any alteration
to the plot of events. In fact, preschoolers had just retold the fairytale from where the picture had been
extracted using the basic narrative structure. On the contrary, the evaluation of the narratives produced by
the preschoolers during the intervention confirmed the research hypothesis as the elements of the
intertextual hero and plot subversion were detected in the texts. In particular, by understanding the
possibility of introducing a hero to more than one story, preschoolers introduced characters from classical
fairytales, contemporary stories and films and retold the earlier texts by intervening in certain parts of the
plot and by subverting the sequence of events based on the profile of the new intertextual character
(Transcription 1).

Transcription 1. Introducing the intertextual hero.

“Once upon a time there was a princess who was playing every day with her golden
ball. One day she dropped the golden ball into the well and a frog brought it back to
her but before the frog asked for his favor suddenly Lord Duloc came and grabbed
the ball from the princess. But the Mother Goat who was nearby came to help. She
bit Lord Duloc and he gave the ball back to the frog. Now the frog can ask from the
princess to take him with her in the castle as a favor. But the princess didn’t want
him and she pushed him against the wall and his frog skin fell off and he became a
king. The princess and the Frog King got married and they lived happily ever after”

In their produced narratives it is clearly showed that the role they gave to each intertextual
character (deus ex machina or villain) was related to the reversal of the plot. Furthermore, by changing the
archetypal patterns, as well as by overturning the linear sequence of events of fairy tales, the preschoolers
produced contemporary versions of two classic fairy tales (Transcription 2). In their meta-narratives of
"Goldilocks and the Three Bears", they distinguished and changed the fairytale pattern which they
illustrated in groups embodying all of its new versions and depicting every single subversion in the
character's action.
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Transcription 2. Subverting the archetypal pattern.

“...In the Bears house Goldilocks decided to play with the colors because she
liked painting a lot. She painted the floor of the three Bears' house, her shoes
and her face. When the three Bears returned to their house they slipped into the
water colors that Goldilocks had forgotten to pick up from the floor. And then
because Goldilocks left footprints all over the place with her colored shoes the
Bears found her hiding. And when the tree Bears saw Goldilocks' painted face
they got scare and they run away from their little house so Goldilocks stayed
there forever”

In addition, through the board game LOOK WHO'S TALKING! preschoolers used the first person
narrative to overturn the chronological order of events of the "The Little Red Riding Hood" classic fairy
tale (Transcription 3).

Transcription 3. Overturning the sequence of events.

“I am the Granny and I reached my house and there was nobody inside and I started knitting” / “when me the
Hunter reached the Granny’s house I found her knitting so I went to hunt something for the Granny to cook it” /
“when I the Red Riding Hood got in the Granny’s house I found Granny knitting and I saw the Hunter hunting near
the house to cook and eat. I sat down to watch TV"/ “when I the Wolf went to the Granny’s house I saw Granny,
Red Riding Hood and the Hunter inside. Granny was knitting, Red Riding Hood was watching TV and the Hunter
had brought something for lunch and he was helping Granny with the cooking. | ate Red Riding Hood first and then
[ ate Granny and the Hunter together”

The design of the teaching approach of these specific narrative elements took into consideration
the developmental stages of narrative speech through preschool age (Peterson & McCabe, 2013; Applebee,
1973). It was the pre-existing knowledge that enabled preschoolers to categorize the fairy tale characters
into the roles of deus ex machina and the villain in order to introduce them in different stories, intervening
in the plot. After being familiar with the plot changes caused by the introduction of the intertextual hero,
preschoolers attempted to subvert all the stages of a story, a skill which, according to Cairney (1992) and
Lancia (1997) ) presupposes the decoding and interpretation of the pre-existing knowledge, such as the
perception of the chronological order of plot events, as well as the recognition of the archetypal patterns.
After the implementation of the intervention, preschoolers were asked once again to produce short stories
based on fairytale pictures. At this last stage, preschoolers produced short stories introducing intertextual
characters in a discrete role (either the one of deus ex machine or the villain) and by subverting the sequence
of plot events. What is worth mentioning is that preschoolers took the initiative to illustrate their short
stories in order to depict the intertextual heroes and the new chronological order of events in the picture as
well (Transcription 4).

Transcription 4. A contemporary picture short story.

“Once upon a time there was Red Riding Hood. She had moved to a big city
where there were a lot of colorful houses. Every house had a different color but
they all looked like each other. One day Red Riding Hood went to her Granny’s
house to bring her some soup. But she was lost in the big city and she couldn’t
find her way to the Granny’s house because all houses look like each other. Then
Pluto came to help her. He sniffed their way to the Granny’s house but he also
sniffed the Big Bad Wolf

who was also inside the house. Pluto barked very loud and the Wolf got scared and he ran away without hurting the

Granny. Red Riding Hood adopted Pluto to be her guide into the big city and she never lost her way to the Granny's

house since then and they lived all together happily ever afier in the colorful city”

In conclusion, the teaching intervention has produced measurable results which assess the
development of preschoolers™ narrative speech through the context analysis of their narratives produced
during and after the implementation of the activities. The comparison between the primary and the latter
stage of the research show that the preschoolers narratives were enriched in the extent of combining
particular narrative elements and producing contemporary picture short stories using intertextual heroes &
plot subversion.
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3.2.Limitations and future extension

Given that the teaching intervention was implemented for the purposes of the present research at
preschool stage, a multi-level approach is recommended for future use in order to achieve a holistic
evaluation of reliability. Specifically, apart from the evaluation of performance at preschool age (level 1),
the exploration of teacher’s experience and attitude towards the effectiveness of the intervention could be
considered in a second level (level 2), whilst in a third level (level 3) demographics of regions where the
Kindergartens located can be included. With that multilevel analysis of nested data, the different levels
(preschooler, teacher, kindergarten) will provide a more complete view due to multiple dimensions and
criteria (Frenzel et al., 2007). Furthermore the consecutive implementation of the intervention in older
stages could lead to assumptions regarding the development of narrative speech in regards to the use of
specific narrative elements. In conclusion, it could be supported that the present research sets the grounds
for discussion regarding the enhancement and development of practices aiming at the evaluation of
narrative skill at preschool age.
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Abstract

Although learning paradigm has shifted from teacher-centered to student-centered for more than a decade,
where students are encouraged to be left independent and able to learn writing collaboratively, the
teaching and learning in the EFL writing context still poses many problems. The problems can be
students’ lack of proper understanding of the writing skill; language knowledge limitation; ambiguity of
feedback; and low self-efficacy for writing. These are factors that affect how students perform in their
writing as well as on their ability to think critically. This study aimed to explore students’ attitudes toward
the implementation of the self-monitoring and peer feedback strategies in the EFL essay writing class
using a four-point Likert scale attitude questionnaire and semi-structured interview as instruments.
Participants were 30 mixed-ability third-year undergraduate students majoring in English for International
Communication at a university in the northeastern region of Thailand. Findings revealed that students had
positive attitudes toward these two strategies, stating that it helped them to learn via social process and to
gradually develop their critical thinking skills. This paper, based on the data, concluded that challenges in
implementing the self-monitoring and peer feedback strategies in the writing class where the majority of
students were in the low-intermediate level due to lack of proper understanding of the characteristics of
the writing skill and of learning how to write; due to possible low self-efficacy for writing and
collaborating with peers due to their limitation of language knowledge.

Keywords: Self-monitoring, peer feedback, EFL writing.

1. Introduction

1.1. Background

Many different approaches and strategies to writing instruction have been sought out to enhance
students’ writing performance and foster their independence and collaboration in learning writing.
Self-monitoring and peer feedback are among those strategies. However, the self-monitoring strategy is
found to most benefit students of a high-proficiency level (Chen, 2009; Xiang, 2004), while the peer
feedback strategy is likely to most benefit students of the same proficiency level or higher (Gielen,
Peeters, Dochy, Onghena & Struyven, 2010; Rollinson, 2005; Yu & Hu, 2016). This instance is often
witnessed in many EFL writing classes where the students’ langauge abilities are mixed making it quite
challenging to couple and implement these two strategies. In the context of teaching and learning writing
in Thailand, teachers and educators attempt to seek for effective methods to minimize such a problem;
however, very few studies have been found to come with possible variables that may affect the
implementation of the self-monitoring and peer feedback strategies with mixed-ability students in essay
writing classes in Thailand.

1.2. Purpose of study

As mixed-ability students are commonly seen in most writing classes and it is rare to find studies
conducted on the self-monitoring coupled with peer feedback strategies in an essay writing class in
Thailand, there is an urgent need to find out challenges and opportunities of the implementation of these
two important writing strategies. Thus, this study was to explore students’ attitudes toward the
implementation of the self-monitoring and peer feedback strategies in an essay writing class in order to
shed light in the EFL writing context.
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2. Methods

2.1. Research design and participants

This study was mixed-methods. A four-point Likert scale and semi-structured interview were
used as instruments to find out how students viewed the strategies after attending a 14-week course of
study. Participants were 30 mixed-ability third-year undergraduate students majoring in English for
International Communication at a university in the northeastern region of Thailand, aged 20-23 including
male and female. The English writing proficiency of most students was at the intermediate and low levels.

2.2. Data collection

The questionnaire was distributed to thirty students at the end of the course of study. It took
about 10-15 minutes for the students to complete the questionnaires. All questionnaires were returned
(100%). Moreover, the semi-structured interview was conducted with nine students including three high,
three intermediate, and three low-proficiency students. The interviewees were asked to report and
elaborate their views in Thai regarding the implementation of the two strategies. Each interview took
about 20 minutes. All interviews were audio recorded.

2.3. Data analysis

The criteria of the questionnaire was set prior to the analysis to interpret the data. The data were
interpreted as follows:

1 = strongly disagree (1.0-1.49) 2 = disagree (1.5-2.49)

3 = agree (2.5-3.49) 4 = strongly agree (3.5-4.0)

Data obtained from the questionnaires were calculated by using descriptive statistics. The
statistical methods used to analyze the data were as follows:

1. Percentage was used to show a proportionate part of a total of the questionnaire. It allowed the
participants to rate their agreements and disagreements using four-point Likert scale.

2. Arithmetic mean was used to calculate the average level of agreements or disagreements of
the questionnaire.

3. The standard deviation was used to investigate how much variance there was in the mean.

In addition, data gained from the semi-structured interviews were analyzed using content
analysis. Data were transcribed and later categorized into three aspects: self-monitoring strategy, peer
feedback strategy, and additional comments and suggestions. After that, the differences and similarities of
the responses toward the questions were tallied and reported.

3. Results

Regarding the results of the questionnaires, it was found that many (72.5%) felt that they liked
the self-monitoring strategy. The strategy was important in the writing class (79.25%) and it helped them
(75.75%) improve their essay writing skills. Many (78.25%) also reported that the strategy helped them
read more critically and ask better questions in the same percentage, but many (72.5%) thought that it was
a difficult strategy and that they (65.75%) felt confident using the strategy.

As for the peer feedback strategy, conversely, most (80.75%) felt that they liked the strategy and
were confident giving peer feedback (71.75%). Some (65%) thought that it was a difficult strategy. The
strategy was important in the writing class (81.75%) and it helped them (81.75%) improve their essay
writing skills. Moreover, the strategy helped most of them think more critically (83.25%) and learn
collaboratively (81.75%). Table 1 illustrates the results of the questionnaires.

Table 1. Students’ attitudes toward the self-monitoring and peer feedback strategies.

Students' attitudes Mean | SD | Percentage

Self-monitoring strategy

1. I like self-monitoring strategy. 2.90 0.48 |72.50

2. | feel confident when self-monitoring. 2.63 0.72 |65.75

3. Self-monitoring is an important strategy in a process writing course. | 3.17 0.53 |79.25

4. Self-monitoring is a difficult strategy. 2.90 0.55 |72.50

5. Self-monitoring strategy makes me feel more confident and motivated

in writing. 2.83 0.59 |70.75
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Students' attitudes Mean | SD | Percentage
6. Self-monitoring strategy helps me improve my essay writing skills. 3.03 0.49 |75.75
7. Self-monitoring strategy helps me read more critically. 3.13 0.43 |78.25
8. _S«_elf-monitoring strategy helps me ask better questions from my 3.13 0.57 |78.25
writing.
9. Self-monitoring strategy helps me learn to be autonomous. 3.10 0.55 |77.50
10. Self-monitoring strategy helps me get specific feedback. 3.07 0.52 |76.75
11. 1 will use self-monitoring strategy in my future writing. 2.97 0.56 |74.25
Peer feedback strategy
12. 1 like peer feedback strategy. 3.23 0.57 |80.75
13. | feel confident when giving feedback to peers. 2.87 0.73 |71.75
14. Peer feedback is an important strategy in a process writing course. 3.27 0.45 |81.75
15. Peer feedback is a difficult strategy. 2.60 0.56 |65.00
16. Peer feedback strategy makes me feel more confident and motivated
in writing. 3.17 0.53 [79.25
17. Peer feedback strategy helps me build rapport and relationship with
friends. 3.27 0.52 |81.75
18. Peer feedback strategy helps me improve my essay writing skills. 3.27 0.52 |81.75
19. Peer feedback strategy helps me think more critically. 3.33 0.48 |83.25
20. Peer feedback strategy helps me learn collaboratively. 3.27 0.52 |81.75

21. Peer feedback strategy helps me understand problems in my writing. | 3.30 0.53 [82.50

22. | will use peer feedback strategy in my future writing. 3.27 0.52 |81.75

Based on the results of the interviews, it was found that most of them reported that the
self-monitoring strategy was difficult, but useful. The high-proficiency students stated that although the
self-monitoring was a difficult strategy, it did help them think more deeply and be more careful of all
writing aspects. The strategy fostered them to be more critical and careful when reading and writing their
own work. It also helped them feel more confident in writing. With critical reading skills, the students
learned to evaluate their weak points and tried to avoid making the same errors in the future. Therefore,
they felt more confident in their writing.

The intermediate and low-proficiency students disclosed that it was useful, but difficult for them
to self-monitor and question their work because they felt unsure whether or not their work was correct.
They further highlighted that it did not mean that they could not self-monitor at all, but they sometimes
did not feel certain of their ability to provide good annotations, especially on vocabulary, language use,
and mechanics. They addressed that these three writing aspects were important to them and that they
wanted to improve their writing more on these aspects. The following were sample data from the
interviews on the self-monitoring strateqgy.

I think it was really good because it helped me gain more confidence in my writing. When | had
problems that | was not sure about, | formulated some questions and asked my friend and she could
clarify the problems or, at least, make me feel more confident to revise my work. The strategy also helped
me think carefully and know my weak points. It was not too difficult to self-monitor. (Student #9 — High)

The strategy was useful and it helped me improve my essay writing skills. However, 1 think it was
quite difficult because | had to think a lot and come up with annotations for my friends to give feedback to
me and | could not see problems in my work, especially on vocabulary and grammar.
(Student #6 — Intermediate)

I was not sure whether my writing was correct and that made it quite difficult to ask questions,
especially on vocabulary, grammar, and mechanics. | wanted to improve these writing aspects, but | did
not know what to ask. (Student #1 — Low)

In terms of the peer feedback strategy, most students reported that the strategy was good, easier
than the self-monitoring, and they liked it, especially the intermediate and low-proficiency students. This
was because the strategy allowed them to talk more openly and use more casual language with their
partners. Also, they sometimes could benefit from the feedback on the aspects that they did not
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self-monitor well, for example, the vocabulary and language use. However, some of them, especially the
high-proficiency students reported that they did not like the strategy. They revealed that the strategy had
drawbacks where their partners did not provide useful peer feedback, espeically on the aspect of grammar
to them because of their limitation of language knowledge. This was why some of the high-proficiency
students did not easily accept the feedback to use in their writing.

Whether or not the strategy improved their essay writing skills, the high-proficiency students
reported that they did not benefit from the strategy that much. This was because, although the
questionnaire data suggested otherwise, the majority of their partners were at the intermediate and low
proficiency levels, thus, unable to provide useful feedback to the high-proficiency students, particularly
on the vocabulary, language use, and mechanics. Although they could benefit from the feedback given on
content and organization, they had to evaluate the feedback carefully before using it in their work
checking whether or not the feedback would be valid and useful to them. If they were not sure about the
given feedback or the feedback did not really answer their questions, they would not use it. Rather, they
would stick to the old versions of their writing, ask the teacher for feedback, or check the answers from
the Internet, books, or dictionaries.

The intermediate and low-proficiency students revealed that they were able to benefit from the
strategy when paired with students of a higher proficiency level, thus being more satisfied with the
strategy. They could use feedback on vocabulary, language use, and mechanics to revise their writing.
Although these students were likely to benefit more than the high-proficiency students, they revealed that
they still had to evaluate the feedback before using it in their work as well. If they were not sure about the
provided feedback, they would ask the teacher for accuracy and appropriateness. The following were
sample data from the interviews on the peer feedback strategy.

[ didn’’t like the strategy because my partner didn’t give her all in the feedback and didn’t really
answer my questions. Some feedback wasn’t really beneficial to me at all and I wouldn’t trust her
feedback either. 1 would like the teacher to give feedback to me instead. (Student #8 — High)

I liked this strategy. It was easier than self-monitoring. My partner could see my errors in my
writing and | could revise and edit my work based on the feedback and comments. However, | didn't
believe all the feedback given by my partner. When | wasn't sure about the feedback, | asked the teacher
about it and re-checked before revising or editing my work. (Student #4 — Intermediate)

I think it was good. My partner could detect errors that | did not ask for such as verb tense and
mechanics and | could benefit from her feedback. (Student #1 — Poor)

Overall, students were satistied with the strategies. Although some students preferred one
strategy to another, i.e., high-proficiency students, due to limitation of language knowledge and possible
low self-efficacy of their partners, it was evident that these two strategies could help students learn
writing collaboratively, gradually develop their critical thinking skills, and improve their writing skills.

4. Discussion

Findings suggest that although students were satisfied with the self-monitoring and peer
feedback strategies in general, there were challenges when implementing these strategies in the EFL
writing class where the students’ language abilities were mixed.

4.1. Possible low self-efficacy for writing

Based on the results from the questionnaire in the areas of self-monitoring (item 1, 2, 4, 5, 10,
and 11) and the area of peer feedback (item 13), we can see the lowest among high average scores. This
evidence perhaps emphasizes the challenge in implementing the self-monitoring and peer feedback
strategies in a class where the majority of students are in the low-intermediate level due to possible low
self-efficacy for writing and collaborating with peers due to their limitation of language knowledge.

Studies on self-efficacy levels in writing (Garcia & De Caso, 2006; Pajares, 2010; Pajares
& Cheong, 2003) showed that students with improved self-efficacy were able to learn writing better than
those who had low self-efficacy. However, high self-efficacy alone might not guarantee students’ writing
improvement and their satisfaction toward using the strategies as it involved other factors such as
teaching styles and methods, feedback, etc. (Magogwe, Ramoroka & Mogana-Monyepi, 2015). Thus, this
implies that boosting students’ self-efficacy for writing together with other aspects such as teaching
methods, teacher, content, etc. may contribute to students’ satisfaction toward writing classes that employ
the self-monitoring and peer feedback strategies.

4.2. Limitation of language knowledge

Evidence from the interview where the intermediate and low-proficiency students addressed that
they found it difficult to self-monitor on vocabulary, language use, and mechanics, whereas the
high-proficiency student did not trust in the feedback given by lower-proficiency peer also suggests that
the intermediate and low-proficiency students might feel that their limited language knowledge did not
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fully empower them to comment, while the high-proficiency students might have preferred the teacher to
provide feedback instead. Research (Chinnawongs, 2001; Lee, 2005 & 2008) on students’ perceptions on
peer feedback and teacher feedback found that students, especially of the low-proficiency level, might
feel constrained by their weakness of English so it limited their ability to comment on their peers’ work,
and they wanted teachers to provide feedback instead or tended to depend upon teacher support. This
suggests that although content and organization are major and important writing aspects, further training
on using these strategies emphasizing language knowledge is also needed and should not be overlooked.

4.3. Lack of proper understanding of the characteristics of the writing skill and learning
how to write

Evidence from the interview where students, especially the high and intermediate students,
reported that they preferred the teacher to give feedback to them suggests that students might lack of
proper understand of the characteristics of the writing skill and learning how to write where writing is
done for a wider audience, not only for the teacher. Students can learn from one another through feedback
they get from peers and improve their work. As autonomy and collaboration are important aspects to be
encouraged in writing classes (Hyland, 2000), it is important to renew the beliefs of students that although
the teacher has more experience and is the main source of writing knowledge, they can certainly learn
from one another in the area of content and world knowledge.

5. Conclusion

This study shows that students were satisfied with the self-monitoring and peer feedback
strategies in general. Although the two strategies were found to come with challenges when they were
implemented with mixed-ability students in the EFL writing class due to a possible low efficacy for
writing, limitation of language knowledge, and lack of proper understanding of the characteristics of the
writing skill and learning how to write, it provided insights into strengthening any writing course that
specially emphasized using these two strategies, which may contribute to success in teaching and learning
writing in the EFL context.
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WHAT MAKES AUTONOMOUS LEARNING OBJECTIVES AUTONOMOUS:
A CASE STUDY FROM HIGHER EDUCATION

Jitka Hlouskova
Language Centre, University of Pardubice (Czech Republic)

Abstract

Teachers and other professionals at all levels of education worldwide are aware of the inevitable changes
to the existing education systems. Traditional teaching methods are failing to yield effective results when
mirrored against the skills graduates need to be able to succeed professionally in the modern globalized
world. Responsibility for the preparation of leaders for the world of the future rests strongly with higher
education institutions. This paper aims to contribute to the various approaches college and university
teachers are adopting to introduce changes to their own teaching in an effort to provide their learners not
only with the knowledge in their area of expertise, but also to empower them to become self-directed
life-long learners and authentic personalities possessing key competences for the 21 century. The
author’s approach is based on her belief in the power of autonomous learning as a process the learner
goes through from the start line of self-assessment to the finish line of the evaluation of and reflection on
learning achievements. The core of this paper lies in the presentation of the results of a case study focused
on autonomous learning objectives of students in higher education. It outlines the tools and procedures
the learners use when working with an e-portfolio to set themselves their own goals prior to the start of
their learning, provides a description of the learner goal categories, and presents a conclusion in terms of
what makes learning objectives autonomous. Although the specific context of the case study is language
learning, the author aims at a broader perspective to draw more general conclusions about learner
autonomy in higher education.

Keywords: Higher education, autonomous learning, learning objectives, e-portfolio, case study.

1. Introduction

This paper is a contribution to my research into learner autonomy in higher education. My
motivation for the investigation results above all from the belief that changes to the existing educational
systems are absolutely necessary and inevitable, which has recently been accentuated worldwide.
Teachers and professionals in education as well as students, their families and the general public are
becoming less and less satisfied with the results of traditional teaching that, in general, has not changed
much over the past 200 years. Many institutions are still approaching the teaching and learning processes
using methods that are very similar to those used at the times of the industrial revolution. However, the
current world is completely different.

As | indicated in the abstract above, the context of the case study presented here is language
learning, or English for Specific Purposes specifically. However, the main goal of this particular paper is
to present a potential contribution to effective changes within educational processes in the form of an
example of how to enhance the concept of autonomous learning objectives in higher education in a
broader sense.

2. Case study

2.1. Context

First of all, let me explain the context of this study. | have worked in higher education for 15
years. A major part of my workload consists of teaching English for Specific, Academic and Scientific
Purposes. My research focus has recently moved from English Language Teaching Methodology and
Applied Linguistics to the development of learner autonomy. | have been looking for new approaches to
teaching to help my students become not only more autonomous learners, but autonomous personalities
with an internalised concept of life-long learning and self-development. This is what | believe can
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contribute to success both in their professional careers and personal lives. Having done some training to
become a life coach, in the past 2.5 years | have been applying principles of coaching to my teaching and
looking into the changes this approach has yielded for my students, the way they learn and how they
perceive their own learning, and for myself as a teacher. My goal is to use the results of my investigations
to alter the syllabus, methods and requirements of the subjects | teach.

Following this line of research, | started with an introductory study which confirmed that
“adopting a coaching approach and applying principles and tools originally used for coaching seems to be
desirable in order to help students acquire transferable soft skills valuable for their future professional as
well as personal lives.” (Hlouskova 2018). Although my initial focus was on teaching and learning
English for Specific and Academic Purposes, during the observations and analyses for the purpose of this
study | began to see many aspects that are universal to learning in general. Thanks to this | could adopt a
more general perspective. It was above all the transformation processes that the students talked about
during the interviews that made me think about broader contexts. As far as the theoretical background is
concerned, this experience encouraged me to go beyond theories of autonomous language learning
(e.g. Holec 1981, Little n.d. or Little, Dam and Legenhausen 2017 or Benson 2011) and read more on
coaching, experiential learning and transformative learning (e.g. Whitmore 2009, Kolb 1984 or Mezirow
2002).

2.2. Methodology

The specific case for the purpose of this investigation was represented by a group of 17 students
enrolled in a post-graduate course of English for Electrical Engineering and IT B2+ — C1 at the Faculty of
Electrical Engineering and Informatics of the University of Pardubice, Czech Republic, in the academic
years 2017 — 2018 and 2018 — 2019. As an introduction to the course, the students were asked to reflect
on their previous learning and to do the self-assessment of their current skills. Based on this they were
encouraged to set their individual learning objectives for the specific course period (one semester). They
were granted access to Mahara, an online e-portfolio tool incorporated in the University LMS Moodle
system but were also given the freedom to use another e-portfolio tool according to their own preference
(all of them stayed with Mahara although two did not complete the course). In line with the application of
coaching principles to the process of learning, the students were instructed to create SMART goals
(Specific, Measurable, Agreed/Attainable, Relevant/Realistic, Time phased; cf. Whitmore, 2009). As
described in Hlouskova, 2018, “the students were informed that they would evaluate their own goals and
the extent to which they managed to achieve them at an interview at the end of the semester as part of
their exam.”

Upon course completion and after the final interviews, the students” learning objectives were
downloaded from their self-assessment and goal setting pages in the Mahara e-portfolio. They had a form
of short texts stating the current level of their linguistic competence (with heading such as “what I can
do”, what works well for me”, etc.) and their objectives for the semester in each language skill, namely
listening, reading, spoken interaction, spoken production, writing (“what I want to learn”, “where I want
to improve”, etc. and “how exactly I am going to do this”, which meant formulating the SMART goals).
These short texts were then analysed using the mixed approach of qualitative and quantitative content
analysis. The process included determining the text units to be coded, developing content categories and
analysing the data.

The fundamental research question was:

What makes autonomous learning objectives autonomous?

2.3. Results

Looking for answers to the research question could not been done without referring constantly to
the most common definitions of learner autonomy including the one by Holec who described it as “the
ability to take charge of one’s own learning” (Holec 1981, p. 3), which also means “to take charge of
one’s learning is to have, and to hold, the responsibility for all the decisions concerning all aspects of this
learning” (ibid).

It is important to note that the students found it very difficult to set themselves their individual
learning objectives. The main reason they gave during the final interview was that this was a completely
new and also unusual task in which they had no or very limited experience as it is usually the teachers
that set the objectives. Normally, the students are supposed to achieve them, and there is hardly any
discussion about methods, individual learning styles, relevance, etc. Therefore, the course requirements
took most of the students by surprise. They were encouraged to think of their specific individual needs
and decide what they needed to achieve with respect to the communicative situations they were finding
themselves in already or were going to face in the future in their educational, work or personal contexts.
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As students of post-graduate programmes they had had quite a significant history in learning English,
they knew their starting line thanks to the self-assessment they had done at the beginning of the course,
and now they thought carefully about where they wanted to find themselves at the end of the semester in
terms of progress in each of the language skills. Taking all these circumstances into consideration, it is
not surprising that the students” goals for each of the language skills were different.

When analysing the content of the students” learning objectives with respect to the nature of
learner autonomy, the main attention was paid to what the objectives had in common and how autonomy
was reflected in them. As a result, the following categories were developed:

1) Study materials to work with individually in order to achieve the desired objectives.

The majority of the students decided to use materials outside their professional field (65% in
the case of audio-visual materials used for the improvement of listening comprehension and 76% in the
case of texts used to make progress in reading comprehension; the students also used these materials to
develop their spoken production and writing skills'). When reflecting on their learning during the final
interviews, most of them stated that they needed these types of materials to make an actual progress
because their English skills related to their field were sufficient. They also emphasized that — to increase
their intrinsic motivation — they wanted to go for something different than the materials used in traditional
classes.

2) Preferable learning situations and environments.

The analysis showed that most students preferred situations and environments outside the
classroom for individual development of their communicative competence. This was obvious from the
material preferences (see above) as well as from the situations and environments they chose to develop
their spoken interaction skills: 82% chose informal education contexts.

3) The target situations in which they knew they would be using their newly acquired
knowledge and skills.
The learning objectives the students set themselves concerned mostly communication in work
contexts or personal life (76%). As for study reasons, they perceived their competence being in harmony
with their needs. This is in line with their choice of study materials and learning contexts.

2.4. Discussion

As | stated above, the principle question | had formulated for the purpose of this empirical study
was What makes autonomous learning objectives autonomous? The data collection and analysis yielded
the following answers: the nature of the approaches that support autonomous learning is reflected in a
great variety of objectives that stem from the students” individual needs, learning styles and preferences.
This is often difficult to support in traditional teaching in higher education, where the syllabi are usually
based on the objectives determined by the instructors. When the students are given more autonomy, they
choose study materials and learning contexts according their own preferences. Although they reflect on
this particular way of learning as difficult mainly in the initial self-assessment and goal-setting stages,
after course completion they conclude that it is more relevant to their needs and more enjoyable,
emphasizing the advantages that are in harmony with the essence of autonomous learning as described in
the definitions (see above). They appreciate the flexibility, responsibility and increased motivation
resulting in better achievements compared to traditional learning. It is also noteworthy that this approach
motivated the learners to improve their knowledge and skills beyond the course requirements, which are
strictly related to their field of study when set by the course leaders within the traditional concept of
teaching in higher education.

3. Conclusion

I aimed at more general conclusions about autonomous learning in higher education. However,
I need to point out that when collecting and analyzing the data | realized how difficult it was for me to
step out of the shoes of a language teacher and researcher into language learning. It would be useful to
discuss autonomous learning methods and styles with teachers of other subjects. Hopefully this study can
serve as an inspirational example of new approaches to learning and teaching in higher education and
encourage more academic discussion.

'Detailed results of the analysis are available. They are not presented here as the author wishes to concentrate on a broader
perspective of autonomy in higher education, not just (English) language learning and development of the individual language skills.
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Abstract

The use of mixed methods has increased in research over the past decades, especially in the field of
education. In this article, we describe how the use of two methodological approaches led researchers to
evaluate the competences of 10- to 12-year-old pupils in a bilingual public primary school in Switzerland.
The following target disciplines have been selected for the aim of the study: L2 (French or German) and
mathematics. The first part of the article focuses on quantitative aspects: by using close-ended
questionnaires, L2-tests in four communicative competences and mathematics tests, we have compared the
results of children following the bilingual program (n=76) with the results of children following
monolingual education (n=214). The second part of the article describes the qualitative approach adopted
in order to gain a better understanding of classroom activities and perceptions of a teacher involved in the
bilingual program. This part includes the discursive analysis of classroom social interactions and the
semi-structured interviews with teachers. The use of mixed methods has been helpful in detecting the
complex context of knowledge production in the analyzed setting, in which the use of two languages has
been effective in enhancing content and language learning. Therefore, recommendations for the growing
number of bilingual programs such as benefits of combining methodological approaches are presented in
the final part of the article.

Keywords: Mixed methods, communicative competences, mathematic skills, bilingual education.

1. Introduction

Considerable quantitative research has documented the modern bilingual education since its
beginning in the 1960°s, mostly in Canada. After two decades of exploring these programs, large reviews
were published in the 1990’s and showed that students from bilingual schools tend to develop strong
L1- and L2-proficency (e.g., Calvé, 1991) and also tend to be more creative and flexible (Cathomas
& Carigiet, 2008). Qualitative research in this field started later and described different pedagogical aspects
of the bilingual education, such as the type of interactions that take place within the lessons (e.g., Gajo,
2001) or the use of plurilingual competences (Moore, 2006) by the pupils. However, there is very little use
of mixed methods aiming to get a global view on bilingual education.

This study aims to describe the competences of 10- to 12-year-old pupils in a specific type of
bilingual program (two-way immersion) and to understand their development with two different
approaches. First, we measured the competences in L2 and mathematics using standardized tests and
questionnaires. Second, we attended one mathematics lesson and interviewed the teacher in order to explore
the use of code-switching, the balance between content and language as well as the perceptions of this
teacher.

In this article, we will first present a literature review on bilingual education. Then we will describe
the methodological frame and the results of the study. Finally, we will give recommendations for the
growing number of bilingual programs and emphasize the benefits of combining methodological
approaches in the final part of the article.

2. Literature review

Bilingual Education has been studied from a number of angles since its beginning in the 1960’s
and different trends reflect the progress in research (Gajo, 2001). The first important studies on bilingual
education were conducted in Canada and were focusing on the outputs and the cognitive competences of
bilingual pupils. Some of them were skeptical about the idea of mixing languages and were arguing that
learning one language could hinder the development of another (e.g. Penfield, 1965). The methods used by
some researchers at that time were criticised as they consisted of comparing groups of local students as
monolingual with immigrants as bilingual individuals. Nonetheless, the latter often had lower
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socio-economic status. Then qualitative research designs appeared in research on bilingual education and
the focus was still set on the L2-Proficency. Calvé (1991) showed for example that the receptive
competences (oral and written comprehension) of children from immersion programs were usually more
developed than their productive competences (oral and written production). Lyster (1990) found out that
the pupils of bilingual programs used to learn the L2 until a certain point but noticed that some mistakes
were hard to erase. He called this phenomena “fossilization” and proposed the organization of L2-specific
lessons in order to manage this issue. Nowadays research field on bilingual education has become wider
and methodology has evolved. Gajo (2001) studied for example teacher-pupil interactions showing that the
speaker tends to focus not only on the form but also on the content when addressing a public from another
language. Berthoud and Gajo (2005) studied the balance between language structure and content in
bilingual education. They concluded that learning a subject in more than one language could even be an
advantage for the discipline as the students will need to reformulate what they heard, to reflect and to use
the new contents in different contexts. Moore (2006) mentioned several studies showing that
code-switching produced by bilingual children can have different functions such as using a more accurate
word for which the speaker does not find an equivalence in the other language, putting distance from the
concepts or building the language competence. These works showed the important role of school disciplines
in bilingual education and, if those aspects are taken into account, the potential of bilingual education not
only for the language but also for the subjects.

The lack of research on language and school disciplines in bilingual education using mixed method
led us to conduct a study aiming to measure as a first step the competences in L2 and mathematics and, as
a second step, to better understand the practices and perceptions of a teacher involved in the teaching of
mathematics in German to a mixed group of French- and German-speaking students.

3. Methods

Mixed methods have been used in the fields of sociology and education over the past decades but
there is little research on their use in bilingual education. Creswell (1999:9) defined mixed methods as
methodologies “for conducting research that involves collecting, analyzing, and integrating quantitative
and qualitative research in a single study or a longitudinal program of inquiry”. They should be used when
a more complete understanding of a phenomenon cannot be provided by either a quantitative or a qualitative
approach alone.

As bilingual education and specifically two-way immersion requires more quantitative
assessments in every new context but also qualitative approaches in order to understand their implication,
we decided to describe and evaluate the competences of 10- to 12-year-old pupils in a bilingual public
primary school in Switzerland using a mixed method. This school called “FiBi” introduced the idea of
setting up classes with 50% of pupils with German as main language and 50% of pupils with French as a
main language starting at nursery level (children of 5 years old). This is only possible because the city, in
which this study was conducted, has a balanced proportion of speakers of both languages. In this project,
school disciplines are taught half in French and half in German using the model of “one person-one
language” (1P/1L) described by Ronjat (1913). Today the FiBi-project has more than 300 pupils aged 5 to
12 years old.

The first part of the study measured the competences in L2 and in mathematics of children
following a bilingual program (n=76) and of a control group (n=214), following monolingual education.
The L2-tests were aiming to evaluate the four communicative competences described in Council of Europe
(2001). They were adopted from Lenz and Studer (2014) and partly translated and adapted for the aim of
this study. The mathematics tests were based on regional official curriculum goals. The exercises were
inspired by standardized activities from Humbolt-University (2013) and completed by tests from local
textbooks. Using closed-ended questionnaires, data on the linguistic and sociological profile of each student
were collected. Then we compared the means of both groups by using Student t-Tests in SPSS.

In order to gain more of an overview on the classroom activities of this two-way immersion project
and to question the findings presented above, we video-recorded mathematics lessons and we discussed
with the teacher shortly afterwards by using a semi-structured detailed interview. Two cameras were used
in order to cover a large part of the classroom and to benefit from two opposite angles. We briefly informed
the pupils about the reason for our presence and asked them to behave as if we were not there. Of course
the presence of both cameras and the researchers might have influenced the behaviour of the pupils, but we
tried to minimise those effects. The class visit was examined through the analysis of social interactions,
using the paradigm of discourse analysis.

4. Findings
The quantitative and qualitative data have been analysed separately and will therefore be presented

in two different sections. In the discussion of the results the two parts will be linked and the relations
between them will allow the formulation of interpretative hypotheses.
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4.1. L2- and mathematical competences

The scores of both groups in mathematics as well as in the four communicative competences
(written comprehension, oral comprehension, oral expression and written expression) were compared with
Student t-Tests. The results of this part are presented in Table 1.

Table 1. Comparison of means (Student t-Test) of both groups (FiBi and regular classes)
in the tests of mathematics and L2.

Group N Mean Diff./max points. Std Sig.

. Regul. 214 25.84 4.27/54 (7.91%) 8.94 .000
Mathematics FiBi 76 30.11 8.73

Written Regul. 208 2.89 .64/7 (9.14%) 1.03 .000
comprehension FiBi 76 3.53 1.16

Oral Regul. 208 2.89 .64/7 (9.14%) 1.24 .001
comprehension FiBi 76 3.53 1.40

Written Regul. 208 2.24 2.14/7 (30.57%) 121 .000
expression FiBi 76 4.38 1.24

Oral expression R_eg_ul. 200 2.79 3.30/7 (47.14%) 1.85 .000
FiBi 76 6.09 1.15

The scores of FiBi students are significantly higher than the scores of non-FiBi students in the five
situations. In mathematics the test has a total of 54 points and in L2 the total amount of points of each test
was 7. In mathematics FiBi students have a mean of 30.11 points, which is 4.27 points (7.91%) higher than
the students of the regular classes. The difference is not as important as in the other tests but significant.
Concerning the written competences, the result for comprehension competences is lower (9.14%) than the
result for productive competences (30.57%). The difference is even larger concerning the oral competences
with 9.14% for the comprehension and 47.14% for the expression. These aspects will be discussed in the
next section of the paper. Generally speaking we observed a larger difference between both groups in the
L2 than in the mathematics and, within the L2, an important difference between the competences
concerning comprehension (reception) and expression (production).

4.2. Class visit and semi-structured interview

The observed mathematics lesson focused on quantities and proportions. The teacher first
introduced a situation with all the students in front of the black board where he had drawn three orange
juice bottles of different sizes linked to different prices. After a short discussion on elements influencing
prices, the teacher sent the pupils back to their desks to do individual exercises. After a few minutes several
pupils came back to the teacher in order to obtain specific explanations. During those explanations different
interesting pupil-teacher interactions (with French-German code-switching) have been identified.

First the teacher sometimes translated the question into French directly after the question in
German, like in the example below.

16 ROC was gibt acht mal finfzig rappen huit fois cingquante

This example shows a code-switching within the same sentence without any marks of change,
probably in order to catch the attention of the French-speaking pupils. This way of changing the language
in the middle of an output could also represent a way to stress an important part of the question that the
teacher wants to make clear to the class.

The next example shows code-switching from a child during a phase where the teacher asks
different students about the factors influencing the price of orange juice. One first student’s answer is not
audible but probably states that the profit should be a reason as the teacher repeats and validates this as one
possible factor. Then a second student stresses that the time of the year may influence the price. The teacher
validates this response but keeps asking for other factors. At this moment another student (EL06) says the
answer “les transports” in French. The reaction of the teacher is interesting as he validates this answer by
repeating the same word but in German and by rising his tone of voice. This example of code-switching
shows at least two interesting aspects. On the one hand the interaction is not interrupted because all parts
(students and teacher) are able to understand it and on the other hand the teacher stays focused on his
question and the topic without starting an explanation about these words in both languages.

23 ROC (..)was wird alles berechnet wenn man etwas. verkauft . was
was es gibt nicht nur die WARE aber es gibt nicht nur den
orangensaft . der kostet en ... und also ich meine die
migros muss auch die orange einkaufen oder die die das
einpacken oder. also die ware ist sicher etwas . dann die
verpackung das wdre auch noch etwas das .. kostet\ ((nom
de ELO1))

24 ELO1 ( (séquence inaudible))
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25 ROC die wollen gewInn machen ja und sonst/ ((nom de EL06))

26 ELO6 also zum beispiel friichte. die sind nicht ehm. ehm alle ...
also .. vielleicht eher im sommer und im winter

27 ROC genau die saisonalen bedingungen. ah also eben im sommer
ist es vielleicht . glnstiger als im winter/

28 EL2 les transports

29 ROC transport/ aber das ist bei beiden gleich .. huh. ich meine

das grosse muss man transportieren das kleine auch\

The most likely reason for the emergence of this code-switching is probably that the student does
not know the word in German but wants to answer the question asked by the teacher anyway. This example
shows the intention of the student of giving an accurate answer without making a linguistic issue and hence,
keeping the focus on the content. We can hypothesise that this kind of code-switching benefits the
disciplines and the language as the interaction about the price of orange juice move forward while the rest
of the class hear one world (very similar in this case) in French and in German in a very short period of
time. For the pupil that switched the language this could be a sort of decontextualization as the word he
used in French is then introduced in turn by the teacher and hence, in the mathematics lessons.

The analysis of the interview with this teacher gives more information about the didactic
organisation of the lessons and of the perceptions of the teacher about it. This article will not be able to
show all the important aspects, but we present here the main findings regarding code-switching and the
language-content balance. First the teacher explains that he has to adapt his way of teaching to the
FiBi-population as he has French- and German-speaking students as well as speakers of many other
languages attending his lessons. Indeed he argues that he uses more non-verbal communication such as
gestures or illustrations than in monolingual programs. He also states that he uses code-switching usually
as a last option when a child does not understand something, but he does not mention the potential of
code-switching for the construction of linguistic competences. He stresses that the guideline of the project
states that one teacher should speak only one language, referring to Ronjat’s model. Hence he explains that
he sometimes asks students to translate one word, but he never plans in advance such an intervention
(or part of it) in French. This last aspect is exemplified in the following extract.

70-GST Und Momente auf Franzdsisch, das plannst du nicht zuvor,
das kommt geraden auf dem Moment dran.
71-ROC Genau. Grundsatzlich ist es schon die Vorgabe, dass es auf

Deutsch sein soll. Ehm deshalb plane ich das nicht auf
Franzosisch ausser, wenn ich weiss es ist schwierig, dann
plane ich das insofern das sage wer kann das jetzt auf
Franzdsisch ibersetzen. Aber dann kommt es nicht von mir,
sondern von den Kindern. Wenn von mir Franzdsisch kommt,
dann ist es spontan. Je nach Situation.

72-GST Ausser vielleicht so Worter

73-ROC Genau, ausser wo ich weiss aha das sind schwierige Worter,
dann iUbersetze ich sie, schreibe sie auf oder arbeite mit
Bildern, wenn ich nicht unbedingt les nuages oder die
Wolken, wenn ich nicht les nuages aufschrieben will,
zeichne ich Wolken.

This example shows that the teacher uses French only in a spontaneous way and that he prefers to
draw something rather than to use the translation. As mentioned above he does not plan the use of French
in his classes, but he can do it if needed. In this case he would rather ask a pupil to translate, which is a
possible way of making others participate in linguistics issues during the lesson.

The interviewee states that the writing productive competences represent one main issue of this
project as he noted that French-speaking children tend to translate word by word from French into German.
Finally, this teacher declares that he mostly focuses on the contents during the mathematics lessons but that
he would immediately correct the form if one student would say something wrong. This is probably one
other important aspect of two-way immersion that we will link to the results of the quantitative analyses in
the next chapter.

5. Discussion and conclusion

Quantitative data showed that the FiBi-pupils developed significantly higher competences in L2
when compared to students of regular classes. This result is in line with the main findings from Canada
presented by Calvé (1991). Nonetheless, we noticed larger differences in the productive rather than in the
receptive competences, which could be seen as a potential benefit of the presence of speakers of L1 and L2
within the same class. Indeed, this mixed composition of the classes enables interactions on two levels:
pupil to teacher and pupil to pupil. The second type of interaction is only possible in mixed classes and is
surely improving the language productive competences of those pupils as they have more application
opportunities. Another possible explanation for this difference is the construction of the tests in a
communicative approach, which allow the pupils to make mistakes as long as the message is
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understandable. The studies from the 1990°s were probably giving more weight to the exact accuracy on
the outputs of the children.

The interview of the teacher shows that the interactions in L1 and in L2 are quite natural for
children of his class. The quantitative findings regarding competences in mathematics can easily be related
to the researches of Gajo (2001) and Gajo and Berthoud (2005) as the FiBi-population has better results
than the students from regular classes. The use of two languages in pupil-pupil interactions could represent
a way of putting distance from the concepts in a sort of decontextualization (Moore, 2006) and learn the
content through multiple tools. Examination of class activities showed that the mathematics lessons were
focusing on mathematical aspects and not on linguistic issues, which sometimes is presented as a confusion
in bilingual education. Indeed, the interaction was not interrupted when a student would produce an output
in French during the mathematics lesson in German, as shown in the example of the sequence of the
transcript above.

Qualitative data show how the code-switching situation can serve a number of different purposes.
First, it is sometimes used as an unplanned way to catch the attention of the pupils with a different language
and this was confirmed in the interview. But it is also a way for pupils to be more accurate (as in the example
of the sequence about the price of orange juice) with the possibility to use the exact word. Interesting is that
this aspect did not slow down the lesson in the example presented above. This aspect can be related to the
general findings of the quantitative part of this study. Indeed, if the children are able to learn mathematics
and L2 at the same time, this could be a serious argument in favor of bilingual education. Of course, further
research will still be needed on this subject, in order to understand this phenomenon in a wider range,
including aspects such as 1Q or socio-economic status.

Both quantitative and qualitative parts of this study helped to shed light on bilingual education and
two-way immersion. First, learning in L2 as well as in an important school discipline such as mathematics
appear to develop in a considerable way. Second, the teacher implication in the development of discipline
competences of the pupils seems not to be hindered by linguistic considerations, which probably has an
impact on the results in mathematics that have been shown in the quantitative part of this paper. Thirdly,
the presence of code-switching can represent an advantage for the discipline as argued by Moore (2006).
Thus we recommend presenting aspects such as code-switching, balance between language and contents or
class interactions in teacher training as they can play a major role in the success of bilingual programs.

In conclusion, the use of mixed methods for this study has been useful in order to measure the
competences of children of a two-way immersion program on the one hand and detecting the complex
context of knowledge production and code-switching in the class on the other hand. Further research
implying mixed methodologies on classroom interaction or teaching school subject in L2 and
code-switching appear important for a better understanding of the complex phenomena regarding bilingual
education.

References

Berthoud, A.-C. & Gajo, L. (2005). Traitement des arguments et de leur mise en texte dans le processus de
rédaction conversationnelle: continuité entre objets linguistiques et non linguistiques. In Bouchard,
R. & Mondada, L. (éds), Les processus de la rédaction collaborative (pp. 201-225). Paris:
L’Harmattan.

Calvé, P. (1991). Vingt-cing and d’immersion au Canada: 1965-1990. ELA, 82, 7-23.

Cathomas, R., & Carigiet, W. (2008). Le plurilinguisme, une chance unique. Fribourg: Office cantonal du
matériel scolaire.

Council of Europe (2001). Common European Framework of Reference for Languages: learning, teaching,
assessment. Berlin: Langenscheidt.

Creswell, J. W. (1999). Mixed method research: Introduction and application. In T. Cijek (Ed.), Handbook
of educational policy (pp. 455-472). San Diego, CA: Academic Press.

Gajo, L. (2001). Immersion, bilinguisme et interaction en classe. Paris: Editions Didier.

Humboldt-Universitat Berlin. (2013). Institut zur Qualitatsentwicklung im Bildungswesen. Aufgabenpool
VERA: https://www.igb.hu-berlin.de/vera (01.12.2019).

Lenz, P., & Studer, T. (2014). Lingualevel. Instrumente zur Evaluation von Fremdsprachenkompetenzen
5. Bis 9. Schuljahr. Burgforf: Schulverlag Plus.

Lyster, R. (1990). The role of analytic language teaching in French immersion programs. The Canadian
Modern Language Review, 47, 159-176.

Moore, D. (2006). Plurilinguisme et école. Paris: Editions Didier.

Penfield, W. (1965). Conditioning the uncommitted cortex for Language learning. Brain, 88, 787-798.

Ronjat, J. (1913). Le développement du langage observé chez un enfant bilingue. Paris: Librairie Ancienne
H. Champion.

Roulet, E. (1991). Vers une approche modulaire de I’analyse de discours. Cahier de linguistiques francaise,
12, 53-81.

31



ISSN:2184-044X ISBN:978-989-54312-6-7 © 2019

ASSESSING THE EFFECTIVENESS OF TECHNOLOGICAL TOOLS
IN TEACHING AND LEARNING ENGLISH AS A SECOND LANGUAGE

Yu Zhao', Maria Cruz Sanchez Gomez*, & Ana Maria Pinto Llorente’
!Doctoral School of Training in the knowledge society, University of Salamanca (Spain)
2Faculty of Education, University of Salamanca (Spain)

Abstract

With the developing of information age, there is a tendency for many countries around the world to improve
the quality of language education with the help of technological tools. This study tries to investigate the
influence of virtual learning platform for university students in their English learning as second language.
The quantity research was carried out and the participants were 144 second-year English major students
coming from the Faculty of Foreign Languages in Gansu Agricultural University in China. By evaluating
the data collected by the questionnaire, the results are as following: (1) It demonstrated the students’
perception about using technological tools in studying English; (2) It verified the improvement for students’
English competence with technological tools, especially in speaking and listening; (3) There were evidences
that the communication between students and teachers had also been promoted; (4) The autonomous
learning was formed when it came to acquire a higher level of English.

Keywords: Technological tools; second language acquisition; English learning; autonomous learning.

1. Introduction

Nowadays, the developing of technology has led to the constant scientific advances, and brought
an advance of materials in a fast and varied way (Alvarez, Campo et al., 2009). From certain perspectives,
technological tool is a reconstruction of traditional media to respond to the digital revolution. Technological
tools are not only used in the most relevant computational advances, but have also led to some modifications
and changes in the interactive processes that are carried out in the network. Therefore, there is no doubt
that information and knowledge technologies (ICTs) have entered the educational field, in such a way and
to such a point, that such confluence converts these ICTs into technologies for learning and collaborative
knowledge (TAC) (Garcia, 2010).

As these technological tools are developed, countries around the world are increasingly closer in
their political relationship and economic and cultural development (Shi, 2015), and this new structure of
the whole world implies that the relations are established by means of language. Hence, it is needed for
citizens of different countries to improve their competence in one or more foreign languages. Today, there
are more and more people learning foreign languages in China, due to the current need to make connection
with the whole world. At the same time, how to improve the quality of second language teaching is highly
necessary.

Pinto-Llorente, Sanchez-Gémez, & Garcia-Pefialvo (2017) mention that the purpose of teaching
English as a second language (L2) is to provide students with the necessary skills to carry out adequate
communication. Therefore, second language teaching is an area based on the development of different
communication strategies, skills and competences in which technological tools can play a fundamental role
(Vega, 2016). The technological tool will be a key element that helps the development of different activities
that favor the desired result and the improvement of the teaching-learning process of a second language.
The use of technological tools is increasingly used by the demand of the global environment at the same
time. One of the main reasons why | chose this topic is because of the tendency that everyone studies a
second language and the need to improve the quality of education in our current society.

In this work, we will observe and analyze the benefits or disadvantages of the application of
technological tools in the process of didactic activities. Meanwhile, the relationship between the use of
different technological tools (mobile devices, virtual platform) and the improvement of foreign language
learning is also investigated.
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2. Context

The students in this study were English learners in Foreign Languages Department of Gansu
Agricultural University in China who enrolled in the subject of English as a foreign language. They were
separated in three groups (GroupA, Group B and Group C) with a number of students between 43 and 52,
and their teachers were specialized in teaching English as a foreign language. During the experiment, each
of the classrooms was equipped with a video projector, an electronic projection screen and a fixed acrylic
blackboard, and all of the participants were allowed to use the virtual platform. The study lasted
approximately three months.

A platform called “Moso Teach” was used in the experiment. It is an interactive tool with the
support of the Internet, and IPTV technology is also included for users to communicate and evaluate each
other. Every participant is able to transmit information through the forum in the plarform. This can be used
on mobile phones and at the same time teachers can control it on their computer or use it in the classroom
with a projector. Teachers can carry out educational activities on this platform, and watch students’
performance. It also has the support of a large number of tools (new media) to be used in the design of
activities during the teaching-learning process of English as L2.

3. Objectives

The objectives of this study were to analyze the influence of technological tools (mobile devices,
platform) for learning a foreign language, specifically English. There were four research questions in the
study: (1) Do The students know the importance of using the technological tools in studying English?
(2) Whether technological tools can improve the students’ English or not? (3) Could the communication
between teacher and students in the new teaching environment be more active? and (4) Do technological
tools help students develop autonomous learning?

4. Method

An anonymous questionnaire (English version) was posted in the virtual platform to investigate
students’ perception about using technological tools in English learning (0=0.885).

The questionnaire was divided into three parts: Personal information, the use of new medias
technology and the study about English learning. There were various dimensions in the questionnaire.
Students were asked about their personal information and English learning experience, their perception of
digital competence, frequency about using the platform, the expectations that students had about learning
English and their opinion about the effectiveness of the activities carried out through tools to see the
influence on their competence of English, especially oral expression and listening comprehension. They
were asked if the interaction between teachers and students had been improved with this platform. It also
included questions to evaluate if the technological tools help them build autonomous learning. Students
valuated the platform when a temporary study ends.

This questionnaire was formed by Likert-type scales, it also included open, closed questions and
with the prescriptions "yes" or "no" depends on their real situation.

5. Results

According to the data provided by the participants, among 144 students who completed the
questionnaire, 98 of them were females, taking up 68%, and 46 males, which occupy 32%. As for the length
of English learning, 52% of the participants indicated that they have learned English for 5 to 10 years, while
48% indicated that they have learned English longer, for 10 to 13 years. The fact showed that each
participant has mastered English at certain level.

We asked participants if they considered the technological tools that used in this study contributed
or helped them to improve oral expression and oral comprehension. According to the results obtained,
35.4% of them confirmed that these technological tools had helped them a lot to improve their oral
expression and 38.9%, regular, because they were able to use the mobile phone and Internet to get various
materials meanwhile teachers would ask them to do oral practice that every student could evaluate and
communicate through the virtual platform. According to the average calculation, it showed that the average
score of these questions surpassed 3. With respect to the data obtained in the listening comprehension, more
than 50% of the students, specifically 52.8%, considered that this contribution was good. We also
emphasized in the obtained results and in regard to the improvement of the pronunciation that the students
considered that it had helped him between regular, 31.9%, and quite, 40.3%, which indicated that
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technological tools had a good impact on improving oral compression, and there was a 36.9% of participants
who believed that these technological tools had an excellent function (Average= 3.19). With these data, we
can see the positive influence exerted by the technological tools on oral expression, oral compression and
pronunciation. We noted that most students have improved their oral English.

Figure 1. Frequency of using technological tools.
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Regarding the variable that was referred to the frequency of using technological tools mentioned,
we highlighted that the vast majority of students used it on a regular basis (Figure 1). On the other hand,
based on the data collected, most students considered that the use of technological tools in learning a second
language was quite effective, which the average score was 3.19.

Table 1. Result of the questionnaire: The interaction between participants.

Average | Very Poor Regular | Good Excellent
Poor
The interaction between 3.29 0 0 12.5 45.8 41.7
teachers and students
Communication On-line 3.17 0 0 12.5 58.3 29.2

The results (Table 1) also showed that 41.7% of those students thought that after using these tools,
they communicated more with their teachers (Average=3.29) , When asked about the communication
on-line, the average score is 3.17 and more than a half of them thought their role in English learning had
changed because of the platform, everyone could express their opinion instead of receiving feedback from
only one person.

We evaluated the tools that they used to see if they can establish an autonomous learning
throughout their English learning. 51.4% of them believed that technological tools had helped them to
improve autonomous learning (Average=3.11) and 35. 4% developed a collaborative learning in significant
measure, encouraged them to study in a group and carry out a continuous study (Average=3.52). About the
study environment offered by the technological tools in learning English, 41.7% thought it was open and
natural. With the forum, students learned in groups, did exercise in a critical way and thought creatively.

6. Conclusions

The study was aimed at identifying students ‘perception and experience in using technological
tools in learning English. The results showed that technological tools were effective in teaching and learning
English, as well as improving oral expression and listening comprehension. Technological tools
implemented interactive and collaborative resources to create the e-activities that are appropriate to improve
students” English pronunciation level and ability to perceive and produce English more accurately
(Pinto-Llorente, Sdnchez-Gdmez, & Garcia-Pefialvo, 2015). Communication between teachers and students
had also been improved, and this type of learning helped establish an autonomous learning when it came
to acquiring a higher level of English. In their comments, students emphasized that the technological
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learning environment afforded the possibility to think not only as a receiver but also a giver, and that this
motivated them to put more effort into the language study.

These technological tools offered a direct opportunity for students to learn a second language
(Pinto-Llorente, 2012). In addition, the effective of using technological tools in the classroom for
learning-teaching foreign languages depends on the ability of teachers and students to interact with
technological resources.

Because of the recent international situation, we needed more people who can adapt this brand
new social environment and economic market. According to Wang (2012), the development of teaching
foreign languages has undergone a substantial change in recent years due to new technological tools. It has
gone from a synchronic teaching that takes place in a specific place to an asynchronous multimedia teaching
that develops in virtual spaces. A future trend in teaching a second language is the improvement of the
processes of b-learning and the use of synchronous and asynchronous tools offered by virtual platforms.

The findings of the research brought encouraging conclusions and suggested, it is crucial to
supplement language teaching with technological tools. However, a limitation of this study is that the
sample was not very large (144 students) and the duration of the study was relatively short (3 months). We
have not evaluated the participants’ digital competence which could influence the results of this experiment.
Future research should assess the advantages and disadvantages of more type of technological tools with
larger populations and adapt the concept according to teachers’ and students’ perceptions and needs. The
objective is to find the balance of instructional strategies that is specifically targeted at improving student
foreign language learning ability and also maximize its positive impact in teaching process.
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Abstract

Most pedagogical issues cannot be explored or explained in the example of numerous indicators and
mathematical analyzes. This does not mean that statistical indicators do not have to be present in
pedagogical research, but it is emphasized that without any qualitative indicators not a single pedagogical
phenomenon could be fully explored. This topic raised another important issue — the issue of publishing
works in which mostly qualitative methodologies have been used in highly indexed journals. Such works
by scientists (reviewers) are often classified as "works of the second order" because they do not show
"higher" level of statistics. In addition, such works often do not pass the first step, which is a preliminary
review that mainly refers to a methodological analysis. For these reasons, it is much easier to publish a
paper using rather quantitative than qualitative methodology. Numerous researchers have already been
alerted about this situation, and now it reached its peak.

We will come across a special report by scientists and reviewers if we use the futurology methods of
research in the methodological part of the paper. This is, according to some, another step below the
"evaluation" of those who do not even know the futurology research methods. As a counterpart to such an
understanding and to the research corpus, there is a "third part”. In addition to the quantitative and
qualitative methodology we have a mixed methodology that seeks to alleviate the positivist approach in
pedagogical research.

That opens some space for reflection on the new approach (in addition to the existing ones) in the
methodology that would give a new framework for pedagogical phenomena. Can the choice of
methodology be less restrictive for researchers? Is a high level of precision and the ability to check the
results obtained, and thus greater relevance than the actual changes in practice? Can methodology be
"creative"? Those are the questions that need answering.

The paper aims at raising awareness of the importance of a qualitative approach in the research of
pedagogical problems and at offering ideas that can contribute to changes in the creation of a new
methodological framework that certainly represents a new global challenge.

Keywords: Creativity methodological approach, mixed methodology, pedagogical research, qualitative
methodology.

1. Introduction

The paper seeks to emphasize the need for equal representation of qualitative and quantitative
research methods in research of pedagogical phenomena, since the exclusivity of one would distort the
holistic approach. In an attempt to emphasize the situation “on the field” an analysis of graduate theses of
the students of the Teacher Education (Faculty of Education, University in Osijek, Croatia), was
conducted (Dubovicki, Mlinarevi¢ & Velki, 2018) which showed that 60.6% of students in their
graduation theses used survey as the only research instrument within the frame of the positivist paradigm.
If we consider the fact that the most significant scientific area comes from social sciences (36.47%), and
within them from the field of pedagogy (46.55%), we will notice an inequality of other scientific
paradigms, and in particular the lack of other research methods that go hand in hand with qualitatively
methodology. Sometimes we try to justify ourselves to our colleagues, saying that we, as mentors to
students (graduates and/or Ph.D. students) used qualitative methods in our research. Nordstrom
& Happel-Parkins (2016) also warned about that state, referring to it as the methodological drag.
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“When we explain and defend qualitative research to, for example, skeptical
colleagues, we must perform authoritatively and definitively. We must have the
“Truth” about qualitative research even though we know there are multiple,
contingent, and partial truths about qualitative research. We do this to justify and
validate qualitative research to other faculty members and administrators so that
our students’ research can, in turn, be validated.”

(Nordstrom & Happel-Parkins, 2016, 151)

The so-called methodological resistance should not be a dogmatic term that seeks to reduce the
presence of qualitative research methods, it should represent a strategy that seeks to open up multiple and
contingent ways of understanding the qualitative methodology for all those who use the qualitative
methodology in their future research. With qualitative data, we can reach the deepest human experience
(Mitchell & Clark, 2018) and they are thus extremely important in pedagogy.

2. Problems of publishing pedagogical papers that used qualitative approaches

Papers that used only qualitative methodology are often exposed to a greater number of criticism
(mostly non-public) by scientists and reviewers who often reduce the value of papers written in such a
way. By deciding to use qualitative research, you have already "cut down the chance" to have your work
published in well-known and highly-indexed journals. Such papers often do not even pass the first step,
which is a preliminary review that mainly refers to methodological analysis (Dubovicki, 2017). Suzi¢
(2017) also points out that one of the most important conditions for publishing papers in highly indexed
journals is, actually, the use of quantitative methodology (especially in the Balkans). Twining, Heller,
Nussbaum & Tsai (2017) emphasize the fact that qualitative research (due to ontological and
epistemological viewpoints) does not take into account the sample representability for the whole
population and for these reasons we cannot expect to be able to generalize the obtained data, as is the case
with quantitative research. This can also undermine the categorization of work. Wishing for their papers
to be approved and published (which is essential for collecting points for advancement at professional
level), numerous pedagogues decide to use quantitative methodology and positivist paradigm in their
research. Bognar (2012) warns us that such an attempt to apply the methodology of natural sciences to
social sciences, alongside the aspiration to mathematize pedagogical phenomena, could lead to the
complete separation of pedagogical theory from practice. The introduction of numerical methods in social
sciences that are associated with rationalism (17th century) and positivism also contributed to this state.
We can say that the new epistemology started, hand to hand, with the constitution of certain social
sciences, especially pedagogy. Numerous researchers (Soltis, 1984; Bognar, 2012; Avenier & Thomas,
2015; Dubovicki, 2017; Twining, Heller, Nussbaum & Tsai, 2017; Mitchell & Clark, 2018) warned about
this situation, which reached his peak a few years ago (especially in Croatia). Serikov (2016) points out
that it would be desirable to use Volodar Viktorovich Kraevsky's ideas in the research of pedagogic
phenomena. Pedagogical methodology should offer a creative approach towards research, via the creative
activity of researchers.

“The purpose of methodology is to substantiate the means of constructing

pedagogical theory as a cognitive construction that supports a trinity of functions:

explanations, designs, and forecasts of the functioning and genesis of pedagogical

reality. The aggregate of activities that substantiate the means of perceiving

pedagogical reality comprises methodological activities in pedagogy. ”

Serikov (2016, 527)

This state of affairs is less alarming if we only take into consideration the publication of the
papers (and its methodology), however, if we add, to the mentioned above, the situations in which the
success of the projects are evaluated (in the end) according to the number of published papers and/or the
themes of doctoral dissertation filed via a form that requires solely positivist paradigm (Bognar, 2012),
then we should wonder about the direction in which the pedagogical research is heading. Suzi¢ (2017)
highlighted a few useful tips, in order to warn about the problems of publishing pedagogical papers
connected to qualitative research.

“Qualitative researches derive meaning from multiple sources, but also 1ook for an
account of the phenomenon by examining and describing the history of it, and by
presenting the current status of the subject matter in relation to the author’s course
of action...Qualitative research is only useful if the background information is
provided concisely and straightforwardly. ”

(Suzi¢, 2017, 136)
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Futurology methods of research represent an additional challenge for researchers. In addition to
being insufficiently represented in all areas and fields of science, insufficiently known and inadequately
applied in research of pedagogical terms, most of them still belong to the qualitative paradigm
(Dubovicki, 2017). An interesting fact that also points to this is the lack of reviewers from the area of
futurology. This paper also raises the question about the “expertise” of the reviewers for papers which
used futurology research methods. Suzi¢ (2017) also writes about the similar situations when it comes to
the reviewing of the papers which demonstrate higher statistical and methodological procedures. It is
desirable (and necessary) to carefully select the reviewers because it is common practice that reviewers
are often chosen "from home" and for more or less known reasons. Another problem with the selection of
reviewers is related to papers written in the languages of minorities, so such papers (written in the Balkan
languages) are often a priori "condemned" to reviewers from those areas who may not be the best and/or
most competent, but there is no other choice. Keeping all this in mind, we can also think about the right
choice of categorization of individual papers published in such magazines (Hannes, Heyvaert, Slegers,
Vandenbrande & Nuland, 2015). On the other hand, similar problems appear less in the reviews of papers
that primarily use statistical indicators.

3. Discussion

It should be emphasized that a paper does not a priori use qualitative methodology (nor
quantitative) since the methodology of each work is determined regarding the set hypothesis/research
question. Unfortunately, that is not always the case. Mentors often give their graduates already finished
instruments (most often surveys) which they then use in their research so that the applicants do not have
to go back to pilot studies (check reliability) on some newly-built instruments (Dubovicki, Mlinarevi¢
& Velki, 2018). Also, the value of some papers should not be determined by the type of methodology and
choice of research instruments.

Contributions to this topic are also provided by instructions from certain journals or conference
organizing committees (in the form of templates) which require participants to respect the default "mold",
often written in the form of: Introduction, Methods, Hypothesis, Research Results and Interpretation,
Discussion, Conclusion and References. Some researchers see a solution in the use of mixed
methodology, which is becoming more and more popular. The majority of today’s researchers (Burke,
Onwuegbuzie & Turner 2007) point out that methodology is still divided into: qualitative, quantitative,
and research using mixed methodology. Burke, Onwuegbuzie & Turner (2007) present a brief history of
mixed methods and point out that it is necessary to respond to the issues that have emerged recently due
to the increased number of researchers who conduct their research using mixed methodology. Kumsa,
Chambon, Chung Yan & Maiter (2014) also emphasize the importance of methodological validity that we
need to pay attention to in the participatory research. In our paper, we examine the messy processes in the
preliminary phase of their research project and the invaluable insights we took into developing a creative
methodology. Mason (2006) emphasizes the importance of 'qualitative thinking' as a useful starting point
for mixing methods, but says that it is ultimately more useful to think in terms of multi-dimensional
research strategies that transcend or even subvert the so-called qualitative-quantitative divide. Gorard and
Taylor (2004) emphasize the importance of data obtained by combining the method, pointing out that the
lack of one research method can be compensated by complementing the other by contributing to the
credibility of the obtained results. Soltis (1984) writes that about the importance of exploring and
studying the pedagogical phenomena using different scientific paradigms, but also the openness of the
researcher towards personal rational assessment regarding the set research claims. When it comes to the
research of pedagogical issues, Matijevi¢ & Topolov¢an (2017) in advocate the synthesis of qualitative
and quantitative approaches that can be formed on the basis of: additive interconnection, triangulation and
transformation with the help of transforming qualitative data into quantitative and vice versa. The quality
of the collected data depends on the appropriateness of the methods used, the quality of the individual
data collection instruments and the process of utilizing those instruments. Evidence should be collected
from multiple sources to enable triangulation (Baskarada, 2014).

Braun & Clarke (2006) note that the criteria for the evaluation of qualitative and quantitative
research should be equally rigorous. There is a question of assessing the quality of qualitative research
and of having a set of criteria that are suitable for all qualitative approaches (Reicher, 2000; Braun &
Clarke, 2006; Hammersley, 2007). Some researchers (Spencer, Ritchie, Lewis & Dillon, 2003; Hannes et
al., 2015) objected to such generic guidelines precisely because of the specificity of particular sciences
and specific challenges within which research is being conducted. It should be kept in mind that no
research approach should be exclusive, and that no research technique should be idealized. Although the
paper is focused on the affirmation of qualitative research techniques in pedagogical research (and even
representation in relation to quantitative ones), it is important to warn researchers of some of the
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shortcomings. Twining et al. (2017) state that qualitative research often collects very much data, and
researchers therefore need to be extremely skilled in the interpretation of the said data. In addition, data
gathering should focus on answering the research questions. That process is often difficult since the
researcher simultaneously collects and analyses the data, so it is important to avoid being superficial in
doing so.

4. Conclusion

In order to influence the changes of the current situation, and improve the even representation of
qualitative and quantitative methods in pedagogical research, it is certainly necessary to revise the
existing patterns for the selection of topics for graduate, master and doctoral theses, in which the
candidates should most often opt for quantitative methodology. In addition, it is necessary to approach the
new editorial philosophy and politics of pedagogical journals that need to be open to different approaches
and scientific paradigms (Bognar, 2012).

The global challenge in the development of pedagogical methodology is the correlation of
research with practice and the influence of changing condition, emphasizing the theoretical foundation
and holistic approach of the researched issue. A new approach to methodology should at least be
creative - directed at the freedom of the researcher and adaptable to the "field" situation. These changes
should also be present during the education of students within the methodological courses at the faculties.
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Abstract

Sexuality pervades the media, an important tool to access information, in the promoting dialogue and in
non-formal education for adolescents and young people (Andrelo & Almeida, 2015; Gallego, 2000). As
much as objectivity in communication is proclaimed, the messages conveyed by the media are hardly
neutral, developing regimes of authenticity with multiple conflicting meanings about sexuality and
gender. Many media narratives, from a consumer perspective, are constructed from successful formulas,
acting as proposals for the interpretation of reality and social behaviours, present in stereotyped forms of
socially dominant values, norms and behaviour models (Andrelo & Almeida, 2015; Belloni, 2005; Lobo
& Cabecinhas, 2013; Teixeira et al., 2010). Music has a prominent place in the media and music videos
play a relevant role in its dissemination. During their educational training adolescents and young people
should be alerted to certain types of social constructions and video clips may be the means to do so. So,
starting from the didactic approach of the following video clips: “As Long As You Love Me ft. Big
Sean,” “Try,” “Havemos de la chegar,” and “Scratch My Back™ carried out by 65 7th and 12th year
students, whose thematic axes focus on affectivity (paternal, parental, erotic and sexual , friendship) and
on love, on interpersonal relationships that are established in the work environment and on violence in
affective and/or romantic relationships. The discourses analysed found that stereotyped conceptions about
the feminine/femininity/being a woman and the masculine/masculinity/being a man persist.

The discourse presented also refers to: i) psychological differences and personality characteristics;
ii) moral attributes of behaviour and personal skills; iii) placing women in a situation of dependency and
inferiority; iv) perpetuating the roles traditionally attributed to men and women and unequal relations of
power; and v) promoting heteronormativity.

The idea that it is necessary to work on the issues of sexuality and gender conveyed in the discourse
contained in video clips is corroborated, so that they are not received passively, because the discourse is
fraught with subjectivity.

Keywords: Sexuality, gender, media, gender equality, video clip.

1. Introduction

Learning to be a citizen implies developing skills, attitudes and values that help each person to
know their rights, responsibilities and duties, enabling them to play an active role in the community of
belonging. Active and multiple citizenship implies that each of us is endowed with social and civic skills
to know how to relate to the other (Vieira et. al, 2010).

School should be a privileged space for learning, living and exercising citizenship in a wide
range of dimensions, of which we highlight, in the study presented here: education for gender equality,
education for the media and education for sexuality. Knowledge of self and of the other is interpenetrated
with gender and citizenship issues, which must be an integral part of curriculum development from the
first years of schooling (Cardona, Piscalho & Uva, 2011). School should be a space where students, in
addition to acquiring technical and scientific knowledge, should express, among other things, “the human
qualities of responsibility, solidarity and respect for others” (Fonseca, 2012, p.5).

The media are part of our daily lives and are an important tool in accessing information, in
promoting dialogue, in the development of essential analytical skills, in the training of informed and
critical citizens, and can play a relevant role in the non-formal education of adolescents and young people
(Andrelo & Almeida, 2015; Gallego, 2000). It is important not only to access the media, but also to
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understand, comprehensively and intensely, the realities they present, the techniques they use to construct
these realities, their narratives and the underlying values (Manovich, 2001; Warnick, 2002).

The media are neither innocent nor impartial; they are workshops of positive and negative
representations whose discourse is influential and, as such, must be used in the construction of a
culturally inclusive citizenship. Adolescents and young people in being educated should be alert to certain
types of social constructions, and video clips may be the means to do so. Many video clips are loaded
with sexual content, sexuality being the vehicle of promoting an identity and/or attracting different
audiences.

Taking into account that video clips facilitate the learning of content and values, it is important
to promote the critical analysis of the discourse conveyed by them, so that all people can enjoy the
benefits they can provide in a consciously and profitably.

2. Design

2.1. Investigating what and what for?

Considering that Education for Citizenship, Sexuality and the media constitute an unquestionable
challenge for the teachers’ educational practices, our intention was to know the following using a set of
video clips as an object of study: “From a didactic approach to the video clips most viewed by
adolescents and young people, what images of sexuality and gender do they gather?”

Having identified these images, it was also important to understand:

— What gender roles and stereotypes are emphasized in the video clips most viewed by young
people?

— How are gender differences and (in)equality expressed?

This study focused on two main aims:

i) To analyse the repertoire of representations of sexuality and gender present in the discourse of
four specific video clips;

ii) To integrate into the researcher’s professional skills, as a teacher of elementary and secondary
education, a didactic approach to audio-visual media in common use in young people’s daily lives.

Because it is understood that video clips constitute privileged means of capturing young people’s
expectations, and that, as such, they influence their behaviours and attitudes, the following specific
objectives emerged from the central question formulated to guide the research process:

1. To contribute to improving professional the researcher’s skills, in approaching critical and
reflexive reading of the media’s discourse in the context of the classroom.

2. To analyse gender stereotypes that appear in the video clips most viewed by students in the
7th and/or 12th year of schooling.

3. To determine whether the students identify with the models that the protagonists of the video
clips present and with the values they promote.

4. To promote the knowledge of these “products” to female and male “consumers” as well as to
teachers.

5. To identify possible contributions from video clips to gender (in)equality.

6. To raise awareness, based on the contributions of the video clips analysed, of the existence of
the values of gender equality.

7. To promote the creative and responsible use of media to express and communicate ideas and
to use them effectively for civic participation (MEC, 2011, p. 50943).

2.2. What were the stages of the research?

This study was developed in 5 distinct stages:

Stage | — Extensive survey of the literature to establish the theoretical framework regarding the
issues of education for citizenship, for the media and sexual education, sexuality and gender in the media
and to constitute the methodological framework.

Stage Il — Approaching the phenomenon of video clips watched by adolescents and young
people, designing and applying a questionnaire survey to students of the 3rd cycle of elementary
education [years 7 — 9] and secondary education. In addition to the initial exploration of the video clips,
which enabled an approach to the phenomenon, the video clips most viewed by the adolescents and young
people involved in the study were selected.

Stage Il — Content analysis of the most viewed video clips in order to find elements that are
conducive to identifying gender stereotypes and designing of visualization scripts.

Stage IV — Visualization of the video clips in class, applying the visualization scripts.

Stage V — Analysing, taking conclusions and developing theoretical implications.
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2.3. Investigating with whom? Where? When?

The study involved students of the 3rd cycle of elementary education [years 7 - 9], (27 students
in 7th year of schooling) and secondary education (38 students in the 12th year of schooling), attending
an elementary and secondary school, in the Centre-North Region of Portugal. The choice of this group of
students was related to the levels/years of schooling attributed to the teacher. It was therefore a group
with wide age range (from 13 to 18 years), which had differences inherent to their stage of development,
was heterogeneous in its composition, in its interests and concerns.

To implement this study, the teaching unit dedicated to the Education for Health and Sexual
Education project as defined by the respective Class Councils’ guidelines, was favoured.

3. Methodology

This study falls within the scope of the interpretative paradigm since it is intended to understand
and deepen the knowledge of a given situation in a given context (Carmo & Ferreira, 1998; Coutinho,
2011). Subjectivity is an inherent characteristic of a study of this nature, since when working on questions
of sexuality and gender, with a strong idiosyncratic connotation, the researcher/teacher will try to
interpret and understand aspects related to each of the participants’ way and of feeling.

The research was intended to combine the two views on the topic under study: the
researcher/teacher’s analysis and the perception that participants (adolescents and young people) have as
viewers of video clips.

To this end, the researcher used techniques and research instruments of an essentially qualitative
nature (video analysis guides and reports) and used qualitative and quantitative questionnaires in order to
select each of the video clips in the study.

The techniques and data collection tools used are described in Table 1.

Table 1. Data collection techniques and instruments.

Techniques Data collection instruments
Survey Questionnaire applied to the students
Observation Researcher’s records
Documentary Visualization guides
Analysis Reports of the researcher/teacher

Each guide, based on the methodology of Diez Gutiérrez (2004), presents a set of activities,
divided into four big blocks: “learning to look” — exercising the critical eye to help construct a certain
perspective of reality, “understanding and analysing” — to deconstruct meanings, “interpreting and
evaluating” — to activate intentional critical judgment and to give voice to one’s own words about the
reality being analysed and to evaluate, and “transforming” — by elaborating alternative proposals to the
stereotyped messages.

4. Analysis of the discourse delivered by video clips

A careful analysis of the discourse conveyed by each of the video clips allowed us to identify
affectivity (paternal, parental, erotic and sexual, friendship) and love, interpersonal relationships
established in the work environment and violence in affective and/or amorous relationships as the main
thematic axes.

It was found that, from a linguistic point of view, “As Long As You Love Me,” “Try” and
“Havemos de la chegar” approach the theme of affective relationships, more specifically, love. Overall
(image, lyrics and music), “As Long As You Love Me” is a teenage love song, in which the one who is in
love speaks of the troubled relationship with the person they are in love with. “Try” brings up violence in
the context of interpersonal relationships, more specifically in intimate relationships and “Havemos de 1a
chegar” addresses the theme of love, it talks about people, relationships, encounters and disagreements,
fights, getting back together and a whirlwind of emotions. As for “Scratch My Back,” the narrative
focuses on interpersonal relationships in a work context.

In the video clips, there is kissing, caressing (touching of bodies, hugging, holding hands) and
games of seduction in projecting sexual images (Teixeira & Marques, 2016).

The in-depth knowledge of each video clip allowed a connection to be established between the
social events portrayed and the apprehensions, expectations and behaviour patterns followed by the
youths involved in the study. They were also able to recognize and identify gender stereotypes associated
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with physical and psychological traits and roles conveyed by the female and male characters, placing the
woman in a situation of dependency and inferiority.

It is observed that the discourse expressed, implicitly or explicitly, places the body in the centre
of the visual attention. It standardizes patterns of beauty and attributes unequal visibility and appreciation
to it according to whether it is a man or a woman, making it out to be a central place in constructing
femininity (Natt & Carrieri, 2016) and masculinity (Diez Gutiérrez, 2015).

It is up to women to be young, lean, beautiful, sensual, to meet the requirements of contemporary
beauty and physical attraction (Mota-Ribeiro, 2002a, 2002b; Castro, 2003; Campos, Cecilio & Penaforte,
2016; Teixeira & Marques, 2016). Wearing skirts and dresses, tight and intimate clothes, is part of their
language of seduction (Teixeira & Marques, 2016).

Men should be tall, thin, young and muscular. If they intend to appear powerful, they must wear
suits or long-sleeved shirts, since clothing must be “commensurate with business know-how” (Natt &
Carrieri, 2016, p.120).

The discourse conveyed confirms women as the main victim of gender inequality, ratifies the
subordination of women in affective relationships, love and work and women as victims of violence, as
indicators of inequality. It also makes the unequal visibility and valorisation conferred on men and
women explicit. It alludes to the vertical segregation to which women are subject to in relation to their
hierarchical position and reinforces the idea of the existence of male and female professions.

It is recognized, therefore, that the discourse presented in the video clips analysed, especially in
terms of images and verbal and non-verbal interactions, accentuates gender inequality and attests to the
(re)production of stereotyped views of sexuality and gender.

5. Final considerations

This study helps to corroborate the idea that there is an urgent need to deconstruct issues related
to sexuality and gender conveyed in the discourse of video clips in the classroom, so that they are not
received passively, enabling adolescents and young people to have a more informed, critical and
responsible intervention. The National Strategy for Equality and Non-Discrimination — Portugal + Equal
argues that the issues of equality between women and men, of violence against women and domestic
violence, of sexual orientation, of gender identity and expression, and of sexual characteristics should be
integrated into both the materials and the educational frameworks.

The video clips analysed do not exhaust, nor do they explain, in their entirety, the gender issues
brought to the fore. The analysis of the discourse conveyed by these video clips, and so many others,
reflects each person’s way of being and feeling, which consubstantiates its inherent subjectivity. Each of
the participants interpreted the message conveyed from their own filters and their emotional interference,
which may have led to changes in their perception of a given reality (Moran, 2007). As Moran (2007)
argues, new experiences require deep analysis, so that one does not fall into the error of standardizing,
fixating, crystallizing and stereotyping contents (Shaffer, 1994 cited by Nogueira & Saavedra, 2007),
relative to previous experiences.
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Abstract

Elite sport is all about making the right decision, at the right time, under pressure and in any context
(Vickers, 2007). Many tools are available to train decision-making skills. One used commonly in elite
level sports is video feedback. However, with young players, this tool is rarely used due to time
constraints and athlete-coach ratio. Nowadays, an alternative to video feedback is used in the form of a
perceptual-cognitive exercise (Zentgraf, Heppe, & Fleddermann, 2017). This exercise has significant
effects on decision-making skills when used during warm-ups, but cumulative effects have not been
measured (Holding, Meir, & Shi, 2017). Also, perceptual-cognitive exercise has mainly been studied in
experimental contexts, leaving few considerations for athletes and coaches’ reality.

Therefore, this study aims to help a coach integrate perceptual-cognitive exercises in his training
program. The first objective is to describe the clinical supervision process offered to a youth coach.
Sub-objectives involve (a) understanding the different phases of the clinical supervision and
(b) measuring players’ performance as indication of change. The second objective is to describe players
and coach’s perceptions about quality and effectiveness of such program.

One female coach participated in the study, as did her 27 young female players (M=12,25 + 0,28). They
completed a six-week perceptual-cognitive program, twice a week. To jot down the supervision process, a
log-book was used by the researcher during 16 weeks. Players’ performance was measured with Stivi
software for response time and decision accuracy during practice (n=13). Decision accuracy in game was
measured with observation grids, three times: week one, six, and three weeks post intervention. As for
actors’ perceptions, focus groups were used with players’ (h=2x8) and an individual semi-structured
interview was used with the coach (n=1).

Findings indicate that the clinical supervision process presents three phases. In the programming phase,
results show that building sequences alone for perceptual-cognitive exercises is complex and time
consuming, and thus unlikely to be attempted by the coach alone. In the interaction phase, the six week
program was easily integrated to the training schedule. Also, the coach noted positive changes in her
players, such as search for information at play and verbal support to partners holding the ball. Also,
results show a slight decrease for response time and increase for decision accuracy. Finally, during the
evaluation phase, performance measures enabled an objective analysis of advantages and limits of the
proposed program.

Keywords: Clinical supervision, cognition, decision-making, perception, sport.

1. Introduction

Top athletes are those able to make the right decision, at the right time, under pressure and in any
context (Vickers, 2007). One tool commonly used to coach decision-making skills in elite level sports is
video feedback. However, time constraints and high athlete-coach ratios limit its use with younger
athletes. Zentgraf, Heppe, and Fleddermann (2017) reviewed the effects of perceptual-cognitive exercises
with the potential to replace video feedback. The exercises are done by watching short video clips of the
sport trained, occluding the clip at a crucial moment and asking the athlete to make a decision as fast as
possible. However, they aren’t widely spread because of their lack of realism and considerations for
retention and transfer of decision-making skills (Broadbent, Causer, Williams et Ford, 2015).

In the last 10 years, researchers have modified the exercise using different strategies. For
example, Gabbett, Rubinoff, Thorbun, and Farrow (2007) coupled perception and action by adding a
motor response to the exercise to successfully train anticipation skills of softball players. On the other
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hand, Hohmann, Obelder, Schlapkohl, and Raab (2016) compared 3D images to 2D images with results
on decision time and decision accuracy. Unfortunately, both strategies need large screens and complex
equipment not easily accessible for youth coaches. Anyhow, Spittle, Kremer, and Hamilton (2010)
showed that the size of the screen doesn’t affect results on decision-making skills. Thus other strategies
should be explored if to be used by youth coaches.

Recently, Lorains, Ball, and MacMahon (2013) improved decision-making skills of Australian
football players by simply using above real-time video clips. Playing videos one and a half times faster
appeared to be more “game like” than normal speed to the athletes. However, the strategy showed no
effects with younger and less experienced athletes. Differently, Holding, Meir and Shi (2017) used the
perceptual-cognitive exercise during warm-ups to train specific reactive-agility in rugby. Since
cumulative effects have not been measured, effects of this strategy remain unclear.

2. Conceptual framework and objectives

To our understanding, no studies have worked with the coach to help him implement the
perceptual-cognitive exercise in practice. For a coach, adding a new exercise to his training routine
obliges him to change his practice. To this end, clinical supervision is known to have positive effects
leading to transformative practice (Brunelle, Stoloff, Roy, Desbiens, & Spallanzani, 2008; Stoloff,
Spallanzani, & Brunelle, 2016). Together a coach and a supervisor go over three phases of intervention:
programming, interaction and evaluation (Brunelle, Drouin, Godbout et Tousignant, 1988).
The programming phase includes context, program and omen variables used to plan the intervention.
The interaction phase is the core of the intervention since the coach is in action, as well as his players.
It includes all process variables. The evaluation phase is used to analyze the product of the intervention.
Specifically, coach and supervisor evaluate the quality and the effectiveness of the practice put in place
by the coach.

In sport, a coach’s effectiveness is based on athlete’s improvement, reflecting the level of
learning. According to Schmidt (1993), learning is a result of practice and observed by a change in the
athlete’s performance. Those changes are then confirmed by skill retention and transfer (Schmidt, 1993).
Retention is the ability to maintain a certain level of performance even after a prolonged pause in
practice. Transfer is the ability to use the skills learned in different or new contexts. In sport,
decision-making skills often use decision accuracy and response time to measure level of learning of
perceptual-cognitive skills (Vickers, 2007). The skills learned during practice must then transfer to
competition (Vickers, 2007).

Therefore, this study aims to help a coach integrate a perceptual-cognitive program during
practice. The first objective is to describe the clinical supervision process offered to a youth coach.
Sub-objectives involve (a) understanding the different phases of the clinical supervision and
(b) measuring players’ performance as indication of change. The second objective is to describe players’
and coach’s perceptions about quality and effectiveness of such program.

3. Methods

One female coach participated in the study, as did her 27 young female players
(M=12,25 + 0,28). Being on two different teams, the players practiced together and played each other in
regular season. They all completed a six-week perceptual-cognitive program, twice a week using
Samsung Galaxy E Lite tablets. The program used was Stivi software, specifically built for this study,
enabling perceptual-cognitive exercises on tablets without Wi-Fi connection for easy use on the field.

Done before practice, exercises consisted of 30 video clips, four to six second long, showing
game footage of the two teams. Each video was occluded at a critical moment for decision-making.
Players chose the decision they thought correct by clicking on boxes presented on the tablet’s screen.
They were instructed to do so as quickly as possible.

For all data collection, institutional ethics approval was provided (approval number
CER-18-246-07.08), and informed consent was obtained from participants and their parents before the
commencement of the study. To answer our first objective, a log-book (LB) was used to jot down the 16
weeks supervision process. As indication of change, athlete’s decision accuracy and response time during
practice were measured (n=13). In addition, in-game decision accuracy was assessed with an observation
grid related to passing, dribbling and shooting skills, coding 20 minutes episodes, during games between
the two teams at three occasions: week one, six, and three weeks post intervention. To answer our second
objective on actors’ perceptions, focus groups (FG) were used with players (n=2x8) and an individual
semi-structured interview (SSI) was used with the coach (n=1).
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All guantitative data was collected though Stivi software, then analysed with SPSS24. ANOVA
analysis of mean decision accuracy and response time during practice was used to describe changes for
short-term learning and retention. To describe performance transfer to competition, ANOVA analysis
related to proportional success of passes, dribbles and shots were used, allowing identification of changes
in athlete’s performance. All qualitative content was transcribed then analysed with InVivol0, by content
categorization, then validated by triangulation from LB, FG and SSI throughout the intervention.

4. Findings

4.1. Objective 1: Describe the clinical supervision process offered to a youth coach

The programming phase represented one of planning and familiarisation of the
perceptual-cognitive exercises. It combined three stages: 1) identification of decisions to be trained,
2) filming sessions and 3) the building of the video clips (approximately, 20 hours) needed for the
perceptual-cognitive exercises (LB, p.1-3). Each stage was in collaboration with the coach, except the
third one, which was driven by the supervisor who was accustomed with the occlusion technique. The
coach validated the video clips to insure concordance with decisions trained. In this case, these were:
decisions with the ball, decisions when regaining ball possession and first touch orientation of the ball
(LB, p.1.). This phase was the longest phase of all and unlikely to be attempted by the coach alone
(SSI, p.2).

The interaction phase enabled to apply and test the perceptual-cognitive program. Types of
decision trained where chosen by the coach according to the goals set at every practice. In all, decisions
with the ball were trained six times; decisions when regaining ball possession twice and first touch
orientation five times (LB p.4-14.) Results show a slight increase for decision accuracy (Figure 1),
averaging 44,8% for sessions 1 to 3 and 51,7% for sessions 10 to 12. Simultaneously, results show
decrease for response time (Figure 2) during intervention, averaging 4,607 seconds for sessions 1 to 3 and
3,893 seconds for sessions 10 to 12.

Figure 1. Changes in mean decision accuracy during Figure 2. Changes in mean response time during
practice. practice.

Changes were found for in-game decision accuracy regarding dribbling with variation of
efficiency (61,9% > 51,5% < 63,3%), and regarding shooting skills, with an increase of efficiency
(15,4% < 25,0% < 41,7%) (Figure 3), compared to relatively stable performance for passing
(56,2% < 59,1% < 57,9%).

Figure 3. In-game decision accuracy for passing, dribbling and shooting skills.
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Finally, the evaluation phase was one of reflection and critical thinking about the whole
supervision process. It enabled analysis of advantages and limits of the proposed program, thanks to
objective data concerning 1) general information (durations, effectiveness, 57,6% of athlete’s presence
during intervention), 2) athletes’ performance throughout the learning and retention phases,
and 3) coach’s ease in preparing and using such program.

4.2. Objective 2: describe players and coach’s perceptions about quality and effectiveness
of the program

Overall, as shown in table 1, the coach perceived positive changes in players’ decision-making
during and after the perceptual-cognitive program. Beyond those effects, she also perceived that the
program was easily integrated to the training routine and acted as a modeling tool during training.
In parallel, players perceived perceptual-cognitive exercise as beneficial for their performance on the
field. Doing the exercises during warm-up allowed them to practice decision-making skills subsequently
used on the field. The cognitive exercises helped them realize different errors they were making and
inspired them to correct them during practice.

Table 1. Perceptions of coach and athletes threw the three phases of clinical supervision.

Phase Participant Theme Citing
Programming | Coach ;:rc:nmsiming Way too many hours! SSI, p.2.
It’s super interactive [...]. It’s like a game and they are clearly in
Eg;gtrson the the generation for this. SSI, p.4.
Girls were able to challenge each other on their own. SSI, p.5.
Implantation Us_ing the tablets didn’t slow down the training rc_)utine. SSI, p.4.
in training With the tab_lets, they could do the exercise twice a week. If |
Coach routine didn’t have it, | would be happy to use video feedback once a
week or maybe every two weeks. SSI, p.3.
They were able to associate both [training situations and
Modeling perceptual-percept_ual-gognitive exerciSt_e] easily. SSI, p.3.
Interaction In terms of coaching, it was much easier because we had clear
examples. SSI, p.6.
. It allows you to practice what you just saw on the tablets. FG1,
Exercise
before p-3. . .
practice If we make errors during the exercise, we can correct them on
the field. FG2, p.2.
Players It’s useful because it helps you learn from your errors. FG1, p.1.
When we use the tablets, we have time to think. Then we chose
Realization how to apply it in the game. FG2, p.1.
Sometimes we don’t know where to pass the ball. The tablet
helps us know. FG1, p.2.
They think much more. They look around, they talk to each
Evaluation Coach Effect on the other. SSI, p.6.
players Girls lose the ball much less. Possession of the ball is much
better. SSI, p.7.

5. Discussion and conclusion

To our knowledge, this study is the first to focus on the process to implement a perceptual-
cognitive program with a youth coach, helping her to change her practice. This study was also the first to
describe players’ and coach’s perceptions about quality and effectiveness of such program. The first
objective (describe the clinical supervision process offered to the coach) showed that the programming of
the perceptual-cognitive program is tedious, complicated and therefore unlikely to be attempted by the
coach alone. Consequently, tasks such as filming and building of video clips should be taken on by a third
party like consultants, federations or clubs.

Results during the interaction phase confirm that a perceptual-cognitive program can be easily
integrated to players training routine. Perceptions of the coach and players where positive and don’t show
signs of resistance to change, such as observed by Brunelle and al. (2008) or Stoloff and al. (2016). This
acceptance of change could be explained by the coach’s perception of the exercise as a game, added to the
level of implication of the supervisor in the programming phase making it more feasible.
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Variations in decision accuracy, response time and in-game decision accuracy were subtle,
nevertheless interesting. Results concerning decision accuracy and response time remind us of the
findings of Lorains and al. (2013) and Gorman and Farrow (2009), where results show similar effects for
in-game decision accuracy. Presently, subtle variation for decision accuracy and response time during
training could be explained by insufficient length of intervention or low level of athlete’s attendance
throughout the six week program mostly due to family vacations, inevitable considering athlete’s age
group and period of the year. In-game decision accuracy results would have been more significant with
increased number of occurring events or observation time during matches. In line with Romeas and al.
(2016), future research should consider using small-sided games, which augments the occurrence of
dribbles, passes and shots.

During the evaluation phase, coach and players perceived that the program had a positive impact
on the players’ decision-making skills. Also, the exercise was time effective and easy to implement to the
training routines. Therefore, the perceptual-cognitive program used during warm-ups seems a suitable and
effective addition to video feedback in a youth coach’s reality.
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Abstract

Critical thinking skills, in general, and specifically, within the framework of introductory science courses
in engineering and science majors, are increasingly a focus of education reforms. This prioritized goal
comes along with the ongoing efforts to phase out traditional teaching and steadily replace it with interactive
engagement learning and teaching methods. To respond to such goals without being disruptive in the
traditional teaching and learning process, we have developed computer quiz games (CQG), implemented
for the purpose of enhancing students’ interactive engagement and learning gains in Introductory General
Chemistry for Engineering Majors in the English as a Second Language (ESL) environment. The
effectiveness of CQGs was quantified using the post-test vs. pre-test approach via FECAT (Freshman
Engineering Chemistry Assessment Test) test with Hake’s Gain between 15% and 35%. In the second phase
of the analysis, we relied on the mapping of distinct categories of FECAT questions to Bloom taxonomy
and we classified all FECAT questions into Higher Order Thinking (HOT) and Lower Order Thinking
(LOT) skills. We present how HOTs and LOTs get maodified and, to a varied degree, improved, with the
application of computer quiz games. The results of the application of CQGs were also compared with the
application of the paper-based quizzes containing the same questions, offering an insight into the influence
of simple computer games on students’ hierarchical critical thinking skills.

Keywords: Critical thinking skills, game-based learning, computer-based learning, higher order thinking.

1. Introduction

Effective teaching and active learning are essential for college graduates on their path of taking
place in today’s workforce. Related to active learning is the need to develop, use and sharpen critical
thinking skills, along with the ability to solve complex problems (Gokhale, 1995; Scott, 2009). This has led
to identifying critical thinking as one of the goals for the academic programs in the higher learning
institutions (Van der Werff, 2016, Donald, 2002, McDonald et al., 2014). One of the approaches in
quantifying critical thinking skills is to divide the tasks in front of students into lower order thinking (LOT)
and higher order thinking (HOT) skills. Ramos et al. (2013) discuss how students’ level of higher order
thinking (HOT) skills affect their performance. Our interest is in elementary, first-year college chemistry
course, and note that the work in chemistry has been preceded by Rodrigues and Oliveira (2008), and
Tiruneh et al., 2017, who pointed out that the level of critical thinking could be a predictor of the students’
performance in physics.

Factors contributing to the problem of learning introductory chemistry are a low level of
preparedness from secondary education, low motivation and limitations of the traditional method of
instruction students have likely being exposed to before and during college. In Khalifa University (KUST),
the Chemistry Department has concerns about the performance and the failure rate in the first-year
chemistry course offered to all engineering and science majors. Interviews (Ling et al., 2015) with KUST
students and chemistry faculty suggest that students have low motivation and interest to learn chemistry in
a traditional classroom and few activities available to them to pull them away from teacher-centered
classroom activities. Ideally, one would respond to such needs by developing a fully interactive engagement
based course. Given the internal institutional obstacles, such as lack of administrative and technical support
to develop and implement fully interactive engagement course, the best alternative was to develop teaching

51



ISSN:2184-044X ISBN:978-989-54312-6-7 © 2019

and learning tools that can augmentthe ongoing traditional teaching. After carefully examining other efforts
attempted at KUST, and in the country and the region (UAE, Gulf Arab countries), such as Collaborative
Workshop Physics (Hitt et al., 2014), and Problem Based Learning (Balawi et al., 2015), we opted for the
activity that will the following features:

(a) Minimally disruptive to ongoing traditional chemistry lectures;

(b) Supportive of the need to promote learning of the concepts, as opposed to rote-based learning,

which often accompanies passive attendance of traditionally delivered lectures;

(c) Implementable on contemporary wireless digital communication devices, such as: laptops,

tablets and smartphones;

(d) Can be presented as a game-based learning activity.

The preceding design criteria led us to develop computer-based quiz games (CQGS). The details
of the CQG activity are broadly compatible with all four criteria listed above. Furthermore, going through
the CQG activities on weekly basis enhances critical thinking skills (Kapp, 2012), given that our CQGs
satisfy almost all gaming criteria (the presence of the system, one or more players, contains a challenge,
follows fixed rules that a player needs to learn to best the game, it is interactive, contains feedback in the
form of quantifiable outcome and may have emotional reaction).

2. Objective

The objective of this report is to investigate the effect of CQGs on students’ performance with
respect to the students’ critical thinking skills (HOT and LOT) through a chemistry achievement test called
Freshman Engineering Chemistry Assessment Test (FECAT), previously elaborated on (Ling, 2018).

3. Methodology

The present study applied a true experimental design called “Pretest-Posttest” (Gribbons & Herma,
1997; Trochim, 2001) to compare students in treatment (traditional lecture teaching with CQGs) and
comparison groups. The comparison (a form of control) is in the form of paper-based quizzes, PQ, where
the questions on the paper quiz are the same as those on CQG, but not subject to steps of the gamification
process, such as digital interactive environment, or ability choose questions on an individual basis). All the
students from each class are randomly assigned to control and treatment groups. Randomization controls
all the possible extraneous variables (Adesoji & Babatunde, 2008; Campbell & Stanley, 1963) and enhances
validity for possible statistical significance tests.

More specifically, the content of FECAT has been discussed elsewhere (Ling, 2018), We show
some example questions later here, in Fig. 2, in order to illustrate the level of difficulty.

3.1. Participants

The total of 121 students (63 students for TG and 58 students for CG) participated in this study.
In terms of gender, the respondents in TG consisted of 36 (57.1%) male and 27 (42.9%) female students.
As for the CG, there were 37 (63.8%) male and 21 (36.2%) female students. We put some effort in making
both groups equal in size at the beginning but some students are “disqualified” during or at the end of the
semester because either they do not take a sufficient number of CQGs or they do not take the posttest.

3.2. Treatment and control

Each Computer Quiz Game (CQG) has nine questions in total, and students are allowed to choose
5 of these questions, one at the time. The text (the content, often a combination of text and either chemical
image or a formula or a chemical reaction) of each question is revealed only after the student selects it. The
initial guidance on what to select is only based on the fact that there are three questions of each category
(three “easy”, three “medium”, and three “hard”).

The point values per category are 100 points, 200 points, and 300 points. Beyond a fundamental
need to have a constraint in a game-like environment, the idea behind limiting the number of choices is to
motivate students to rely on their self-assessment of what kind of questions are they comfortable answering,
thereby motivating them to strategize during the game and practice various types of questions ahead of the
game; the latter activity clearly meant to be a learning opportunity. The paper quiz contains 5 questions
only (so, no choosing is possible), but each week we prepared at least 5-6 different versions of the paper
quiz (version A - 1 easy, 3 medium, 1 hard; version B - 2 easy, 2 medium, 1 hard; version C - 1 easy,
1 medium, 3 hard, etc.) This way, a form of randomization is present although no student choice is possible.
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Figure 1. (Left) a screenshot of the paper quiz; (right) a screenshot of one question of computer game quiz.

3.3. Research instruments

Students’ level of thinking skills were divided into higher-order thinking skills (HOT) and
lower-order thinking skills (LOT) and assessed through a chemistry achievement test (called Freshman
Engineering Chemistry Assessment Test), FECAT by using the classification of Bloom taxonomy.
The LOT skills are measured from the questions related to knowledge as well as comprehension and HOT
skills (require critical thinking) are measured from the questions related to application, analysis, synthesis
and evaluation. There are 15 LOT and 21 HOT questions. We wanted to assess students’ HOT skills
(more questions) rather than LOT skills (fewer questions). FECAT was also administered at the end of the
semester, so it serves as the research instrument in the assessment of learning gain. In order to design a
suitable achievement test to address the research questions, issues of validity and reliability have been
considered, and addressed at the tie of initial data gathering and analysis (Ling, 2018).

Figure 2. Examples of LOT and HOT questions from FECAT. A full FECAT test available upon request.

3.4. Research procedures

Research procedure is explained to students, and a practice session was held at the start of the
second week of the semester. Actual quiz games were administered every week from the second week of
the semester until the last, with the exception of the midterm weeks and the final week. We have ensured
there is no overlap between the 90 questions (10 weeks x 9 questions each week) on CQGs/PQs and the
FECAT test, and also, that neither CQGs/PQs nor FECAT overlap with weekly homework or other
assessment instruments. FECAT was administered in the very first and the very last week of the semester,
and the Hake gain

< Posttest Score > —< Pretest Score >

100—< Pretest Score >

Hake's Gain, < g >=
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was computed (Hake, 1998, 2006, 2008; Hitt et al., 2014; McKagan et al., 2016) to calculate the learning
gain. In addition to the overall Hake gain, which we have pursued as one of the research questions of interest
from the outset of the study, we have computed the Hake gain for HOT and LOT set of questions.

4, Results

Figures 3(a) and 3(b) show the histogram of FECAT by comparing between pre-posttest for TG
and CG of students’ thinking skills as indicated by the types of questions (based on Bloom taxonomy) in
FECAT. We found that the average performance for TG shifted from about 40% to 70%, slightly larger
compared to CG, shifts from about 40% to 60% for students’ HOT skills. In terms of students’ LOT skills,
the average performance of about 40% in pre-test to 70% in post-test was visible in both groups (Figure
5.9) with some quantitative differences between the two groups.

Figure 3. Comparison between pre-posttest for TG and CG of students’ HOT (L) and (LOT (R) skills as indicated by
the types of questions in FECAT; the number of students within the performance percentile.

We adopted Hake’s gain expression (Hake, 1998, 2006, 2008; Hitt et al., 2014; McKagan et al.,
2016) to assess the student learning gain. We found that both groups had positive Hake’s gain, likely
because of a similar motivational factor, as shown in Table 1 below. In a separate semester, we have
conducted the Hake gain determination without administering any computer quiz games or paper quizzes,
which we consider a true control group. The Hake’s percent gain in that semester is substantially smaller
for both groups, written here as percentage in (HOT, LOT) format - (CQG (33.6, 36.3), PQ (31.5, 37.2) and
Control (19.1, 22.7) The pretests score on FECAT in both semesters (with and without the application of
CQG and PQ) were nearly identical, since no major changes in the profile of students’ population occurred.

5. Discussions

The results indicate that the students increased in their performance percentile group between the
beginning (pre-test) and end of the semester (post-test). Besides, we found that both TG and CG have
positive close Hake’s gain for HOT and LOT thinking skills. According to Hopson (2001) and Fatokun et
al., (2016), and McFarlane et al., 2002, technology-enriched and/or game environment classrooms have a
positive effect on student acquisition of higher-order thinking skills.

Students’ HOT skills are enhanced by the learning activities in class through the in-depth thinking
process (similar to the finding by Lateef et al., 2016). Both CQG and PQ are learning activities applied in
class for a whole semester, so, we suspect that this might be the reason students with PQ also show almost
the same value of Hake’s gain. Three factors: identical motivating factors, imbalance of make-up of groups
and high standard deviation might be the reason for the better result in CG.

6. Conclusion

Supplementing CQGs as an active learning strategy during the teaching and learning process can
help students to develop HOT skills such as applying, analyzing, synthesizing and evaluating. CQGs help
to enhance students’ higher-order thinking skills and problem-solving skills. This study indicates that both
CQG and PQ help to improve students’ level of thinking skills and provide an alternative way of
supplementing the traditional teaching over the true control group where neither CQG nor PQ is
implemented at all. The implementation of CQG together with traditional lecture is suitable and effective
for the university freshman students, particularly for students with education and culturally diverse
background in UAE as well as students in other countries that have a similar background. We hope that this
study can be a guidance to many other chemistry instructors and education authorities, particularly those
dealing with the students who have a similar background.
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Abstract

Clinical placements in the Emergency Department (ED) can offer nursing students a unique learning
experience to develop their knowledge and skills in managing the critical care patient. However, the
complexity of this clinical placement can be daunting leading to increased stress and anxiety. This can
have implications for student learning and clinical performance creating feelings of unpreparedness for
the challenges of emergency nursing. Analysis of students’ concerns was obtained through an explanatory
sequential mixed methods study identifying key areas. Following this, an online learning resource “Are
you PreparED” was developed. This educational resource is a repository of useful information relevant to
the role of the nursing student in the ED and is focused on the key areas of concern identified by the
students.

Evaluation of the online learning resource was structured using the first two stages of Kirkpatrick’s
model. Following completion of an online survey, students provided feedback on several aspects
including: design, usability, relevance and accuracy of information. In addition, comments were obtained
regarding their perceived learning, knowledge acquisition and intent to apply to the clinical setting.
Perceived levels of preparedness following use of the online learning resource was also explored.

The goal of this study was to provide a valuable online learning resource for nursing students attending a
clinical placement in the ED. Evaluation of the resource was paramount to assess quality and establish
that learning had occurred, and educational goals met. Suggestions offered by the students provided a
valuable source of information for further improvements to this online resource.

Keywords: Online resource, evaluations, student nurses, emergency department, preparedness.

1. Introduction

This paper will explore the evaluation of an online learning resource developed to assist nursing
students in their preparedness for a clinical placement in the Emergency Department (ED). Following the
development of the ARE YOU PREPARED website, student evaluations were undertaken using the
Kirkpatrick’s Model of Evaluation Framework to identify learner satisfaction and perceived learning and
preparedness.

2. Background

The ED clinical placement provides nursing students with a unique opportunity to link theory to
practice in a critical care setting. Students are faced with a number of new challenges in the context of a
busy, fast-paced and rapidly changing acute care environment. Patient care is increasingly complex and
unpredictable with increased patient acuity and high patient turnover. Holbury and Newcombe (2016)
acknowledge that the ED is an unpredictable and often highly emotive environment. They note that some
nurses thrive on this type of clinical setting and need to be expert in the assessment, recognition and
management of patients across the lifespan with life- threatening illness or injury. In addition, nurses are
required to process large amounts of information in order to facilitate clinical decision making in this
time-pressured environment.
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Therefore, the ED clinical placement offers nursing students the opportunity to have exposure to
a wealth of learning opportunities, many of which they may not have experienced while on previous
clinical placements (Williams & Palmer, 2014). Nursing students are able to engage with the
multidisciplinary ED clinical team in order to build confidence in their theoretical knowledge and clinical
skills in the care and management of the acutely unwell patient. The aim of this unique clinical placement
is for students to develop a specialised skill set in the areas of patient assessment, fast decision making,
prioritisation of care and responding to the deteriorating patient (Purling & King 2012; Williams
& Palmer, 2014).

However, for some nursing students the anticipation of practicing in this acute care environment
can be intimidating, anxiety provoking and stressful. The literature suggests that students often form
preconceived ideas about what to expect from a clinical placement in the ED. This can lead to students
questioning their abilities with a perceived lack of preparedness (Morrell & Ridgeway 2014). Areas of
concern are wide ranging and include: knowledge and clinical skill deficits, fear of making mistakes,
ineffective communication, feelings of inadequacy, fitting into the team, level of support and mentorship,
dealing with conflict and having the inability to recognise and respond effectively to a deteriorating
patient. Studies show that educational preparation of nursing students in this acute care area is becoming
increasingly challenging with many nursing students failing to meet industry expectations (Purling
& King, 2012).

Students allocated a clinical placement in the ED are generally in the latter stages of their nurse
education, and therefore under pressure to demonstrate sound knowledge and clinical competence (Porter,
Morphet, Missen & Raymond 2013). The expectation from both academic faculty and healthcare industry
is that students will be adequately prepared for the challenges of working in an acute care clinical area
and able to respond effectively to critical care incidents. The overarching expectation is that nursing
students will be well prepared for the realities of practicing as a graduate nurse in an increasing complex
healthcare environment (Dimitriadou et al 2015; Watt & Pascoe 2013). Despite this, it is evident from the
nursing literature that this is not necessarily the case with students often floundering when faced with the
challenges of working in an acute care setting. The evidence suggests that students are lacking confidence
in their knowledge and clinical abilities and experience difficulty in making sound clinical judgements in
the management of the acutely unwell patient (Doody, Tuohy & Deasy 2012; Duchscher 2009; Woods et
al 2014). This has far reaching consequences, as these negative experiences may influence decisions
about whether to pursue a career in emergency nursing. Future projections indicate an increased need for
critical care nurses both nationally and internationally due to a diminishing workforce (Halcomb,
Salamonson, Raymond, & Knox, 2012). Together with the ageing population, unprecedented population
growth and declining nursing workforce there is a need to recruit and retain nurses with critical care
expertise.

In light of this, it is clear that undergraduate nursing education needs to take heed and find
innovative ways to adequately prepare students for acute care clinical placements and the realities of their
future professional role. While this issue is without doubt complex and multidimensional, it is generally
agreed that nursing student unpreparedness may have far reaching consequences when it comes to
providing high quality patient care, especially in specialised areas such as the ED (Halcomb et al, 2012;
Williams & Palmer, 2014).

To address the issue of preparedness, an explanatory sequential mixed methods design study was
undertaken to identify areas of concern by nursing students in attending a clinical placement in the ED
(Creswell & Plano-Clark 2018). Both the quantitative and qualitative findings from this study provided a
platform for the development, implementation and evaluation of on an online learning resource titled
‘ARE YOU PREPARED’. Whilst there are a number of useful online learning resources available for
healthcare students globally. The focus of these resources is largely aimed at medical students and has an
emphasising on specialised clinical skills. Examples include electrocardiogram (ECG) interpretation,
patient history taking, clinical assessment and laboratory data interpretation. While some of this
information is extremely important, these resources are somewhat limited for nursing students. In
addition, the notion of preparing students for their clinical placement appears to be lacking. Levett-Jones
et al (2015) suggest that nursing students' clinical placement experiences can be a critical turning point
and may even affect their professional aspirations. It is this lack of online resources specifically aimed at
preparing nursing students for clinical practice in the ED that has facilitated the development of this
website. Following development of the online resource, student evaluation is essential in order to ensure
learning effectiveness, knowledge acquisition and intent to apply to the clinical setting (Maycock et al
2012).
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3. Design and development of the website

As previously identified, the development of the ARE YOU PREPARED online learning
resource was based on the need to increase student preparedness prior to attending a clinical placement in
the ED. Analysis of both qualitative and quantitative data from students at 3 universities in Western
Australia informed the structure and content base of the website (figure 1).

Figure 1. Website development and evaluation process.

Following a successful grant application, an expert web designer was engaged to create and
develop a visually appealing and easy to navigate site (Maycock et al 2012). It was essential to ensure that
the website was clear, easily understood, relevant and up to date (Ng, Archbold, Mayer and Mulla 2015).
The website homepage contains an introductory video and instructions on how to navigate the site. The
content was structured using a modular format located within four broad topics: ‘Orientation to the ED’,
‘Patient Care’, ‘Clinical Skills’ and ‘Professional Issues’. As suggested by Elkman (2018) the content is
predominantly text-based and included photographs, videos, helpful tips, nursing blogs, links to external
websites and self-directed learning. Students are given the opportunity to engage with the material and
acquire meaningful knowledge contextualised to nursing practice in the ED. Trademarking of the ARE
YOU PREPARED was obtained to protect copyright of the website.

4. Evaluation

When looking at evaluating a website it is essential to identify what is being evaluated, how it is
expected to work and how the evaluation results will improve the resource. Cook and Elleway (2015)
suggest that evaluation can be seen as the process of judging the value of something, they also note that
this can also include theoretical dimensions. In the context of the ARE YOU PREPARED website, it was
essential to firstly evaluate the design, usability, relevance and accuracy of information offered. An expert
panel consisting of senior academic staff members, researchers and experienced ED clinical staff to assess
the online learning resource for content and construct validity. This involved critical appraisal of the site
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and constructive feedback in relation to visual appeal, ease of navigation, currency, relevance and
accuracy of content and perceived usefulness (Ng et al 2015). The expert panel were also asked to
provide suggestions for improvements so that modifications could be made. Following this, the website
was launched and all final year nursing students across the three universities were asked for feedback
using an online survey. The theoretical framework used to guide the evaluation of the online resource was
Kirkpatrick’s Model of Evaluation.

4.1. Kirkpatrick’s model of evaluation

Kirkpatrick’s Model of Evaluation has been utilised for well over forty years, and this model has
gained an overwhelming popularity for use as a framework to support systematic evaluation. Primarily
used within the business sector, the model provides strategies for evaluating organisational training
programs. However, use of the model has expanded and been adapted into other disciplines including
tertiary education and clinical practice as a means for assessing and appraising education outcomes and
intervention studies (Praslova 2010; Smidt, Balandin, Sigafoos & Reed 2009).

The model presents four sequential levels which measure impact of the educational intervention.
The 1st level ‘reaction’ refers to learner satisfaction with the intervention. Evaluation at this level can
generate valuable information about relevance of content, perceived usefulness, learning tools and modes
of delivery. This can provide an insight into how participants perceive their level of motivation and desire
to engage. While this information may be useful for the purpose of modifying material, this information is
subjective and does not guarantee learning.

At level 2, ‘learning’ emphasis is on determining if the educational intervention has met the
learning outcomes and the extent to which users perceived learning has occurred. This can include
increased knowledge, skills, confidence and commitment to apply into practice

Level 3 ‘behaviour’ and level 4 ‘results’ then move beyond individual satisfaction and learning.
The focus moves to organisational change through positive behaviour and transfer of learning into the
workplace. The ultimate goal of levels 3 and 4 is to achieve a level of workplace performance that has
met individual learning needs, as well as the goals of the organisation (Moreau 2017; Reio, Rocco, Smith
& Chang 2017; Rouse 2011). In relation to the online learning resource evaluation was limited to levels 1
and 2 of Kirkpatrick’s model.

5. Conclusion

Attending a clinical placement in the ED can be an overwhelming and daunting experience for
nursing students. This paper has explored the development of the website ARE YOU PREPARED, an
online resource to assist nursing students with their preparedness for attending a clinical placement in the
ED. Effective evaluation of the resource was undertaken to ensure the design, usability, relevance and
accuracy of information. In addition, evaluation of the resource using the Kirkpatrick’s Model of
Evaluation framework assisted in identifying not only learner satisfaction with the resource, but how the
students perceived their knowledge skills and confidence after using this online learning resource.
Furthermore, students perceived levels of preparedness were appraised. While primarily designed for
nursing students, this online learning resource has the potential to be of benefit in preparing other
healthcare professionals for a clinical placement in the ED.
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Abstract

This paper offers an augmentation to the work of Smailes and Heyman (2018) and Farjadpour and
Fresneda-Portillo (2018). Smailes and Heyman (2018) considered techniques for teaching mathematics to
non-mathematicians (e.g. business programmes) whilst Farjadpour and Fresneda-Portillo (2018) considered
mathematics anxiety. What was particularly salient about the latter study was that it involved undergraduate
mathematics students. This struck a particular chord with the first presenter: if mathematics anxiety
occurred in students choosing this as a specialism, what additional impacts could be occurring within
Business based cohorts? Are there further complexities that require consideration within these cohorts? For
example, past experience indicates that the advent of technologies, in this case spreadsheets, can be both a
blessing and a curse. Hesse and Hesse-Scerno (2009) posit that spreadsheets have changed the world and
suggest that they have potentially saved some mathematics based business curricula. Spreadsheets are now
a universal business tool that needs to be learned (Pan et al., 2018). What are the potential relationships
between mathematics anxiety and spreadsheet confidence? Do similar factors that impact on mathematics
anxiety impact on spreadsheet confidence? This paper illustrates that indeed there are a number of
similarities between the two and suggest the impact of technologies is such that techno-math literacies
supersedes numeracy capability as a concept (Geiger, Goos, & Forgasz, 2015). Furthermore, additional
dynamics linked to confidence are exposed that merit further qualitative investigation.

Keywords: Mathematics anxiety, perceived study abilities, technology impact, higher education.

1. Introduction

A lack of confidence in learning mathematics is a long-standing phenomenon. It is now almost 50
years since Richardson and Suinn (1972) designed an instrument for the measurement of mathematics
anxiety which in both its original and adapted formats is still commonly utilized today.

Pelch (2018) acknowledges that mathematics anxiety is a difficult area of research due to the
multiplicity of interrelated factors involved. Investigations within the literature include examinations of
what may occur in early and later stages of schooling, demographic and geographic influences, links to
self-efficacy and the impact of technology to name just some of the areas of interest. For example,
Farjadpour and Fresneda-Portillo (2018) used an adapted Mathematics Anxiety Scale to assess the impact
of gender, ethnicity, parental support in mathematics, number of siblings amongst other factors.

The lack of a mathematical skills base, often referred to as mathematics literacy continues to be a
global issue due to the impact in the economy of a country (Geiger et al., 2015; Johnson, 2012; Matthews,
Hodgson, & Varsavsky, 2013; Deloitte 2013). However, due to the exponential growth of information
technologies, in particular, of mobile technologies, it is proposed that mathematical literacy can no longer
be treated separately. Geiger et al. (2015) recommends techno-maths literacy as a more appropriate
nomenclature.

The authors would argue that this is particularly case within higher education. Evidence from
employers backs this up. Grant, Malloy, and Murphy (2009) noting that within business IT abilities are as
“customary as pen and paper” (p.145). It is clear that the most common IT ability associated with
mathematics is spreadsheet use and preferred over specialist statistics software (Pan et al., 2018; Brennan
& Vos, 2013; Johnson, 2012).

The advances in technology have also changed the landscape of employer expectations. For
example, data analysis once considered a specialism is now viewed as a generalist function involving
spreadsheet skills is implied (Tufte, 2004).
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In this context, a module, known as Business Analysis, is the main mathematical component
delivered to all (approximately 800 students, 400 per semester) undergraduate Business and Management
programmes. This unique combination of confidence in both mathematics and spreadsheet use are known
issues of interest. Mathematics anxiety is a well-established factor, and the teaching strategies employed
are continually practised and reviewed in an attempt to minimise impact of student learning, e.g. flipped
classroom methodology (Smailes & Heyman, 2018).

As documented by Verhoeven, Heerwegh, and De Wit (2016) IT capabilities of students are not
as anticipated. Although many students have used a spreadsheet, their previous experience is basic and
appears to be limited to data entry, basic formulas and perhaps graphical construction. In the very early
stages of teaching there is a sense that mathematics anxiety is exacerbated by spreadsheet shock. This latter
point also being picked up by Gorman (2008) whom comments that the necessity to learn Excel can become
an additional obstacle in learning statistics — the vast majority of the business analysis curriculum.

Spreadsheet shock is a self-generated term used to express how many students, claim to be familiar
with spreadsheets but within two to three weeks of teaching, realize how little they actually know, or that
they may incorrectly assumed was simple. A common example of the latter is that many students find that
constructing a graph from scratch is more complex than previously led to believe.

The most notable issue in considering both mathematical and spreadsheet confidence is the
influence of gender. This factor provides a focus to several investigations, the majority of which, note how
females report lower levels of confidence in both than males (Pelch, 2018; Nunez-Pena, Suarez-Pellicioni,
& Bono, 2016; Verhoeven et al., 2016; Plenty & Huebeck, 2013; Tarasi, Wilson, Puri, & Divine, 2012;
Joyce, Hassall, Montano, & Anes, 2006). As noted by Matthews et al. (2013) amongst others this element
is well researched due to its impact on both enrolment and retention within Science, Technology,
Engineering and Mathematics (STEM) subjects.

This paper aims to extend research by Farjadpour and Fresneda-Portillo (2018) by considering a
sample of business and management undergraduate students and determine factors impacting both
mathematics anxiety and spreadsheet confidence.

2. Methodology

A questionnaire was distributed to business and management students shortly before the
commencement of the teaching programme. Fourteen questions employed by Farjadpour
& Fresneda-Portillo (2018) were adapted slightly to take in account the context of the business and
management curriculum. Six supplementary questions were included referring to spreadsheet knowledge.
An additional section of ten questions was added to in respect to self-efficacy (Bandura, 2006) —a seminal
author in this field. As recommended by Bandura (2006), for all mathematical, spreadsheet and
self-efficacy questions the traditional Likert scale was replaced by a wider numerical scale, in this case a
percentage level of confidence, where 0 indicated no confidence through to 100 full confidence. An extra
Likert based question was included on how anxious facing an exam would as anxiety is an known entity
that can be independent from mathematics and/or spreadsheet confidence (Pekrun, Goetz, Titz, & Perry,
2002). As noted by Farjadpour & Fresneda-Portillo (2018), there are a number of demographic sensitivities
which need to be considered when collecting data, therefore any questions relating to demographic elements
such as parents, siblings, mathematical support mechanisms were carefully designed to take any
sensitivities into account.

3. Results and analysis

University attendance recording systems indicated that there were 382 students registered in
semester 1, 147 responses were received yielding a 38.5% response rate. Responses rates from gender and
nationality broadly represented the student population. The variable of interest, spreadsheet confidence is
an average of the six questions presented within the questionnaire. The mean for the whole sample was
p = 56.75 and the standard deviation ¢ = 22.78. Sample skewness was found to be -0.013 and the kurtosis
-0.769. Furthermore, the median is 57.80, very close to the mean and implies that the distribution is
symmetrical. After studying the Q-Q plot which additionally suggested that the variable spreadsheet
confidence is normally distributed, and thus, the mean and standard deviation are representative parameters
of the sample.

The main factors to be investigated alongside spreadsheet confidence were self-efficacy,
mathematics anxiety and test anxiety. The latter factor was ranked, and maths anxiety sample results cannot
be deemed as following the normal distribution. As a consequence, non-parametric statistics are applied
from now on. Firstly, the Spearman’s correlation coefficient is applied to test the null hypothesis of
monotonic (the more of one variable, the more of the other and vice versa) relationship between variables
(Table 1).
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Table 1. Non-Parametric correlations (n = 147).

Spreadsheet Mathematics Anxiety Self-Efficacy
Confidence
Mathematics Anxiety 0.559***
Self-Efficacy 0.274** 0.384***
Test Anxiety 0.442*** 0.491*** 0.145

*p <0.05, **p < 0.01, ***p < 0.001

Table 1 illustrates all the variables of interest preserve a monotonic increasing relationship except
for Test Anxiety and Self-Efficacy. The relationship between Mathematics Anxiety and Spreadsheet
Confidence as well as with Test Anxiety are confirmed. On the other hand, Self-Efficacy is significantly
correlated with both Spreadsheet Confidence and Mathematics Anxiety but not with Test Anxiety.

The null hypothesis linked to gender (i.e. no differences between males and females) was tested
using the non-parametric test for independent samples (Mann Whitney) was applied to Spreadsheet
confidence, Mathematics Anxiety, Self-Efficacy and Test Anxiety (Table 2).

Table 2. Mann Whitney test —Factor: Gender (n = 147).

Mann Whitney U z p-value Median Median
Males Females
Spreadsheet Confidence* 1978.5 -2.411 .016 62.92 50
Mathematics Anxiety* 1972 -2.437 .015 79.32 72.71
Self-Efficacy 2202 -1.520 129 69.15 73
Test Anxiety** 1783.5 -3.320 .001 3 2

*p < 0.05, **p < 0.01, ***p < 0.001

Table 2 demonstrates that there is a significant difference between males and females in respect to
Mathematics Anxiety, Spreadsheet Confidence and Test Anxiety. In all three cases, males exhibit higher
levels of confidence.

Farjadpour & Fresneda-Portillo, (2018) established a relationship between the number of siblings
and mathematics anxiety and hence was examined within the business and management cohort. To assess
this the sample was divided into two groups. Group A respondents whom had two siblings or less and
Group B defined as those with three siblings or more (Table 3).

Table 3. Mann Whitney test — Factor: 3 or more siblings (n = 147).

Mann Whitney U Z p-value Median Median
Group A Group B
Spreadsheet Confidence 1800.5 -.889 374 60.83 52.75
Mathematics Anxiety* 1561 -1.983 .047 79.14 70.75
Self-Efficacy** 1352 -2.939 .003 72.50 64.60
Anxiety** 1380 -2.924 .003 3 2

*n < 0.05, **p < 0.01, ***p < 0.001

Table 3 determines that there is a significant difference between Group A and Group B in regards
to Mathematics Anxiety scores, Self-Efficacy and also on Test Anxiety. In all cases, the scores of Group A
are higher than those scores on Group B. The results imply that students with two or less siblings feel less
Mathematics Anxiety, have higher levels of Self-Efficacy and are less anxious in respects to test situations.
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4, Conclusion

In line with the mathematics and engineering cohort there are distinct gender differences in respect
to mathematical anxiety. Evidence from the business and management cohort suggests that this also extends
into test anxiety and spreadsheet confidence where males illustrate higher levels of confidence than females.
However, there is not enough evidence to suggest that gender differences occur in respect to reported
self-efficacy. Findings in respect to the number of siblings do not concur with the mathematics and
engineering cohort, it is indicated that for business and management students children from larger families
(three or more siblings) have lower levels of mathematical confidence and self-efficacy. This does not
appear to be the case in relation to spreadsheet confidence.

Connections were established between the four factors of particular interest i.e. self-efficacy, test
and mathematics anxiety and spreadsheet confidence. In general levels of spreadsheet confidence were
much lower than that of mathematics and levels of self-efficacy. In all permutations there were positive
correlations found e.g. the more confident a person exhibited in mathematics the higher their spreadsheet
confidence was and vice versa. Overall, there is an indication that as suggested by Geiger et al. (2015)
educators need to consider both factors in unison i.e. techno-mathematics. The findings reveal additional
potential links to self-efficacy. There is an intention to implement a further qualitative research strand to
scrutinise the interrelationships between techno-maths literacy, self-efficacy, gender and family size from
a more personal perspective.
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Abstract

Second/foreign language research within the sociocultural-theoretic (SCT) tradition has tended to proceed
orthogonally to that in the more conventional interactionist paradigm. SCT researchers, although of course
broadly interested in progress in the language in the same way as interactionist researchers are, in practice
tend to ask different questions and to use different methods to obtain answers to them. Since the goals of
educators with an SCT orientation and those with an interactionist orientation are at least similar, and the
phenomena involved in people learning/acquiring/developing in a language are presumably the same
whatever the theoretical terms used to describe them, this author suggests that there is a need for a unified
account that allows constructs like the zone of proximal development (ZPD; Vygotsky, 1978), on the one
hand, and interlanguage (Selinker, 1972), on the other, to be seen in terms of each other. This paper is
intended as a small step towards constructing such an account.

Beginning with diagrammatic representations of the ZPD developed by the author and a colleague (Lavin
& Nakano, 2017) in an attempt to clarify the spatial nature of the ZPD, this paper will explore how the ZPD
could potentially be spelled out in more concrete terms and reconciled with the concept of interlanguage.
Further, leveraging the concept of imitation frequently appealed to in SCT, it will be suggested that
development could be operationalised in terms of a learner’s performance in a range of linguistic output
activities, and the outline of such an approach is sketched out.

Keywords: Zone of proximal development, sociocultural theory, interactionist approach, imitation,
interlanguage.

1. Introduction

Second/foreign language research within the sociocultural-theoretic (SCT) tradition has tended to
proceed orthogonally to that in the more conventional interactionist paradigm. SCT researchers, although
of course broadly interested in progress in the language in the same way as interactionist researchers are,
in practice tend to ask different questions and to use different methods to obtain answers to them.

This is illustrated neatly in a well-known edited volume on second language acquisition (SLA)
theories (VanPatten & Williams, 2007b). The editors start (VanPatten & Williams, 2007a) by stating ten
observed phenomena that they believe an ideal theory of second language acquisition should explain
(pp. 9-12). Those observations are:

1. Exposure to input is necessary for SLA,

2. A good deal of SLA happens incidentally;

3. Learners come to know more than what they have been exposed to in the input;

4. Learner’s [sic] output (speech) often follows predictable paths with predictable stages in the

acquisition of a given structure;

5. Second language learning is variable in its outcome;

6. Second language learning is variable across linguistic subsystems;

7. There are limits on the effects of frequency on SLA,;

8. There are limits on the effect [sic] of a learner’s first language on SLA,;

9. There are limits on the effects of instruction on SLA;

10. There are limits on the effects of output (learner production) on language acquisition.

Theories and approaches addressed in VanPatten and Williams (2007b), generally a chapter at a
time, are behaviorism, Monitor Theory, Universal Grammar, the concept-oriented approach (as an example
of functionalist approaches), the Associative-Cognitive CREED, skill acquisition theory, Input Processing,
Processability Theory, Autonomous Induction Theory, the interaction approach, and sociocultural theory.
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Each chapter in the volume follows a similar format, concluding with a section where (a subset of) the
observations are repeated, and it is explained in what way the theory or approach addresses the observation.

Not all the theories or approaches claim to be complete models of second language acquisition;
for example, Input Processing simply “aims to be a model of what happens during comprehension that may
subsequently affect or interact with other processes”; thus, it is relevant only to five of the 10 observations
above, and the remainder are not mentioned in the concluding section of that chapter. In fact, with the
exception of the Associative-Cognitive CREED, none of the theories and approaches even attempts to
account for all 10 of the observations. Nevertheless, reading through the volume, it is apparent that most
authors accept the general veracity of the observations as well as the general terms of reference,
notwithstanding some differences in emphasis.

Lantolf and Thorne’s (2007) answers, however, are full of redefinitions and qualifications where
they do not actually contradict the observations.

Under Observation 1 (“Exposure to input is necessary for SLA”), for example, they avoid using
the term “input”, stating that “participation in culturally organized activity is essential for learning to
happen.” They go on to mention that, in addition to interaction with others, “the artifacts that others have
produced” are also important. They also mention “vicarious” participation (Ohta, 2001), imitation through
private speech of others” linguistic behaviour.

Under Observation 2 (“A good deal of SLA happens incidentally™), they start by saying that “a bit
of clarification is in order,” and argue that “what is called incidental learning is not really incidental.” Their
argument hinges on the idea of goals and subgoals: While learning a dialogue, or learning a set of useful
expressions, for example, may not be a higher goal of a learner, it may be a legitimate subgoal which, in
combination with other subgoals, leads him/her towards a higher goal, for example being able to hold an
extended conversation with a native speaker.

Under Observation 8 (“There are limits on the effect of a learner’s first language on SLA”), Lantolf
and Thorne say that “L1 meanings continue to have a pervasive effect in the L2 learning.” Likewise,
regarding Observation 9 (“There are limits on the effects of output (learner production) on language
acquisition”), Lantolf and Thorne cite research by Merrill Swain and others showing that “social speech
produced in the L1 and the L2 also impacts on L2 learning” (p. 219).

From the above, it is clear that ideas that are considered to constitute a broad consensus in
mainstream SLA sit rather uncomfortably within an SCT framework. In what follows, | shall sketch an
outline of how one part of a mainstream SLA framework, interlanguage, could be reframed in terms of the
SCT notion of the zone of proximal development (ZPD). The structure of the remainder of the paper is as
follows: After a brief description of the concepts of interlanguage and of the ZPD, | show how the ZPD can
be represented diagrammatically. Finally, | show how ideas from processability theory (Pienemann, 1998,
2009) could be mapped onto such a representation.

2. Interlanguage

Interlanguage is a term coined by Larry Selinker (1972) to explain the insight that the target
language (L2) system within a successful language learner’s head cannot have been taught to the learner in
any complete sense, since the amount of knowledge, much of it implicit, possessed by any fluent speaker
is too large to be taught. Thus, the language system must have in an important sense been created by the
learner anew, based on inputs from the learner’s L2 linguistic environment. The nature of that internal
system at any given time can be called that learner’s interlanguage. For Selinker, part of the proper focus
of SLA would be to describe the nature of that interlanguage and, rather than describing a learner’s L2 talk
and writing as a jumble of errors, viewing it “as being highly systematic and, thus being emblematic of
complex acquisitional and developmental processes” (Selinker, 2014, p. 222).

A goal of the interlanguage research programme is to describe development in learners’
capabilities in terms of interlinguistic change. However, it is a feature of much research in an interlanguage
framework that changes are described in their own terms, sandwiched between references to the notion of
interlanguage, but the specific changes and the putative interlanguage systems are rarely linked in any
systematic way. There is still little in the way of an overall picture either of a specific interlanguage at any
point in time or of an interlanguage developing over time.

3. The zone of proximal development

The Zone of Proximal Development (ZPD) is often defined as “the distance between the actual
development level as determined by independent problem solving and the level of potential development
as determined through problem solving under adult guidance” (Vygotsky, 1978, p. 86). The notion is these
days frequently appealed to in language teaching/learning research. In many cases, the ZPD is appealed to
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as the general framework within which the research is occurring, and the specific findings are outlined, but
the relationship between those findings and the framework is not spelled out, except in the general sense
that guidance given was sensitive to perceived learner strengths and needs. In other words, we rarely get a
clear specification of what (in the author’s view) the ZPD of the learners was before the intervention
discussed and to what extent the knowledge/skills/abilities gained as a result of the intervention were
maximized, i.e. encompassed the whole of the (previous) ZPD.

4. Clarifying the spatial metaphor of the ZPD

Pointing out that reference to the one-dimensional concept of “distance” within the traditional
definition of the ZPD is not really compatible with the two- or three-dimensional notion of zone, Lavin and
Nakano (2017) suggest that a ZPD needs to be represented with some internal structure (see Fig. 1) to be
very useful for descriptions of skills and the effects of interventions, considering (a) that much work within
a ZPD framework is focused on microgenetic change; and (b) that a single, short intervention is unlikely to
effect movement from, say, a “can barely do with copious support” state to full internalization. A major
attraction of SCT is that it can capture development that may not be reflected in test scores; thus, it is
important that our diagrammatic representations of the concept can show changes of a smaller nature. Guk
and Kellogg (2007) give an apt example of why that might be necessary when they observe that, in an
interactive classroom, teacher-fronted talk tends to be located near the outer boundary of the ZPD while
student collaboration talk tends to be located nearer the inner boundary.

Figure 1. A schematic of the ZPD, incorporating the notion of different areas within the zone denoting things that are
close to being internalized and those that can only barely be done with help.

Figure 1 uses colour gradation to suggest that the outer and inner parts of the ZPD are different
but is agnostic with regard to details of the internal structure, e.g. how many areas or sub-zones should be
shown. It seems unlikely that it would be possible even in principle to determine objectively a “correct”
answer to this question. But it seems reasonable for researchers to show as many such sub-zones as their
findings, filtered through their theoretical viewpoints, tacitly assume. For example, Aljaafreh & Lantolf’s
(1994) pioneering study on ZPD-sensitive L2 writing tuition uses the “regulatory framework™ shown in
Fig. 2 to show support designed to be the minimum necessary for the capabilities of a specific learner with
regard to a specific error. This scale is described operationally and is used to diagnose a learner as being at
one of five levels posited by the authors. In turn, those levels are conceptualized as representing three
stages: other-regulation, partial self-regulation, and self-regulation. In the paper, the authors make reference
to some errors being “high in ZPD” and others as being “low in the ZPD”. The former could fairly be
represented in the innermost part of the ZPD in Fig. 1, the latter in the outermost part, with a middle
sub-zone showing features for which partial self-regulation has been achieved.
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Figure 2. Regulatory Scale - Implicit (strategic) to Explicit (slightly adapted from Aljaafreh & Lantolf, 1994).

0. Tutor asks the learner to read, find the errors, and
correct them independently, prior to the tutorial.

1. Construction of a “collaborative frame” prompted by the presence of the tutor
as a potential dialogic partner.

2. Prompted or focused reading of the sentence that contains the error
by the learner or the tutor.

3. Tutor indicates that something may be wrong in a segment (e.g., sentence, clause, line) -
“Is there anything wrong in this sentence?”

4. Tutor rejects unsuccessful attempts at recognizing the error.

5. Tutor narrows down the location of the error, repeating or pointing to
the specific segment which contains the error.

6. Tutor indicates the nature of the error, but does not identify it
(e.g., “There is something wrong with the tense marking here”).

7. Tutor identifies the error (*You can’t use an auxiliary here”).
8. Tutor rejects learner’s unsuccessful attempts at correcting the error.

9. Tutor provides clues to help the learner arrive at the correct form
(e.g., “Itis not really past but something that is still going on”).

10. Tutor provides the correct form.
11. Tutor providers some explanation for use of the correct form.

12. Tutor provides examples of the correct pattern when
other forms of help fail to produce an appropriate responsive action.

5. Mapping interlanguage onto a ZPD framework

Let us take a look at an actual theory of interlanguage development and how it could be represented
in terms of the ZPD. Processability Theory (PT; Pienemann, 1998, 2009) proposes that there are specific
universal stages in the development of L2 syntactic ability, and that it is possible to diagnose from learners’
(unplanned, spoken) production what stage they are at. To a large extent, the stages are defined in terms of
the size of the domain within which information can be exchanged; thus, number marking within a phrase
such as “two books” is less advanced than number marking in a sentence such as “He speaks”. The
framework is used to explain observed developmental sequences such as the following (Pienemann, 2009,
p. 14) for question formation:

Stage 1: He live here? (SVO Question)
Stage 2: Where he is? (WH+SVO)

Stage 3: Where is he? (Copula Inversion)
Stage 4: Where has he been? (Aux-second)

(Note that the question listed in Stage 3 is a correct target form, but a learner at this stage could
not produce correctly a question like the one shown in Stage 4.).

If we attempt to map this onto a ZPD framework, in the case of a learner who is considered to be
at Stage 2, we come up with something like what is shown in Fig. 3. Stage 1 is already fully internalized
and is therefore not part of the ZPD. Stage 2 can benefit from various kinds of teaching to increase
automatization and confidence and is therefore by definition part of the ZPD. Stage 3 is the next stage, and
various kinds of pedagogical activities (including simply the provision of multiple examples in the input
available to the learner) can be of benefit. PT holds that each stage is a prerequisite for the next one and
that teaching two steps beyond the current stage has no effect; therefore, Stage 3 represents the outer bound
of teachability or, in other words, of the learner’s ZPD, and Stage 4 is outside the ZPD because it is not
amenable to instruction.
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6. Conclusion

In this paper, | have outlined briefly a reason why representing mainstream SLA theory in terms
of SCT may be desirable and how that might be done. Space considerations preclude a fuller explanation
of how this will benefit the field as well as potential answers to possible objections to such an enterprise,
which will be the subject matter of a forthcoming paper.

Figure 3. Pienemann’s (2009) four stages of question formation mapped onto a ZPD framework.
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Abstract

Several authors from different disciplines indicate that past and present school education systems are not
adapted to a human being's natural development. Instead of accompanying the young human being through
the phases of his natural development, the school imposes a training that is out of step in terms of
requirements, which tends to restrict several aspects essential to his good development and later to his good
functioning. Through the insights of several authors from various disciplines, this paper aims to propose
theoretical and multidimensional approaches to justify the implementation of a holistic and complex
curriculum in order to offer equitable, inclusive and quality education to young human beings. It concludes
with practical implications and recommendations based on these proposals.

Keywords: Human being, development, curriculum, complex, holistic, education.

1. Introduction and warnings

This chapter aims to propose theoretical and multidimensional foundations for the implementation
of a holistic and complex curriculum. The holistic and complex curriculum can be understood as a general
framework for equitable, inclusive and quality education for all young people around the world. First, it
includes a global, inclusive and dynamic vision. Second, current knowledge of the requirements for the
proper development and functioning of a human being makes it possible today to define new guidelines for
rethinking our education systems towards the implementation of education and training programmes that
enable each small human being to get to know himself better and to achieve his potential in an optimal way.
Our objective is to put into perspective the knowledge generated by several authors in order to synthesize
their approaches and draw the guidelines for this new direction, which is necessary and more respectful of
human development. This paper is more the proposal of a working basis on which experts in the different
fields mentioned in the text can continue the reflection and co-construct with us this holistic framework.
We are aware that the exercise is dangerous, but more than ever, we believe it is essential to redefine a
humanism and an education that truly places the human being in what he is and has most naturally and in
the optimal conditions for him to achieve it.

2. Define new framework for educational thinking

2.1. Education in crisis and quality education

Several authors from different disciplines indicate that past and present school education systems
are not adapted to a human being's natural development. Instead of accompanying the young human being
through the phases of his natural development, the school imposes on him a staggered training in terms of
requirements that tends to restrict several aspects essential to his good development and later to his good
functioning (Chomsky, 2002; Legendre, 2001; Marcotte, 2006; Morin, 2000). "The world's report card is
not good" wrote Barroux (2015) about the report of UNESCO, the United Nations Educational, Scientific
and Cultural Organization, in its 2015 Education for All (EFA) Global Monitoring Report. The six
education goals set in Dakar in April 2000 have not been achieved. Thus, the debates on the post-2015
targets for education highlighted the commitment to achieving universal quality education for all, which
was reflected in the new 2015-2030 agenda by the establishment of sustainable development goal #4
(Ensure quality education and lifelong learning opportunities for all).

2.2. New framework for educational thinking

If major international organizations such as the International Bureau of Education (IBE) or
UNESCO wish to focus their orientations on the quality of education, it is necessary to rethink the
educational framework based on elements that truly place the young human being at the heart of the system
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as stated and recommended by a large number of authors (Baillargeon, 2006; Chomsky, 2002; Marcotte,
2006; Perrenoud, 2003). Official bodies want to improve education systems (e.g. that young people,
especially in less developed countries, learn more and better). Admittedly, education contributes to the
development of the person because it gives access to a greater articulation of thought, to broader
information, to the increased capacity for spoken and written expression. However, we must go further by
thinking that education also does this but by prioritizing the multidimensional development of the person
to make him or her an autonomous person capable of making his or her own choices in a fully conscious
way, and not by thinking only of making him or her a functional citizen and well integrated into the
economic and political system of society. Current knowledge of the requirements for the proper
development and functioning of a human being makes it possible today to redefine guidelines for rethinking
our education systems towards the implementation of education and training programmes that enable each
small human being to achieve greater fulfilment of his or her potential. However, following the
recommendations of these same authors, this new framework must be structured around several essential
characteristics and oriented towards a realistic and respectful goal of human development in order to truly
offer an equitable, inclusive and quality education, possibly accessible to all young human beings.

3. Key features

Given the holistic nature of the new framework, it should attempt to articulate together the
interdisciplinary knowledge that provides the opportunity to appreciate human development in all its
complexity. This knowledge of the proper development and functioning of a human being makes it possible
to draw the guidelines for this new orientation, which is necessary for an education that is in synchrony
with the developmental needs of human beings. No other educational alternative can take advantage of
these elements.

3.1. Lack of human conception

A study published in 2011 reveals that future teachers in Quebec do not have a clear understanding
of what it means to be human, or even the major stages of its development (Navel, 2011). This study, which
would benefit from replication in other countries and has a larger scale to validate the scope of the results,
still demonstrates a lack of conception of the human being on the part of the teaching profession that trains
these same human beings. This leads us to believe that, too focused on the didactics of their subjects,
teachers are not familiar with the material they are working on.

This perceived state of crisis in education (Legendre, 2002) seems to stem from the difficulties it
has in defining itself and clearly establishing the main functions of each level of education in society. This
lack of clarity on the concept of "education" is probably one of the major causes of this crisis since the
target (why) and the way (how) have not been well clarified (Giordan, 2002).

3.2. Complex understanding

Over the past few decades, scientific discoveries have made it possible to document with
remarkable precision the stages of healthy human development (physical, psychological, social, moral...)
and the conditions that promote it. To be able to take all these elements into consideration, it is necessary
to rethink reform and thinking in order to link knowledge (Morin, 2000). Since knowledge is ephemeral
since it is constantly updated, it is necessary to rethink knowledge in a complex perspective in which the
learning method is as important as the precise knowledge of a fact (Morin, 2000, 2001; Nietzsche, 1878).
Morin (2000) therefore invites us to redefine the way we work. At present, both education and modernity
tend to fragment and compartmentalize knowledge, as well as to empower technology with regard to
existential and human concerns. Consequently, it is necessary to link knowledge scattered in each discipline
to "teach the human condition and earthly identity" according to him, which would also have the advantage
of developing in the student the faculties of understanding of others among others. Thus, education would
no longer be reduced to the transmission of established knowledge, in an often deterministic conception of
the evolution of societies, but rather in what Morin prefers to call "the mode of production of knowledge",
or "knowledge of knowledge". In addition, knowledge must be relevant in its context, in the global (the
relationships between everything and parties), it must be multidimensional and complex to take into
consideration all the disciplines that explain it.

3.3. Multidimensional approach

A complex understanding of the human being and its requirements for good development and
functioning requires that we consider the human being in his multiple dimensions at the same time. This is
why it seems relevant to us to situate the requirements of the human being on several dimensions through
a brief exploration.

Socially, a human being has very high demands in terms of development. From the presence of
the mother at birth to the interactions of her adult life with her life partner, friends or co-workers, human
beings constantly need others to live, learn and evolve (Benedict, 1934). As each of these stages progresses,
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the young person is responsible for these different social capital that allow him/her to establish habits
(Bourdieu, 1994) while being strongly influenced by his/her living environment. However, from a
humanizing perspective, this process is insufficient because if it encourages young people to functionally
integrate their society (as it is) and does not necessarily allow them to create a critical space towards that
same society (Dupuy, 2010). It is now a question of focusing on knowing and respecting people's needs
and not on maintaining the societal order they inherit.

On the psychological level, several authors have demonstrated the implications of a respectful
approach to human development on the psychological dimension of the human being (Dolto, 1997; Maslow,
1943, 1971; Rogers, 1980). Moreover, they have shown that the proper development and functioning of a
human being has requirements that must be respected for the human being to develop properly, to be good
and to function to his or her full potential. Examples include the pyramid of needs (Maslow, 1943), treating
the child as a person in his or her own right and emotional experience (Dolto, 1997), or learning centred on
the individual (Rogers, 1980). Some of Maslow's latest research even indicates that a human being may
develop physical pathologies simply because he or she is unstable or does not feel psychologically well
(Maslow, 1971).

On the educational/cognitive level, Piaget has demonstrated that human beings develop naturally
through several stages (Piaget, 1983). In addition, other authors have shown that young human beings have
natural needs in their development that must be met if their development potential is to be properly and
naturally realized (Dewey, 1938; Rousseau, 1762). There currently seems to be a disconnect between what
young people naturally need for their development (basic or natural needs) and what society (through
culture) and school (through training) offer them, which have other aims.

On the cultural level, the work of Lévi-Strauss (1958) has shown the dissociations and
complementarities that exist between nature and culture. Culture is an essential dimension of human beings
that allows them to develop in harmony with their environment. Language is one of the best examples of
this, since it helps to build the child's identity by facilitating his or her integration through communication
in his or her cultural and social context, it helps the child to name, to put concepts on what he or she is
experiencing, and thus to better know and understand himself or herself (Dolto, 1994).

Biologically, it is relevant to mention the 14 basic needs of Henderson (1947), a nurse who
identified an ordered list of needs that must be respected by humans to determine whether they are sick or
biologically healthy (e.g., drinking, eating, sleeping, moving, eliminating). It should be noted that the last
five needs on Henderson's list concern needs that are very strongly related to the other dimensions of human
beings mentioned above: communication with others, acting according to one's beliefs and values,
occupying oneself with a view to fulfillment, recreation and learning.

Finally, on the moral and ethical level, Fraiberg's (1967) work has demonstrated the gradual
development of the morals and conscience of the very young. At first, his knowledge of the good or bad
nature of some of his actions depends on the parents' reaction. It does not yet have an integrated self-control
system that we call "consciousness” that begins to manifest itself modestly at the age of four to five.
Moreover, human beings have demonstrated their extraordinary capacity for adaptation, but also for
understanding and creation. With the appearance of the neocortex, it has acquired several mental functions
(e. g. self-awareness, language, rationality, will, autonomy, creativity, morality, responsibility) that
multiply the human being's ability to know and transform reality (reality). Of all the mental processes,
reason has played a central role. It is an emerging property of the neocortex that has allowed it to evolve
from animal to human and that serves to increase the effectiveness of humans in solving their many
problems and satisfying their many needs, desires and aspirations (Marcotte, 2015). Some authors have
shown that human beings are capable of reason and evolve in their process of consciousness (Koninck,
2004). He was able to demonstrate morale and adopt an ethic to meet his requirements for good
development (Marcotte, 2006).

These dimensions were intended to be just a few examples of the current knowledge available to
us about human beings in order to better understand them and help them to develop in each of their
dimensions. The holistic approach therefore makes it possible to take a global and more specific interest in
all these dimensions of the human being. It allows both to separate them to isolate them but also to
understand them in a combined way. The progress made so far has only partially improved human
conditions. Indeed, modernity has proved to be very creative when it comes to developing new
technologies. However, the relevance of developing these technologies can be questioned if human beings
are unable to live happier or to achieve their full potential.

3.4. Humanist education

Several authors recognized for their expertise in various disciplinary fields now see a way out of
the educational and global crisis: to offer young human beings a humanistic education that will make it
possible to humanize them and not only to educate them. Maslow (1971) stated with certainty that education
must help a person to become the best human being possible according to his or her potential. He regretted
that the humans of his time shared fewer and fewer values, pointing to the need to identify fundamental and
unifying values before young people were integrated into adult life and its centrifugal and possibly
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separating forces. He called for an education of humanistic orientation that succeeds in developing a better
human being through self-accomplishment and the transcendence of the self. More recently, Chomsky
(2002) also supports a humanistic education that tends to "stimulate and strengthen the creative impulses
specific to each individual”. Drawing inspiration from the philosophies of progressive or alternative
schools, Dewey's ideas and Russell's thinking, the linguist justifies his choice by highlighting the negative
and perverse effects of the current school model, which imposes authoritarian practices that do not favour
understanding, talent or creativity. According to Chomsky, every human being has an instinct for freedom.
The role of education is for him to form in a perspective of freedom, creation, citizenship, equality, sharing
and solidarity, rather than control, obedience, domination and accumulation of material profit.

4. Holistic and complex curriculum recommendations

1) Curriculum must aim a humanizing education that places the human being at the centre of its
aims

A large number of authors from different disciplines have proposed ways to update this desire to
set up a humanist education (Chomsky, 2002; Maslow, 1971; Morin, 2000; Piaget, 1983). However, we
need to go one step further and be able to generate a systemic and systematic approach in order to be able
to integrate these elements in a clear and realistic way for better human development. This better
understanding of the human being and its requirements for good development and functioning is necessary
to propose an educational approach capable of providing education on the human being, by the human
being and for the human being.

2) Curriculum must be multidimensional / transdisciplinary.

Marcotte (2015) specifies the different dimensions of human development that must be part of a
new humanizing curriculum framework: moral, cultural, social, mental, sexual, aesthetic, emotional,
sensual, instinctive, ecological, physical development. These are the new "subjects" to which the traditional
learning of reading, writing and counting must contribute. Morin (2000) had already proposed seven
essential skills for the education of the future that cut across some of Marcotte's dimensions: teaching the
human condition, earth identity, confronting uncertainty, understanding and finally the ethics of
humankind. In either case, these elements with multiple dimensions can only be explained in a complex
way, adapted to the ages of the clientele and through the varied knowledge that exists on these elements.
According to Morin (2000), a transdisciplinary approach is essential to help students understand
contemporary problems in all their globality and complexity.

3) Curriculum must be able to fit into a variety of historical, geographical, cultural, economic,
social, educational, political and other contexts. (Morin, 2011).

The curriculum must be able to consider a multitude of educational realities depending on very
diverse political, social, cultural and economic contexts throughout the world. In this respect, it is necessary
to have a systemic vision of the curriculum. A curriculum, when it is established in a given society, must
necessarily be imbued with the characteristics of that context. Lévi-Strauss (1958) explained that "any
society is first of all made up of its past, its mores, its uses: a set of irrational factors against which
theoretical ideas, which are supposed to be rational, are attacked (...)". Although any curriculum system
must take into account the school and socio-cultural environment in which it is embedded, it must not,
however, bow to unfounded ideological and religious demands to divert it from its objective of the humanist
development of children and adolescents.

4) Curriculum must aim at quality education for all human beings on the planet.

UNESCO has particularly emphasized the right to quality education by specifying: "To have the
right to quality education is to have the right to relevant and responsive learning. But in this diverse world,
learning needs vary from one community to another. Therefore, to be qualified as relevant, learning must
reflect what each culture, each human group defines as the conditions necessary to live with dignity. We
must accept the existence of a multitude of different ways of defining quality of life and, therefore, an
extreme diversity of ways of defining what the content of learning should be." (UNESCO, 2015). Therefore,
this global agenda post-2015, "ensuring equitable, inclusive and quality education and lifelong learning for
all by 2030", must be reflected in the curriculum (UNESCO, 2015).

5) Curriculum must be an open system that is constantly updated.

A good curriculum must be able to be regularly updated and follow the most up-to-date trends in
education through research syntheses on all aspects related to education: the development of the different
dimensions of students, pedagogical strategies, didactics, etc. In this regard, Opertti and Duncombe recall
that “nowadays there is a growing consensus on a more global vision of the curriculum, inspired by the
need to create inclusive education systems at all levels, from their design to their implementation. This
holistic vision aims in fact to democratize learning opportunities, by integrating the different aspects of
educational policies that deal with access, but also with outcomes. The interdependence between equity and
quality in education is a key element, and inclusion and transversal relationships are at the heart of this
vision that links curricula, schools and teachers." (Opertti & Duncombe, 2011).
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5. Conclusion

A candle loses none of its flame by lighting another candle. (James Keller)

This work aimed to propose theoretical and multidimensional foundations for a holistic curriculum
to provide equitable, inclusive and quality education for all young people on the planet. We have shown
that there is knowledge about the requirements for the proper development and functioning of a human
being that now makes it possible to redefine the guidelines for rethinking our education systems. These aim
to set up education and training programmes that enable each small human being to better realise their life
potential. We are aware of the difficulty of synthesizing all the knowledge in the field, an exciting project
for the research community. This chapter nevertheless wished to propose a first and modest contribution to
the need to use a holistic approach that integrates current knowledge for better human development.

In conclusion, we hope that the ideas discussed in this chapter will lead researchers to work on
synthesizing current knowledge for the optimal, natural and holistic development of the human being. We
also invite teachers and practitioners to rethink their courses and interventions so that they can align
themselves with these holistic perspectives for human development. As James Keller said about the candle,
we invite colleagues and other actors to join this collective work where their disciplinary, technical and
human expertise will be welcome.
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Abstract

This paper presents findings from narrative interviews undertaken with 24 narrators who attended primary
school in the decades from 1944 - 2009. Deductive themes were first selected by examining the quantity of
content and relevance to the study. Four deductive themes were drawn from the narrators’ recollections:
Our Teachers; The Lessons We Learned; Our Friendships and the Games We Played and finally The Books
we Read. The focus of this paper is on the findings from one of the deductive themes: Our Teachers. Once
the stories had been transcribed, they were analysed for inductive themes. These were identified as:
Pupil-teacher relationship, noted across each of the decades. A gendered workforce, reflected in each
decade, except 1999-2009. Teacher personality was common across all decades. Corporal punishment was
common in the decades from 1944-1987, but not present after 1987. Finally, Teacher professionalism was
a prevalent theme in most decades except 1999-2009. Key findings related to the connections that come
with the relationship the teacher forms with their pupils. Teachers who break the mould are well
remembered by pupils. The nature of the primary school workforce has changed since 1944, and is now
female dominated. Because of changes to legislation, the role of the teacher has evolved, the changes in
professional behaviour are noted in the narrators’ stories, from decade to decade.

Keywords: Memories, education, teachers, schools, narrative.

1. Research context

In this paper, | share findings from one of the deductive themes from a larger piece of research,
which utilizes narrative inquiry to understand people’s personal perspectives on the phenomena of their
experience at primary school. The overarching aim of the research was: To understand the changing nature
of primary education in Derbyshire schools through the stories of those who have experienced it over
65 years from 1944 — 2009. There were 24 participants, male and female, four from each decade,
1944-1954, 1955-1965, 1966-1976, 1977-1987, 1988-1998 and 1999-2009. These participants attended
different types of primary schools: two from state schools, one from a church school and one from a private
school in each of the decades. There were four research questions:

1. How do narrators from different decades discuss primary schooling?

2. What were the key themes identified from the stories?

3. How do narrators’ stories reflect the policy, literature and social context of the era?

4. How do stories of primary school help us understand educational identity?

The research questions provided a platform to explore the application of narrative to understand
how narrators from different decades discuss primary school, in relation to a number of themes.
Additionally, the research questions presented an opportunity to understand further, how the stories
reflected the political and social context of the time, as well as gaining a better understanding of the
educational identity of the narrators. The names of the teachers have been changed for ethical purposes; the
names | have given to the teachers are reflective of the personalities described by the narrators.

This paper presents findings from some of the narrative interviews undertaken with the 24
narrators. The narrators all gave permission for their names to be used in the research study, when a narrator
is cited, the dates in brackets denote the decade that they attended primary school. Deductive themes were
first selected by examining the quantity of content and relevance to the study. There were four deductive
themes drawn from the narrators’ recollections: Our Teachers; The Lessons We Learned; Our Friendships
and the Games We Played and finally The Books we Read. The stories were then analysed for inductive
themes, presented later in the paper. The focus of this paper is on one of the deductive themes:
Our Teachers.
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2. Our teachers

Teachers are at the heart of every school. Many of us remember our favourite teachers, we
remember why we liked them and we remember those we liked less well. In the narrators’ stories, we see
teachers described in many ways and we can see why and how they are remembered. In this research strand,
we see how the role of the teacher is varied and how teacher behaviours change over the decades, often
alongside the changes in policy and legislation. We see a shift in the teaching profession reflected in the
societal expectations and changes over time. The stories demonstrate the influence teachers have on pupils’
lives, how their words and deeds have a lasting memory with the narrators. There is a clear picture of how
the role of the teacher changes as we move through the decades and how the profession has changed since
1944. | first present the inductive themes, and extracts from the narrators’ stories highlighting these
themes, with discussion in relation to the social and political context woven through the paper.

3. Inductive themes

Once the stories had been transcribed, they were analysed for common themes. These were
identified as: Pupil-teacher relationship, noted across each of the decades. A gendered workforce, reflected
in each decade, except 1999-2009. Teacher personality was common across all decades. Corporal
punishment was common in the decades from 1944-1987, but not present after 1987. Finally, Teacher
professionalism was a prevalent theme in most decades except 1999-2009.

3.1. Pupil-teacher relationship

There has been much research which illustrates why effective relationships are key for good
learning to occur (Muller, 2001; O’Connor, Dearing and Collins, 2011; O’Connor, Collins, and Supplee,
2012) this relates to forming attachments for academic and social adjustment and how good classroom
relationships can provide a stable platform for progression through the school years. Effective teachers
engage in practice which creates a positive climate for learning (Shelton, 2016). Coe, Aloisi, Higgins and
Major (2014) discuss the importance of the quality of interactions between teachers and students, the
expectations of teachers and the need to create a classroom that is constantly demanding more, whilst still
recognising student self-worth.

In the 1950s and 1960s, school was very different for children to the classrooms of today. During
the 1950s, there was a teacher recruitment crisis, with more children being born post-war, these were the
‘baby boomers’. Classroom sizes were larger than in most classrooms today, the narrators in these decades
often reported on a distance between the pupils and the teachers, which give an indication to the nature of
classroom interactions.

Jean (1944-1954): “They were nice but they were very remote, they were the teacher, they were
treated with respect and we were just the children that they taught.”

A key part of the positive interactions is how the narrators remember their teachers showing an
interest in them. Andy and Tony both recall the teachers they liked, because of the interest shown in them,
Bruner (1991) referred to canonicity and breach, the idea of breaching the canon relates to the ways that
narrators remembered where their teachers had broken away from the archetypal teachers they knew. These
teachers ‘breached the canon’ of the time and this is likely to be why they were remembered so well. In the
recollections of those narrators from 1944-1976, those breaching the canon were likely to be the teachers
that were well liked. Narrators from the more recent decades tended to report on breach of canon of those
teachers whom were disliked:

Andy (1955-1965): “And then we went up to Mr Marvel's class, | think he was the best and most
up to date teacher there. And he was really nice and and I remember us being in that classroom and being
very happy there. He was the one who always took us to football and cricket and things like that...”

Tony (1966-1976): “I always used to like Mr Wright. He did songs and we did maths with him.
He cared about us.”

Getting on with teachers is important for healthy development and progress through school, some
pupils are quick to learn this and play the games of the classroom (Waters, 2013), conforming to the
expectations laid out by the teacher.

Chloe (1999-2009): “I liked having good relationships with my teachers and felt that it was
advantageous to have teachers who liked you and wanted to push you to achieve your best.”

There are of course relationships that are loss positive as experienced by Emily.

Emily (1977-1987): I think my year 3 and year 5 teacher got me and enjoyed me, my year 4 teacher
did not, my year 6 teacher seemed pretty indifferent.”
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3.2. Gendered workforce

Leading up to the 1950s, the teaching profession was male dominated at both the primary and
secondary phases. This was evident in the descriptions the narrators gave of the schools, with some, for
example, making reference to the headmaster.

David (1944-1954): “There were four teachers, a headmaster and a secretary...”

Jean (1944-1954): “A lot more men then, than there are now, the headmaster was male.

Val (1944-1954): “There were only two teachers... One in the juniors and there was one in the
infants and old Mr Jones was the Headmaster...”

David and Kevin (1955-1965): “Strange enough | liked Mr Gamble, headmaster, | found him
interesting.”

Simon (1966-1976): “And the headmaster seemed like he was ancient...”

Jon (1977-1987): “He went on to be headmaster...”

With much discourse over the last 20 years on the feminisation of the primary school, the gendered
nature of primary schools has changed in the current educational context. Whilst males do not dominate the
primary workforce today, it is still a gendered workforce, but now female dominated, with 82.4% female
teachers at primary school level in the UK, a proportion that is steadily increasing (British Educational
Suppliers Association, nd).

3.3. Teacher personality

The personality of teachers was a theme that resonated across all the decades. This was evident in
the way the narrators described their teachers and is reflected in the names that | have given to the teachers
in protecting their identity. This theme correlates to the pupil-teacher relationship theme because those that
created a classroom climate for learning, which was conducive to the narrators enjoying school, were
remembered for that. Conversely, those who ruled by making children fear them, or those who could not
manage their classrooms well were remembered for being unkind or ‘off the wall’.

Remembering his teachers’ personalities, Nic (1966-1976): “Yeah the teachers were, with the
exception of one or two, slightly eccentric characters not in the way of dangerous or abusive, but you know,
looking back to the standards of the 60s the regime was reasonably liberal and teachers were quite
sensitive.”

And Suzanne (1977-1987): “Loved them, absolutely loved them at the time, really, you always
knew that there were ones that were slightly stricter than others and you knew who they were but they were
all really lovely and they had a lot of time and clearly in hindsight really dedicated to what they were doing.”

Amy (1988-1998): “So yeah. I remember that my teacher was really creative, and I remember I
wanted to be her when I was older, and we did quite a lot of fun stuff mixed in with that.”

Theresa (1988-1998): “I remember Miss Wild who looked like she’d been electrocuted, because
she was so nice but really strange. Miss Super, because she was younger and the cool teacher and played
netball...”

Nathan (1999-2009): “...Mrs Noun ... my English teacher, and she was also the leader of the
school play, | was always a really, really shykid... Mrs Noun was probably the one who involved me in
things the most, who told me to audition for this school play... she was kind of the one who brought me
out my shell a little bit, and helped me to express myself a little bit more.”

Nathan’s story shows how teachers can have a positive impact on our lives, they can influence us
to aspire to things we did not know we were capable of achieving. Good teachers are at the heart of effective
schools and quality of instruction is at the heart of all frameworks of teaching effectiveness (Coe et al,
2014).

3.4. Corporal punishment

During the 1940s, 50s and 60s, class sizes were large due to the numbers of babies born after the
war and there was crisis in teacher recruitment. To keep children in line, teachers were often very strict, it
was common for a child to be rapped over the knuckles, on the buttocks or on the palm of the hand with a
ruler (Castleow, nd).

Corporal punishment was commonplace in schools, children were often ‘controlled’ by fear.
Corporal punishment gave teachers the opportunity to exercise their power with items such as slippers,
canes and rulers. There were no common rules across schools, so misdemeanours would be tantamount to
five lashes of the cane for instance, whereas other might get five lashes for much more serious
transgressions.

Andy (1955-1965) tell us: “Mr Cordial who was very genial, | remember him always having a
smile on his face even when he used corporal punishment. He didn’t hurt you on the backside, he never
used a cane he used a ruler. A relatively minor misdemeanour was one ruler used on your palm half a dozen
times. Next stage was to use about four rulers and bend them back and let them whack down onto your
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palm. Then next stage demeanour was hand over, and the edge of the ruler hit on your knuckles — that used
to come keen but I loved him, I really liked Mr Cordial.”

Tony attended a church school; he recalled how the nuns could be harsh.

Tony (1966-1976): I think two or three particular nuns who were teachers at the time. .. you knew
you’d steer clear of really, because they would be dragging you off into the headmistress’s office, who was
anun - and she wouldn’t stand there and take any explanations from you at all. She’d just dish out the cane,
or whatever.”

The strictness of the nuns is a clear and lasting memory for Fran, she remembered their harshness
vividly and her descriptions depict a hard, frightening classroom where the nuns ruled with severity,
chastisement and canes. | felt a strong sense of justice when Fran recalls the time she stood up to the nuns,
although she was met with an even more frightening threat.

Fran (1944-1954): “I was told off all the time for talking, and I was threatened with the cane and
I happened to say I don’t think nuns should use canes, and they told me “Fran, if you say that again I’ve
got five canes and I’1l use them all on you”.... I did suffer the most terrible, awful nightmares where even
when I woke up I could not get rid of this feeling of fear. I’'m still very anxious and I’m sure it’s goes back
to that fear.”

David and Kevin (1966-1976): “... if you’d done something wrong fair enough, Mr Brandish’d
give you a slap and that’d be it and it didn’t carry on...”

Rosemary (1966-1976): “...the teacher, her name was Mrs Good-hand, but we called her
Mrs Bad-hand because she was very, very stern. She would smack you around the back of the head, we did
as we was told.”

Corporal punishment was permissible in schools in England until it was banned in state schools in
1987. The professional nature of teaching has increased over time with standards produced
for professional behaviour. The introduction of The Teachers’ Standards, in 2007 and updated in 2011,
define the minimum level of practice from trainees and teachers from the point of being awarded qualified
teacher status, and are applicable to all teachers who are appraised under the ‘The Education Regulations’
(Department for Education (DfE), 2011). One of the standards states that teachers must ‘establish a safe
and stimulating environment for pupils, rooted in mutual respect’ (DfE, 2011: 10). Our contemporary
classrooms, and the teachers who teach in them, are therefore now bound by a professional code of conduct.
Positive behaviour management techniques are promoted and encouraged by school leaders and inspectors.

3.5. Teacher professionalism

Teaching has developed as a profession since 1944. Le Grand (1997) suggests that there was a
so-called 'golden age of teacher control' from 1944 to the mid-1970s. During this time, parents of children
in state schools were expected to trust the professionals and accept that teachers knew what was best for
their children (Whitty and Power, 2000). This is in stark contrast to the education system as we know it
today in England. The government makes key decisions about schools, and teachers are highly accountable
to the Office for Standards in Education (Ofsted) and for the delivery of the curriculum, exam results,
children’s progress and school improvement. Up until the 1970s the state did not seem to want to intervene,
even though effectively it paid teachers' salaries. From the mid-1970s to the current day there has been
increasing intervention from the government in education. Arguably, the autonomy afforded to teachers has
diminished, with greater compliance expected in relation to outcomes, testing and curriculum delivery.

Teacher professionalism has evolved with the Teachers’ Standards (Department for Education,
2011), teachers are bound by a professional code of conduct that must be evidenced leading up to
qualification and upheld throughout their career. Examples of unacceptable teacher behaviour can be
evidenced by stories told by some of the narrators attending school prior to 1970.

David and Kevin, (1955-1965): “Mrs Gamble used to send you down to the shops for her fags.
You were basically her lackey.” In our education system today, it is hard to believe that children would be
sent to the shops to buy cigarettes for their teacher. Emily also shares a story that would now be defined as
unprofessional behaviour.

Emily (1977-1987): “Least favourite was Mrs Loathsome, she was bat shit crazy. Brushed her teeth
in the middle of lessons, ate ‘Crunchies’ while we all did silent reading, had a heater facing her desk and
the classroom was bloody freezing in the winter.” Again, Bruner’s (1991), canonicity and breach can be
seen in these recollections. The younger narrators, those attending school from 1988, also remember
teachers who did not fit the mould, but stories of unprofessional behaviour are not evident in their
narrations, it is likely that this is a result of The Teachers’ Standards (2011).
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4, Conclusion

It seems evident that what the narrators remembered are the connections that come with the
relationship the teacher forms with their pupils. The narrators tell us about the people these teachers were,
their personality and what it was about them, as people that they liked and disliked, when they were pupils
in their classes. The narrators are fond of those teachers who helped them to learn, those whom showed an
interest in them and those whom they looked up to. Teachers who break the mould are also well remembered
by pupils, the narrators particularly remembered those teachers who are eccentric, unkind or different. The
nature of the primary school workforce has changed, males do not dominate the primary workforce today,
but it is still gendered, it is now female dominated, as reflected in the statistics presented. The stories told
by the narrators demonstrate how teaching has changed considerably since 1944 and this is reflected in the
recollections. The nature of behaviour management and therefore the classroom interactions has changed
in schools since 1987, when the ban on corporate punishment was first introduced. Because of changes to
legislation, the role of the teacher has evolved and the memories of how teachers are recalled seem to
change over time. Of course, it is important to recognise that time plays a role in the way we remember,
our stories can lose richness of detail and stories are often embellished as they are told and retold. However,
regardless of this, it is clear that teachers are remembered for their personalities, the relationships they form
with pupils and their classroom interactions, all fundamental to support student progressiona and
achievement.
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Abstract

The current level of global economy and the continuous increase of international communication in various
fields involve a wide landscape of career opportunities and imply well-prepared professionals. Most
students, future specialists, need to become proficient in a foreign language, usually English, in order to
meet a predictable range of communicative needs. Thus, the demand for English for Specific Purposes
(ESP) is expanding in technical universities. This requires a special language teaching approach, that
combines English language teaching and the students' professional concerns. The present paper explains an
experiment that consists of teaching ESP in an academic context, but under unusual circumstances. The
professional purpose is not only the shaping of future engineers or economists, but also the desire to make
language learning interesting, attractive and useful. The novelty of the experiment consists of moving the
language classes from the usual classroom into the place where the students perform their practical
activities. The new professional environment, which increasingly involves certain accomplishments, is a
real provocation for students, more and more interested in terminology acquisition. The students' universe
has no limits regarding the power of information conveyed in the foreign language. The lexical material
supposed to be acquired is easily kept in mind because the new linguistic material is linked to actual facts
and situations from the surrounding environment. Students become more creative and more confident in
their professional capacity. Moreover, the course, taught under such circumstances, requires flexibility from
the teacher in his choice of methods and techniques, but also the obligation to stick to the requirements of
the curriculum.

Keywords: Communication, terminology, practice, language proficiency, professional environment.

1. Introduction

The current level of global economy involves a wide landscape of career opportunities and implies
well-prepared professionals. This is why graduate students of technical universities should become
successful members of the global workforce. Most students, future specialists, need to become proficient
in a foreign language, usually English, in order to meet a predictable range of communicative needs. In a
global economy, English is, obviously the queen, and knowledge of English is increasingly a prerequisite
for a high-paying job and a career in a growing variety of fields. The best environment to achieve this
purpose is the language course offered by the universities the students belong to.

2. Design

A rising number of scientific university programmes in Europe include workplace experiences as
elements of educational provisions. Students realize more and more that the opportunity to engage in such
activities promote their learning and prospect their post-graduation outcomes. Educators, on the other hand,
are engaged in challenges to provide useful and productive experiences for their students. This tendency is
even more obvious in agricultural universities, where, however theoretically the teaching process is
conceived, "learning by doing" is the best method that the university programme can offer. Students always
keep in touch with the most provoking challenges of society and, when it comes to global ambitions, most
of them wish to be prepared to get a place in a global environment. According to the British linguist David
Graddol, there will be two billion people speaking or learning English within a decade. Everywhere, today
and obviously tomorrow, English will be present in the lives of all people around the world. It is the most
frequent tool for operating in most fields: banking, politics, diplomacy, science, travelling, internet. The
display of computer technologies — especially the Internet — have expanded the use of English to the
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remotest corners of the globe, and the new generations from Seoul to Athens to Santiago de Chile are all
growing up with a knowledge of English. Moreover, as corporations become truly multinational, English
tends to become their official corporate language, regardless of the company’s location. As the European
Union expands and becomes more multi-lingual, it too has shifted more and more to English. The ultimate
insult to continental powers is that, even though the UK stay out of the EU, its language is and will be
English.

3.0Objectives

According to Tuula Lehtonen, «...the ability to communicate is paramount.” “Languages play a
role both in recruitment and at work and (inter)cultural knowledge and communication skills are
important.” Undergraduate students who are preparing for careers in the global economy by taking courses
in English, are aware of all these facts and they know how useful thorough knowledge of English for
Specific Purposes (ESP) is. They are in the process of developing expertise that will enable them to succeed
in their future internships and future jobs. They need to master communication skills in English. Young
people are aware that English is a world language, the dominant language of science, computing and
academia in general. In technical universities ESP is taught in an academic environment where the aim is
not only the formation of future specialists in economics, agriculture, or horticulture, but also the desire to
make students enjoy English classes for the way teaching takes place, for the manner of delivering
information and for the passion for this language transmitted during classes. Moreover, we consider that
teaching ESP leaves room for creativity, opens gates towards improving general knowledge, towards a
universe where there are no limits regarding the power of information conveyed in English. Because
practical work is very important for students of the University of Agricultural Sciences and Veterinary
Medicine, we started an experiment which involved moving out of the usual lecture room for English into
the students' work placement: green houses for students of Horticulture, banks, tourist information centres
and consultancy centres for students of Economics, breweries and milk processing factories for students of
Food Processing.

4. Methods

The participants in the experiment were students of Biology, Finance, Business and Management.
The experiment was very provocative and complex. After sending their Cvs, the students were delighted to
be accepted by companies which might represent their future workplaces and were surprised to have the
chance to learn English at the same time. Their concern for learning English was different: they became
more motivated and learned faster.

4.1. Students of finance, business and management

English has long been the language of finance. As financial markets become ever more global and
round-the-clock operations, the importance of English keeps increasing. The English classes with students
of Business and Management moved out from the usual classroom into a bank during the students'
placement. Before their placement, the students had acquired the new terminology and then practiced it in
various ways to reinforce the new vocabulary. Here are some of the words that all the students were
supposed to know:

Account: There is a checking account and a savings account. The checking account (or current
account in British English) allows taking out money anytime. The savings account allows saving money
and also earning interest. e.g. They needed to transfer some money from the savings account to the checking
account so that they could pay for the new GPS they wanted to buy balance.

Balance is the money someone has in an account. This is the difference between what someone
spends (debits) and what someone receives (credits). e.g. He always checks his balance before completing
a transaction.

Credit: Credit is the money a bank lends someone. Credit can also refer to the financial reputation
someone has when considering borrowing money from a bank. A credit card is a card that allows spending
more money than someone has, but then interest must be paid. The word credit can also be used in a general
sense: to give someone credit, means to acknowledge his efforts or worth. e.g. The credit of our company
was good, so we didn’t expect the bank to reject our loan application.

Debit: Debit means money taken out of the bank account or money someone owes. A debit card
allows the use of money in someone's account by paying in stores or online. This card can also be used for
getting money from a cash machine or ATM. This word can be used as a verb: to debit money means to
take out money from an account. e.g. They always use debit a card, so that not to be tempted to spend more
money from the account. The bank debited the money from his account.
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Loan: A loan is money borrowed from a bank or another institution or person. The bank lends
(gives) the money, and the customer borrows (receive) it. The bank is the lender, and the customer is the
borrower. e.g. They needed a loan to buy a building for their company, but they couldn’t find a lender.

Debt: A debt is an amount of money that is owed. The word can be used in a general way:
A person who is in debt to someone, owes him a favor or is grateful for something. e.g. They could not pay
their debt, so they had to sell part of their land.

While in the usual lecture room, the students wrote sentences with the new words in order to use
them in new contexts and carried out role-play activities in order to reinforce the new vocabulary, but this
time it is a real life situation. Things really happen. A group of eight students, accompanied by their teacher
of English, do their placement in a bank. The professional target is twofold: learning about banking and
improving the English terminology necessary for working in a bank. The student is sitting at his desk, a
real desk, in a bank, a real bank, and there is a customer, a real customer, in flesh and blood, in front of
him. It is an information desk for foreign customers and the student in question has to speak English. An
employee of the bank is sitting by his side, prepared to help or step in. The teacher of English is also there,
close to the desk, watching carefully, taking notes and preparing the next terminology session, according
to the gaps and requirements that he notices. Every 20 minutes the student is replaced by a colleague of his,
so that during three hours all the eight students in the group perform this activity. The bank offers a room,
which becomes the actual classroom, where students gather after performing the "bank clerk” role. From
this point on the teacher can discuss all the words, expressions, idioms, that he noticed his students need
discussing. He adds a whole list to what has been previously taught. An employee of the bank attends this
meeting as well in order to give extra information and to answer the students' questions. Thus, the actual
work performed by the student during his placement goes hand in hand with learning English. During this
activity other words and expressions needed to be discussed. The students understood the actual meaning
of a lot of terms, which they had previously just heard or learned by heart. Here are some of the new terms
that needed to be discussed:

Interest Rate: If you borrow money from a bank, you’ll need to pay it back. In addition to this,
you’ll need to pay interest. The amount of interest is decided by an interest rate, which is calculated for a
given period of time. If you have a savings account, the bank will pay you interest for being able to use
your money over a certain period of time.

To overdraw: To overdraw is to try to withdraw more money than you have in your account. In
this case, you generally have to pay some extra fees. It’s advisable (a good idea) to pay attention to your
balance so you don’t overdraw money. e.g. They were careful not to overdraw money from their account,
because the penalties are quite high with his bank.

Direct Debit: This is an arrangement to make regular payments of different amounts, usually for
utilities (services like electricity and water) or credit card bills. By using direct debit, you avoid having to
make monthly transactions. e.g. The company uses a direct debit for its mobile phones bill.

Safety Deposit Box: A safety deposit box is a safe that the bank rents for people to store their
valuable items. e.g. After he came back from the US, he decided to keep his important documents in a safety
deposit box.

Mortgage: A mortgage is an agreement by which someone can borrow money from a bank to buy
a house. The bank becomes the owner of the house until the debt is paid up. e.g. Many people need to take
out a mortgage to buy a house.

Collateral: This is something, like a house, that’s used as a guarantee (assurance or backup) when
taking out a loan. If the borrower cannot pay the debt, the bank becomes the owner of the collateral. e.g.:
They did not have any collaterals, so they decided to take out a mortgage.

Appraisal: Appraisal is the evaluation of the value of a property, usually done by a bank
representative. An appraisal is usually carried out before taking out a mortgage. e.g. He wanted to use his
land as collateral for the loan, but first the bank needed to appraise its value.

Payoff: This is the complete payment of a loan. e.g. He was feeling relieved that he had completed
the payoff of the debt.

Learning banking vocabulary will not only help students when working in or doing business with
a bank. They will also feel more confident when doing any kind of business in English, which means that
they will be successful business people.

4.2. Students of biology
The ESP experiment with students of Biology started in the classroom, with a discussion on
environment and pollution. The checking of the vocabulary acquired in high school was important because

some of the students may not have learned the simple science words in high school and they could have
difficulty understanding more advanced vocabulary connections. Only after this stage more complicated
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science materials can be presented. Usually students get involved easily because talking about environment
is a topic they enjoy. This subject of science involves the usage of many biology terms, which essentially
need to be comprehended correctly. People involved in the science field encounter innumerable jargons
during their study, research, or work. Moreover, since science is a part of everyone's life, it is something
that is important to all individuals. Here are some words the meaning of which the students proved to know:

Bacterium: a single celled, omnipresent organisms appearing in spiral, spherical or rod shape.

Biomass: Total mass of living matter present in a given habitat, expressed as volume of organisms
per unit of habitat's volume or weight per unit area.

Biotechnology: Use of living organisms, tissue or cells for the manufacture of drugs or products
intended for human benefit.

Blade: The broad, flattened, conspicuous part of the lead called lamina that is distinguished from
the petiole or stalk.

Bark: Tissues of the vascular cambium forming tough layer on the outer region of the woody stems
and roots.

Budding: Type of asexual reproduction involving formation of new cells from protrusions arising
from mature cells. Yeast reproduces via budding.

Development: Changes pertaining to the growth and differentiation of plant cells into various
tissues and organs.

Embryo: The immature sporophyte formed after fertilization from the zygote in the archegonium
or ovule.

Family: Category of classification above the genus category and below the order category.

Fruit: In angiosperms, the ripened ovary wall produced from the flower, usually containing seeds.

Ecology: Branch of biology involving study of interactions of organism with the environment and
with each other.

Petals: The colored segments of the corolla of the flower, which most often are involved in
drawing in pollinating agents.

Photosynthesis: Photosynthesis is a plant activity which includes the synthesis of complex organic
substances, peculiarly saccharides, from carbon dioxide, water, and inorganic salts, utilizing sunlight as a
source of energy and with the help of chlorophyll and associated pigments.
Plant Anatomy: Study of the internal structure of the plant.

Plant Physiology: The study of plants, which involves processes such as nutrition, reproduction,
and other functions.

Plant Taxonomy: The science that refers to the identifications, description, naming, and
classification of plants according to their unique characteristics.

Root: Organ of the plant situated below the ground and absorbs water and mineral salts. Buds,
leaves or nodes are absent in root.

Transpiration: In botanical studies, the process of emission of water vapor from the plant leaves
is known as transpiration.

After the classical lecture hall the students were moved to laboratory, where they performed their
practical work. Laboratory environments are excellent settings for ESP Biology students. They are less
intimidating places to communicate with other students versus large group discussions with the entire class,
they provide an excellent way to use the vocabulary in a more casual setting and a way to work with peers
in a less pressure-filled environment. The laboratories we used were the Microbiology Laboratory, the
Floristry Laboratory, the Tree Growing Laboratory and the Viticulture Laboratory. All the groups of
students were international because they included Erasmus students from many European countries, thus
the language used was exclusively English. Alongside with the Biology trainer the ESP teacher was present
and offered the necessary explanations. Here are some of the words the students learned, or words the
meaning of which was cleared out in this relaxed environment:

Achene: A simple, single-seeded, dry, indehiscent fruit comprising one seed attached to only the
base of the pericarp.

Aerobic Cellular Respiration: Part of cellular respiration, and plays a significant role in producing
energy required to carry out different functions of the plant. It requires oxygen for the process.

Biennial: Plants requiring two seasons to complete their life cycle. The first season growth is
purely vegetative and the second one bears fruit.

Biomass: Total mass of living matter present in a given habitat, expressed as volume of organisms
per unit of habitat's volume or weight per unit area.

Food Chain: Natural chain of organisms, in which each organism of the chain feeds on members
below it in the chain, and is consumed by organisms above it in the chain.

Gene: Basic unit of heredity, involving sequence of nucleotide containing necessary information
for the structure and metabolism of an organism.
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Gene Bank: It is a way of preserving plants and seeds for their germ plasm.

Genetic Engineering: Introduction of genes from one DNA form into another, by artificial means
is called genetic engineering.

Peduncle: It is the stem which holds either a bunch of flowers or a solitary flower.

Pericarp: It relates to the matured and diversely altered walls of a plant ovary.

Plasmodium: Body of slime mold, which is a large mass of living substance with hundreds or
thousands of karyons. Plasmodium ingest fungal spores, bacteria and other tiny protozoans.

Recombinant DNA: DNA molecule created either by crossing over in meiosis or under laboratory
environment (in vitro). It is formed when DNA from at least two organisms is taken.

Taxis: The movement of a cell that is triggered by external stimulus, towards or away from the
stimulus source, is known as taxis.

Transgenic Plant: A plant which contains DNA inserted by some form of genetic engineering is
known as transgenic plant.

Zygosporangium: Large multinucleate sporangium produced by the fusion of two compatible
hyphae in Zygomycete fungi.

Zygote: Diploid cell conducted by the fusion of two gametes.

Whenever possible the students took field trips to places like the Botanical Garden from Cluj and
to various forests in Transylvania.

5. Conclusions

The endeavours to conceive this ESP experiment outside the lecture room proved to be successful.
Due to the new circumstances of studying the foreign language students became more interested and highly
motivated. The lexical material supposed to be acquired was easily kept in mind because the words and
phrases were linked to actual facts and situations. Students become more creative and more confident in
their professional capacity. The intercourse with their international peers brought them self confidence and
opened gates to a desire for an international experience. The students will also feel more confident when
doing any kind of business in English. This methodological challenge made the teaching of English not
only interesting and attractive, but also very useful. The new methods conceived and applied provide
different learning opportunities, which address the needs of learners, who realize that the ability to
communicate is paramount.
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Abstract

How to define and how to measure critical thinking (CT)? This paper presents the first findings of a PhD
research project that, in its first part, has seen an in-depth desk analysis and aims to outline which traits of
CT are needed by “digital natives” in the context of the fourth industrial revolution. Starting from the need
to clarify whether it makes sense to speak about “digital natives” and analysing the changes in the labour
market and society, increasingly influenced by digital disruption, this research work intends to underline
the importance of CT in a world that appears more and more shaped by technology. The domain of CT, in
facts, will allow people to distinguish itself from machines, recreate a balance “pro human” and reduce
possible environmental problems. The desk research has led to outline 10 characteristics of CT (merged
into a taxonomy of the major CT fields) in the areas of school, work and society, “translated” into a
questionnaire submitted to a sample of Italian students. The sample has been chosen among philosophy
students and others that do not study this subject, to assess whether the teaching of philosophy contributes
to the development of CT. Since it is difficult to predict clearly the future of work, preparing students for
future life means giving them self-mastery. The guiding hypothesis of the research, therefore, is that the
development of CT can help young generations to promote their own “agency” that supports them in
continuous evolution environments (both scholastic and not) and allows them to make their talents bloom,
starting from the freedom of action and choice. So the promotion of people’s potential becomes as central
as the development of a “capability approach”, to allow each person, both individually and collectively, to
develop their own makings and have reasonable chances of leading a productive and creative life.

Keywords: Critical thinking, digital natives, fourth industrial revolution, agency, capability approach.

1. Introduction

The important technological and digital changes of the last decades have led to a real industrial
revolution that appears to be characterized by strong uncertainties, but also by an equally clear message.
«The fourth industrial revolution — Schwab says — does not only change what we do, but also what we are:
those who do not embrace change are likely to come out defeated» (Schwab, 2016b). Thus, there are not
only critical issues, but also opportunities that involve both production systems and education. The latter
needs to be ready for the changes that can become challenges not to undergo the digital transformation, but
to govern it.

In education research, since a few years some researchers have been talking about learning “across
spaces” (Looi, 2009) which, associated with new generation technologies (smartphones and tablets, but
even wearable technologies), returns scholastic experiences no longer subject to space-time limits. It is
therefore possible to learn and train in different environments, virtual or real, that we can consider almost
“non-places” or “liminal places”, no longer limited to school classrooms. In fact, new technologies carry,
in the classic learning places, codes and languages typical of the instruments used extra moenia. In this
rapidly evolving context, “digital natives” (Prensky, 2001) are learning. Grown up using a wide variety of
technological devices since early childhood, they may have acquired particular skills, abilities and,
consequently, possible new learning strategies. The Prensky’s fortunate definition has had also some
criticisms from those who questioned the real presence of a “digital generation” (Bennett et al., 2008) or
argued that digital natives are actually just a myth (Kirschner, De Bruyckere, 2017). The hypothesis is that
“iGen” students know digital world not in a homogeneous or innate manner. They limit themselves to a
mostly passive and opportunistic use of the new digital tools, proving to be able to use technology, but
without a real knowledge to support one’s own learning, highlighting, in this way, just a familiarity and not
a technological awareness (lannella A. et al., 2017). The PISA-OECD surveys show that Italian students
are below average for “web surfing oriented activities”, so much so that the Ministry of Education calls
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them “lost in navigation” (MIUR, 2016). If that of digital natives is really just a myth, it follows that even
learning projects based on it (for example using only a technology-assisted didactics) would risk making
their education slower and more difficult, as the overexposure to stimuli would impede the effectiveness of
learning (Kirschner, De Bruyckere, 2017). The core issue is not only having access keys to surf the Internet,
but also knowing how to surf intelligently and profitably. «Many young people [...] do not have the ability
to direct their own reading, to make judgments about the relevance of a web page or the quality of an
argument. They click on what moves and are not selective [...], they do not go directly to the information
they are looking for, whereas they should show themselves to be critical consumers of online information,
whose quality is far from being uniform» (MIUR 2016, p.11). Nevertheless how can they be or become
“critical consumers”?

1.1. Critical consumers alias critical thinkers

Once in front of media contents, digital natives often risk being “grasshopper minds” (Pedr6 2009,
p.18): they have an inclination to leap quickly from one topic to another, they are not constant and impatient
if sources of information are not immediately at their fingertips. They have difficult to lingering over a
subject and they are inclined to give priority to images, videos and music over text (Ibidem). Instead,
situations and complex problems require more attention and, above all, a more complex reasoning, a more
careful thought that can reformulate the issues and deepen into them, avoiding conclusions «too rushed, in
which the ambiguities of language are not resolved or in which our personal inclinations are too much
influential» (Colasanti, 2012, p.21). The digital natives’ thought should then be “disciplined”, so that
students can question the validity of arguments, discover possible errors of reasoning and logic, analyse the
reliability of a source, identify implicit or explicit assumptions of an argument or an information (Ranieri,
2007). The “iGen” young should therefore be critical thinkers inclined not simply to think. The simple,
natural process of thinking, in fact, if not reasoned, educated or trained, can be biased, distorted, partial,
misinformed and even potentially prejudicial (Scriven and Paul, 2004). Instead, the critical thinker is able
not only to think, but also to try to “get it right”. He can articulate an opinion clearly and honestly, he takes
into account other people’s ideas and he is able to take care of others’ thoughts. He is then able to seek,
clarify and appropriately judge the assumptions to develop his own point of view; can intelligently argue
from given bases; can suppose and integrate an idea (even with originality and imagination). All of this
«with dispatch, sensitivity, and rhetorical skill» (Ennis 2011, p.5).

Although it is difficult to trace a shared definition of CT, among the descriptions that in recent
years have had the greatest follow-up, there is undoubtedly the Facione’s one, who undertands it as follows:
«We understand critical thinking to be purposeful, self-regulatory judgment which results in
interpretation, analysis, evaluation, and inference, as well as explanation of the evidential,
conceptual, methodological, criteriological, or contextual considerations upon which that
judgment is based. CT is essential as a tool of inquiry. As such, CT is a liberating force in

education and a powerful resource in one’s personal and civic life» (Facione 1990, p.2).

CT, however, cannot be restricted to predefined frames or locked up within the rigid boundaries
of a definition (even the Latin etymology of the term refers precisely to the idea of border that in Latin was
called “finis”). CT is, in fact, free thinking that feeds on questions and problems and therefore, rather than
being limited within the confines of a definition, can be described through categories with less rigid outlines
that embrace not only the world of school that digital natives inhabit today, but also the labour environments
they will inhabit tomorrow.

1.2. The importance of being critical thinkers in a changing world

The digital transformation’s changes obviously do not concern only the educational institutions,
but also the labour market in which new skills are sought. The 2016 data of the World Economic Forum
tell us that 65% of children entering primary school today will ultimately end up working in completely
new job types that do not yet exist and that, obviously, will strong undergo digital influence. Those who
now sit behind school desks must therefore develop transversal skills to be used in a labour market that, at
this moment, appears only conceivable. Future workers should have skills useful for facing the challenges
of an environment that is changing rapidly and, likewise, requires people new knowledge and skills to adapt
and deal, in a competent manner, with highly diversified situations. Even if the ability to think and reason
independently can seem superfluous if all we are looking for is quantifiable in “business” terms (Nussbaum,
2011), even the world of work needs critical thinkers.

The European Commission report, “10 trends. Transforming education as we know it” (2017),
remembers us that humans are not the only ones learning and that, to gain novel insights, we will
increasingly compete with machines. «Advances in high-performance computing are enabling an artificial
intelligence revolution whereby machines can learn and take on ever more complex tasks» (EU 2017, p.3).
People could find themselves increasingly competing with robots (no longer only on routine tasks and low-
skill jobs) and so we have to revalue and strengthen the skills that once already had been central to human

87



ISSN:2184-044X ISBN:978-989-54312-6-7 © 2019

species’ success, such as creativity, problem solving, negotiation, adaptability, working together, cross
cultural communication, empathy and emotions, critical thinking. Precisely to this latter competence, the
European Political Strategy Center dedicates particular attention considering it a fundamental pillar also to
face the consensus’ creation through fake news.

CT also occupies a central position in the recent report of the World Economic Forum, “Towards
a Reskilling Revolution. Industry-Led Action for the Future of Work™ (2019), which highlights how
employers consider most important today, as well as expected to be trending by 2022, not only digital skills
(like technology design and programming and systems analysis and evaluation), but also “human” ones.
Among these, we can find exactly CT that, like creativity, initiative, leadership, is not expected to be
automated in the near future.

At the same way, the International Labour Organization, starting from the assumption that
technological changes will bring flexibility and autonomy, but also an unclear future with uncertainty and
insecurity, speaks about “core skills” on which young workers (high-, medium- and low skilled) will need
training on: adaptability, social intelligence, creativity, imagination, social and communication skills,
critical reasoning.

The domain of CT, therefore, together with other cross skills, will allow human beings to
distinguish themselves from robotic and technological devices that in the coming years, with the
digitalization of organizations, could replace most of the jobs tasks. The mind, therefore, looks just like the
adaptive “tool” that can deal with the complexity and the problematic nature of the environment and try to
reduce or translate it (Dewey 1961, Morin, 2000).

2. Objectives

Taking note of the fundamental importance of CT for the fourth industrial revolution students,
who will have to apply their knowledge in changing and, for the most part, unknown world, this research
project was born with two macro objectives:

a) To study digital natives in their learning environments, verifying whether they use CT both in
learning and in using digital devices.

b) To verify if, in digital natives, CT is more developed and encouraged through the study of
philosophy.

In this context, the teaching of philosophy is understood as the promotion of the counterfactual
that can train students’ ability to imagine other possible worlds. In this way, they could find solutions to
problems, concrete or abstract, following a path that starts from reflection and arrives at to advance
explanations and alternatives, through the discussion and the presentation of one’s motivations. Philosophy
is considered here as “criticism of criticism” that invokes experience and takes the form of a wisdom
capable to influence the conduct of one’s life (Dewey, 1968).

Education, indeed, has to maintain a social nature by making students active subjects and
protagonists of the processes of learning and forming one’s own critical conscience. Already in 1897,
Dewey claimed that it would not be possible to predict precisely how civilization would have been like in
the years to come. Equally impossible, therefore, it is prepare students for a precise order of conditions.
Preparing them for future life, therefore, means giving them self-mastery (Dewey, 2004, p.6).

The guiding hypothesis underlying the present research is that CT can help young generations to
promote their own “agency” (Sen 1998, 2001, Nussbaum 2012) that will support them in continuous
evolution environments (both scholastic and not) and allow them to change, rethink and retrain their own
talent starting from the freedom of action and choice. The agency would allow a necessary cognitive
flexibility with the motivation to learn by combining “thought” and “action” and “doing” with “thinking
how to do as best as possible” (Costa, 2016).

3. Methods

The first part of this research project has seen an in-depth desk analysis aimed to examine both
existing Italian and international literature and to analyse studies already conducted about these topics. This
first approach has led us to understand how young generations move in their learning environment; use
their digital tools for learning and organize times and spaces between online and offline boundaries. It
allowed even an analysis on the labour market and social requests regarding CT.

Through the studies conducted, a taxonomy has been realized on the greatest descriptive areas of
CT. The taxonomy, composed of 10 indicators (Analysis; Beware of sources; Cognitive and emotional
self-regulation; Curiosity; Dialectical approach; Empathy; Imagination and open mind; Reflexivity;
Respect; Self-correction), represents an overall view of CT within the fourth industrial revolution and
encloses the areas of school, work and society. It has been used also as a road map for the quantitative field
research. In fact, it led to the creation of a questionnaire submitted to a sample of Italian students, enrolled
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in the fourth year of high school and chosen between “Liceo” (with philosophy class) and technical
institutes (without it).

The questionnaire — which also measures other factors such as digital natives’ technological
equipment, time dedicated to the use of media content, integration between digital devices and learning
method — was used together with the “Questionnaire on the perception of their own skills strategies”
(QPCS) (Pellerey et al., 2010). This tool, recognized and validated, encourages the reflection and the
awareness of certain specific skills having root in personal qualities, connected with being able to give
meaning and perspective to one’s own experience and activity. «On the one hand its use allows focusing
attention on some aspects of the educational processes often underestimated, or at least not adequately
highlighted. On the other hand it allows young people to foster awareness of their knowledge regarding
certain fundamental qualities of their act both in the study and in the work» (Pellerey et al., 2013, p.51).

4. Conclusions

In the “revolutionary” context of Industry 4.0, the promotion of people’s potential becomes,
starting from the educational field, increasingly central as the development of a “capability approach”, to
allow each person, both individually and collectively, to fully develop their own makings and have
reasonable chances to lead a productive and creative life (Alessandrini, 2014).

Is therefore necessary an action to encourage the development of CT in digital natives, urging their
active participation and their operational involvement.

Since innovation requires flexible, open and creative intelligences (Nussbaum, 2011), it is essential
that students cultivate CT as a continuous quest for a global approach to reality and the problems associated
with it. In the new “ecosystems” of work (Alessandrini, 2017), what is useful to learn at a certain moment
can be quickly overcome. What remains is the ability to read and think critically about what we are facing,
because we do not know what we will need to know in the future, but we do know we will need to be skilled
in finding out (Elder, Paul, 2007).
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Abstract

In Ontario, Canada, the vision for French Immersion (FI) education is grounded in the federal linguistic
duality approach, which perceives knowledge of Canada’s two official languages (French and English) as
an important part of Canadian history as well as a notable asset in terms of student interaction and
employability on an international spectrum (Ontario Ministry of Education, 2013). In Ontario, students
enrolled in English language schools have the option to be taught academic subjects in both French and
English. In response to requests for instructional support from FI Science teachers, representatives from
the Council of Ontario Directors of Education (CODE) approached Laurentian University researchers to
embark on a project that would contribute to building the capacity of teachers who teach Science in
French in the Junior and Intermediate grades (7-10). The current study utilized a mixed methods approach
to evaluate teacher perceptions about teaching science to second language learners, teacher beliefs about
their own science teaching efficacy, as well as students’ adaptive learning engagement in science. A total
of 37 grade 7-10 FI teachers and their respective 324 students from across Ontario, Canada, participated
in the project. Data were collected through telephone interviews, completing the Science Teaching
Efficacy Belief Survey (for teachers) and the Student Adaptive Learning Engagement in Science Survey
(for students). The findings show that most teacher participants generally felt that they taught science
effectively, and were continually striving to find new and innovative ways to engage their students in
science classes. However, these teachers faced challenges with respect to finding suitable science
resources that are suitable for teaching science to second language learners. Findings from students were
mixed in terms of their self-efficacy and self-regulation, for those who expressed a genuine interest in
science, they were more likely to be confident in their ability to succeed in FI science classes. The paper
present the findings of the current study and postulates on the potential impact of these self-perceptions
from students and teachers in the FI science classrooms, as well as some suggestions for improving Fl
Science teaching and learning.

Keywords: French immersion, science, teacher efficacy, teacher perceptions, student perceptions.

1. Introduction and literature review

In keeping with the two official languages of Canada, the education system comprises of both
English language schools and French language schools. Students from English speaking homes who wish
to study French can enroll in French Immersion (FI) programs offered in the English schools. These
programs differ in terms of the number of subjects or hours of the day, when students can learn in French
or English (Cummins & Carson, 1997). Various subjects that are taught in French are the same as in the
regular English stream, except that they are taught in French, a second language for mostly
English-speaking students. According to Laplante (1997), students’ limited proficiency in French
constrains what can be taught and learned in various subject areas. French Immersion teachers are tasked
with incorporating the content objectives as well as the second language objectives in each lesson.
Turnbull et al., (2012) pointed to the challenges faced by FI teachers who teach complex subjects like
science and math when students’ language proficiency is limited. The challenges they noted include:
a) school administrator and parental expectations that their children will cover the same subject matter as
students enrolled in regular English-medium programs; and b) classroom materials that have been
developed for native speakers of French that tend to be too advanced for beginning language learners.
These concerns are still valid to this day, and the current study is an effort by the Ontario Ministry of
Education to respond to FI science teachers’ concerns. In July 2017, representatives from the Ontario
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Ministry of education approached Laurentian University to discuss a project that would strive to build
capacity for these teachers. The larger project involved conducting research, developing and
administering professional development workshops for FI teachers, and developing FI science teaching
resources as informed by research. This paper presents the research findings about teacher perceptions
and personal beliefs about teaching French Immersion Science, and students’ perceptions about science
learning and their engagement in a second language context. We found it important to gain an
understanding of the teachers and students’ perspectives about science teaching and learning in
FI because research has shown that teacher and student perceptions and personal beliefs about the subject
affects their classroom practices and comportments (Lyons, 1990).

Numerous studies suggest that teachers’ specific subject beliefs tend to be compatible with their
instructional strategies (Gallagher, 1991; Laplante, 1996; Rowell & Gustafson, 1993). In turn, as
mentioned, it is widely accepted that student intrinsic motivation and self-regulatory practices can be
directly linked to student engagement and achievement (Velayutham, Aldridge & Fraser, 2011). Taking
into consideration these findings, it is noteworthy to mention that a teacher’s own beliefs and motivation
has a considerable impact on their science instruction. Furthermore, student motivation towards science
learning also plays an important part in their learning. It is important to consider the multiple roles that
language plays in learning scientific concepts. Rivard, Cormier & Turnbull (2012) reported that many
science teachers often note that textbooks and pedagogical resources in science tend to be too difficult for
French Immersion students and that the curriculum is too overloaded to allow for the teaching of
language arts concepts (reading and writing strategies) in content instruction of scientific concepts. Some
researchers, however, note that the incorporation of more language arts practices in science will help
student comprehension and learning of these concepts (Cormier & Turnbull, 2009; Lyster, 2007).
Researchers have widely studied the modalities of teaching various content subjects in French Immersion
(Turnbull, Cormier & Bourque, 2011). Some researchers have particularly conducted studies that resulted
in their validating certain successful approaches to enhance student learning in FI Science. Rivard,
Cormier & Turnbull (2012), for example, present strategies that they have developed to create rich
conversational spaces in FI Science classrooms. They propose that developing reading skills is crucial in
science instruction, especially in FI classrooms. The four key concepts that support their rationale are the
following: the nature of science, classroom realities, the immersion context, and creating discursive
spaces. Laplante (1996) suggests that some teachers have successfully utilized thematic teaching
approaches, which merge science instruction to language arts concepts in the French Immersion
classroom. This would include presenting content-based science concepts while utilizing approaches
related to reading and writing instruction (ex. literature circles on a current event in science, etc.).
Turnbull, Cormier & Bourque (2011) further suggest that an experimental approach that integrates
literacy into science instruction and learning is beneficial to helping students in a French Immersion
setting to master scientific concepts.

Science represents a way of understanding the world that transcends other basic subjects taught
in schools. Cormier and Turnbull (2009) indicate that: “Science is a way of knowing the world and, like
religion, philosophy, law, fine arts, and music, helps humans acquire knowledge about the world” (p. 89).
In turn, the rapid and constant evolution of science in general creates a context to which science teachers
must constantly adapt while teaching curriculum concepts. Several studies have addressed different facets
of science teaching and learning, and presented some important considerations for teachers.
A multi-national study on the Relevance of Science Education (ROSE), found that students generally
agree that Science and technology are important for societal growth, and mostly understand that there are
benefits to learning about science (Sjeborg & Schreiner, 2010). Other important findings that could help
to inform current science instruction practices are that some students find it difficult to be motivated to
learn science because they consider that their science classes do not present enough relevant and current
events to link to scientific concepts, do not allow sufficient opportunities for debate and teach too many
theoretical scientific concepts that require rote memorization. More importantly, some students consider
that they do not possess the necessary cognitive skills to grasp science concepts.

2. Objectives

The objective of this study is to determine teacher and student perceptions about science
teaching and learning in a French Immersion context. The goals of the study are to determine:
a) Teachers’ perceptions about Fl science teaching.
b) Teachers’ self-efficacy and beliefs about science teaching.
c) The relationship between teachers’ self-efficacy and beliefs, and their perceptions about
teaching FI science.
d) Influence of students’ perceptions about science on their engagement in FI science.
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3. Methods

A mixed methods research design was utilized in order to gain a more in-depth understanding of
the phenomena. Data were collected through telephone interviews with teachers, the Science Teaching
Efficacy Belief Instrument (Riggs & Knochs, 1990), and the Student Adaptive Learning Engagement in
Science Survey (Velayutham et. al., 2011). The participant recruitment process involved sending
invitation letters to teachers in School Boards that offer science in French in grades 7-10 across Ontario.
A total of 37 teachers were recruited, 30 grade 7-8 teachers, and 7 grade 9-10 teachers. The researchers
scheduled a 20-25-minute telephone interview with each teacher at a time that was convenient for them.
The interview questions gathered teacher biographical information as well as their perceptions about
FI science teaching challenges, teaching strategies, and their own science knowledge. All the interviews
were audio-recorded. The Teacher Efficacy Belief Instrument was administered in person when teachers
attended professional development workshops that were offered as part of the project. The researchers
then visited the classrooms of 10 volunteer teacher participants to administer the Student Adaptive
Learning Engagement in Science Survey. Qualitative data analysis involved transcribing the telephone
interviews verbatim. The researchers and research assistants read and re-read the transcripts to identify
emerging themes. Quantitative data were analyzed using SPSS software to determine the variability in
responses as well as to see relationships among the themes. A triangulation of the quantitative and
qualitative data enabled the researchers to develop a richer understanding of the factors that may directly
influence the perceptions about FI science teaching.

4. Findings

4.1. Teacher perceptions about teaching FI science

Findings from the study show that the teacher participants generally felt that they have some
understanding of science and that they taught science effectively. The teachers were continually striving
to find new and innovative ways to engage their students in science classes. Teacher responses to the
Science Teacher Efficacy and Beliefs questions related to their beliefs about their own knowledge and
science teaching capability generally had lower standard deviation, showing that most teachers generally
agreed that they have knowledge of science and are to teach it. On the other hand, teacher responses to
questions relating to their impact on student learning had a higher standard deviation, showing more
varied beliefs about their capabilities in this regard. The teachers’ responses were also varied in terms of
their beliefs about inquiry learning in science, with almost half the teachers indicating that they would let
students design their own experiments and half indicating that they would not do so.

Data from the interviews showed similar trends, and it helped to shed more light to
understanding the observed trends in the quantitative data. When asked if they feel they have enough
knowledge to teach FI Science, the teachers’ general response was that they had enough knowledge.
However, most teachers mentioned that they felt comfortable teaching some of the science strands, but
they needed support with resources that would help them to teach well, “Yes and no. | think there are
certain strands that we’re more comfortable with...I find that I, I do it, but I, I would like more
resources...” Most grade 9 and 10 teachers were generally confident about their level of science
knowledge and ability to teach science in general, but they felt that there were some science topics where
their knowledge was shaky. On the other hand a few grade 7 and 8 teachers did not feel that they had
enough knowledge of science content, either because they did not major in science or were teaching
science for the first time as shown in the quotations below:

“Um...I could definitely use a lot of work. Again, one of the questions on your survey was have |

taken any courses...post-secondary courses...no I have not...Basically, I'm just basing it off of

like...my main research is science and technology through Pearson the textbook.”

The majority of teachers mentioned that they use different strategies to ensure that student
understood the concepts, for example, using English videos that helped to explain the concepts or using
both English and French when necessary to explain science concepts as shown in the following quotations
from two teachers:

“So we will, uhm, definitely have uh, if someone doesn’t understand the vocabulary, we always

go through it. | try to go away from French - English - French - English. And go more-so,

French and then the definition, or alternate definition in French to give them, and then more

types of vocabulary.”

“I, sadly have to use English resources to make sure that they to just solidify, like the stuff to

make sure that they understand it...A lot of visuals, lots of, lots of hands on.”

Most teachers also mentioned using hands-on investigations, as well as practical and visual ways
to help students understand the French materials. This is illustrated in the following quotation:
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“Um, so I do always try to have a...some kind...especially with the French students | find they
need the...the visual with it. I know there’s visual learners in other areas as well, but I find it
particularly useful in French so they normally have their graphic organizer or a list of
vocabulary or, uh, even something up on our...we have, uh, projectors...so something up on the
projector that they can refer back to throughout a lesson. Um, and we do a lot of, in the early
stages, working together and then in smaller groups.”

When teachers were asked if they understood how students learn science in French, they
generally felt that they did. Mostly this understanding was based on their own experiences in school as
French second language learners. However, the following quotation shows that the teachers struggled to
understand how their own students learn or what they understood, due to their limited ability to express
themselves in French:

I don't understand how they do it. I don't understand what they understand. I obviously don't

truly know what they understand. Um, oh, it's really difficult, it's the language that's hard for

them.”

4.2. Challenges in FI science classes

Notably, all the teachers interviewed reported that a common challenge in teaching science to
students who typically do not speak French as a first language is that they are spending time ensuring that
students understand the scientific vocabulary, which leaves them limited opportunities for integrating
inquiry-based science teaching and learning. Findings show that all the teachers generally agreed that
their students had limited French vocabulary which made it difficult for them to comprehend science
concepts. The following quote captures the teachers’ concerns:

“Though, the concepts are hard enough on their own, they don’t have the basic vocabulary they
need to understand it, so they have two challenges at the same time, so trying to get them to
digest all these new concepts along with a whole bunch of new words for them. So they may have
already heard the English term before, just out in the world, so they have a little bit of an
understanding of what the English word means, but suddenly when you put it in French, they
have an extra challenge.”

Some teachers were torn between focusing on students’ mastering of French vocabulary or
understanding of the science concepts that students were able to express in English. These challenges
were exacerbated by lack of materials and resources that are suitable for the students’ level of French
comprehension such as textbooks:

“...finding resources that are at the student’s level for French Immersion because a lot of the
times the textbooks are written for Francophone students, so if they 're doing any kind of reading

I usually have to do it as a class and then really break down the vocabulary, so some of the time

finding resources at their level is challenging.”

4.3. Student perceptions about science

Data from student surveys showed that they have positive attitudes towards science. The students
strongly agreed that it is important to learn science, and that they need to work hard in order to
accomplish their goals. This shows that students’ interests in science motivates then to work hard.
Although students’ responses showed beliefs that, given time and effort, they could succeed in science,
the data also show that they lack confidence about their science knowledge. The higher average themes in
their responses were about their ability to do the work needed to learn science. The question with the
lower averages is about their ability to master the subject. The mean for questions related to task value
related their curiosity and usefulness of science was lower, indicating a lack in understanding the value of
science to real life. Questions related to interest in learning science had high mean values showing that
there are mixed levels of interest among students.

These findings are related to teachers’ observations that students struggled with FI science
learning, and the fact that there are varying levels of student’s abilities throughout their classrooms, and
that for some students they would be better off in the English programs where the resources to support
them would be available:

“I do have student that are in there because mom dad wants them to be in there and they don’t

understand bit of French. And then | have uhm, students that are there from the French world,

that they had French, had instructions in French, from kindergarten until grade 6, and then they
switch into our board, so varying level really, uhm, like | know that it, it takes away some of
them kids are getting it, and then some kids are just, like in over their heads.”

5. Discussion

Findings from this study indicate that the teachers generally believe that they have the science
knowledge needed to teach, and that they can teach science effectively. However, they felt that their
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teaching was negatively impacted by factors such as lack of resources and students’ limited French
language communication abilities. These findings are contrary to research that suggest that teachers’
specific subject beliefs tend to be compatible with their instructional strategies (Gallagher, 1991;
Laplante, 1996; Rowell & Gustafson, 1993). This disagreement can be explained by the fact that the
current study context is different than that of prior studies due to the fact that the students are learning
science a language that they are not proficient in and the fact that there are no science resources tailored
for second language learners. The interviews helped shed light on the teacher’ perceptions, as they were
generally frustrated by the challenges they encountered, which is consistent with earlier studies (Rivard,
Cormier & Turnbull 2012). French teachers find themselves in a situation where they have to design their
own resources in order to accommodate the language proficiency level of their students. Although some
teachers used English resources such as videos, they had to design their own French worksheets to enable
students to express their understanding in French. Since the curriculum requires FI students to become
fluent in the French language as well as achieve the expectations of the subject content, teachers faced the
dilemma of whether to focus on assessing one or the other, given the fact that students lack of
communication in French hampered their abilities to show their understand in of science concepts. There
is need to provide FI science resources that are at the reading level of the students. As teachers mentioned
in the interviews, there is need for flexibility in terms of curriculum coverage and assessment of student
learning by FI science teachers in order to enable them to accommodate students who have limited French
communication skills.
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ENHANCING UNDERSTANDING OF HISTORICAL TIME IN PRIMARY
CLASSES: HOW TO IMPROVE THE CURRICULUM IN LITHUANIA?

Ausra Zemguliené
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Abstract

History teaching has been raising many didactic issues recently. First, the concept of the very discipline
of history has been undergoing changes, the aim of school education is being shifted from memorizing
pre-defined content towards developing historical literacy based on critical thinking and development of
historical research skills. Second, admitting the impact of socio-cultural context on pupil achievement, the
attitude towards children’s receptive skills and their development has been gaining new perspectives. This
is of high importance in primary education, where a heroic story is often still dominant. At present, the
discourse of primary education curriculum change emphasizes attractive communication of scientific
knowledge and the demand for active research to broaden children’s deep understanding. However, the
development of historical literacy in primary classes still remains to be complicated since, on the one
hand, it requires new landmarks — what and how to teach, on the other hand, research in this field has
been very limited.

In Lithuania, there is an intention to re-new the curricula in all the fields. Therefore, it becomes relevant
to analyse what skills to understand historical time should be developed in primary classes. This scientific
problem is solved by carrying out a qualitative analysis of the content of primary education curriculum.
Based on the chosen model of understanding historical time (De Groot-Reuvekamp, Ros, Van Boxtel,
Oort, 2015), this article analyses the extent to which curriculum requirements of history teaching
correspond to the goals and comprehension levels of the model of understanding historical time
(A — Emergent; B — Initial; C — Continued) and what should be improved when updating the curriculum.
The research results reveal that the present curriculum requirements for the 4th year pupils are
inadequately low. They lead towards the stage of acquiring understanding (A — Emergent) rather than
Initial (B) or Continued (C) stages. Therefore, while revisiting the curriculum, it is important to pay more
attention to the development of historical research and higher thinking skills, that would be a significant
step towards gaining deeper understanding of historical time.

Keywords: Understanding of historical time, history teaching in primary classes, curriculum.

1. Introduction

The aim of history learning is now being shifted from learning facts and dates to constructing a
narrative, which is based on analysing, interpreting and finding arguments for the past (Barton, Levstik,
2004; Lee et al., 1993; Lee, 2005). Under the influence of constructivist ideas, history learning is
considered to be the process of investigating and creating historical knowledge, during which pupils
reconstruct their previous knowledge and develop their understanding (Levstik, Barton, 2015; Cooper,
2002; Seixas, 1996). It is considered that the progress of understanding of history is reflected not by the
amount of knowledge, but by deeper understanding of this knowledge and by certain cognitive constructs
that are developed individually (Lee, 2005). The comprehension of time is the key ability when learning
history. Evidence shows that it is related not only with the age. Primary school children are able to
develop complex structures of historical thinking, when they have the context of content adapted to them,
learning material prepared, and intensive activity of investigation organized for them (Barton, Levstik,
2004; Cooper, 2011). Younger children sometimes have deeper reasoning skills than older children (Lee
et al., 1993; Stow, Haydn, 2000; De Groot-Reuvekamp et al., 2014), which leads us to an assumption that
the basics of understanding historical time are acquired earlier that the adolescent age. However, it is not
a typical practice in the primary school. In terms of developing the basics of historical literacy, the
contexts of various countries differ, and research in this field is limited.

2. Context
Many authors have researched various aspects of time comprehension, and in general, the

following goals of education can be distinguished: understanding the vocabulary of historical time;
understanding sequence; understanding contextual features; understanding historical periods. With yet
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another goal added, i.e. the goal of applying timeline, the model of developing the understanding of
historical time is created, which enables us to identify, develop, and assess pupils’ achievement from the
age of 6 to 12 (De Groot-Reuvekamp, 2016; 2017). This model combines 5 educational goals and the
implementation of these goals through three developmental stages of achievement: A (Emergent) —
emergence of understanding (the very basics); B (Initial) — initial (developing) understanding;
C (Continued) — growing (continued) understanding. The model is based on the following principles:
children’s vocabulary of time develops from broad and general expressions (long time ago) to indicating
specific dates; and children’s understanding about evolution and changes expands from specific
knowledge to abstract knowledge. According to research, the transition between the three stages of
understanding takes place individually, therefore, the model is not linked to children’s age
(De Groot-Reuvekamp, 2017, p.41-42). These insights are important when defining the guidelines of the
curriculum, but is this what we are trying to achieve? In Lithuania, for instance, the teaching of history in
primary school? is integrated into the subject of World Studies. The curriculum covers six areas, where
the area of The Changes in People’s Living is dedicated to history (Primary Education Curriculum, 2008).
The content covers history periods of this country and the world, the topics are usually taught in a
chronological manner. However, how does the curriculum set the background for understanding historical
time? In this stage of the research, an attempt was made to answer this question with the aim to analyse
the content of the Lithuanian Primary Education Curriculum by identifying the requirements of
understanding historical time for pupils and the extent to which these requirements correspond to the
chosen model of developing the understanding of historical time. This analysis will complement the field
of research of understanding historical time in Lithuania with contextual data. Since qualitative content
analysis has the benefit of comparing data, it can be useful to researchers who are interested in the
contexts of other countries.

3. Methods

The method of content analysis was chosen for the research, which works well for describing
and interpreting written artefacts (White, Marsh, 2006), contextualizing the field of problem, and raising
questions related to the area of research (Bowen, 2009). The curriculum reflects national goals, the
expectations for pupils’ achievements, and education guidelines for teachers. It reveals the context in
which education takes place. The data was collected through the analysis of the World Studies curriculum
of the Lithuanian primary education, as the text of a public document. Since qualitative content analysis
helps identify models and fill them with data (Fereday, Muir-Cochrane, 2006), the decision was made to
analyse the document on the grounds of the already developed construct. The model of developing the
understanding of historical time was chosen to be this construct; it is broadly described by the researchers
of this area (De Groot-Reuverkamp et al., 2014; De Groot-Reuvekamp, 2017). The model was
approached as the topic of understanding the time, which integrates educational goals as categories. Each
category consists of three subcategories, i.e. comprehension stages in the order of progression:
A (Emergent) — emergence of understanding (the very basics); B (Initial) — initial (developing)
understanding; C (Continued) — growing (continued) understanding (De Groot-Reuvekamp, Harnet, 2016;
De Groot-Reuvekamp, 2017). The content of curriculum was investigated by the principle of thematic
analysis with the purpose of finding and identifying the units of meaning, i.e. statements which describe
the knowledge and abilities of understanding time. The statements found were allocated to the categories
and subcategories of the chosen construct as codes according to their meaning. The selection of codes was
carried out according to the extent to which these statements correspond to the topic of developing the
understanding of time and to the structure of the chosen model. Various general observations that contain
no expectations for achievements were rejected, for instance, “to have sufficient knowledge of historical
images” (Primary Education Curriculum, 2008, 243). The results were interpreted in the hermeneutical
manner by analysing the expectations for achievements as a phenomenon of investigation.

4. Results

The content of the Lithuanian Primary Education Curriculum consists two blocks, i.e. the one for
the 1%t and the 2™ grades, and the other for the 3" and the 4" grades. The investigation looked into the
statements of both blocks; these statements were included in the curriculum as requirements for pupils’
knowledge and abilities of understanding the time. The data is provided in Tables 1-5; they are analysed
and interpreted with reference to the data of empirical research on pupils’ achievements.

L In Lithuania primary education starts at the age of 7 and lasts for 4 years.
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Table 1. Understanding of notions.

Category Subcategory Statements found in the curriculum of World Studies subject
15t— 2" grade 39— 4t grade
Pupils A (Emergent) — relative notions To understand the notions which express the To use the notions of time in a fluent and
understand of time; notions of calendar time changes of time. To express the understanding of proper manner.
and use the time flow and time change: to distinguish and
vocabulary properly use the following notions: yesterday,
of time and today, tomorrow; in the past, at the present, in the
historical future; a day, a week, a month, a year.
periods B (Initial) — certain periods; To have a general understanding of the
“labels”; AD dates No statements found key facts of the Lithuanian history. To
distinguish several most prominent
moments in the Lithuanian history (either
of the two).
C (Continued) — terminology of
periods; centuries and dates No statements found No statements found
AD/BC
Table 2. Understanding sequence (chronology).
Category Subcategory Statements found in the curriculum of World Studies subject
15t— 2" grade 31— 4t grade
To describe some facts of greater importance | To point to examples of man-made values, such as
about your family members. To understand | castles, palaces, churches, works of art. To sequence
A (Emergent) - the links between grandparents, parents, | historical events in a chronological order by using
Pupils put specific ob'egcts children. To have basic understanding of | everyday terms (previously, now, in the future;
objects of P d historical change and continuity. To | earlier, later; some time ago, at some point, etc.).
various understand the notions of change and
historical alteration.
periods in the B (Initial) — obi To know the most famous local people; to know the
gl:(rjg?ological of s(e:el::iall z)erioggjeas No statements found most important local historical monuments.
C (Continued) -
objects of historical | No statements found No statements found
periods
Table 3. Applying timeline.
Category Subcategory Statements found in the curriculum of World Studies subject
15— 2" grade 39 _4"grade
Pupils properly A (Emergent) —a simple No statements found | No statements found
place objects, timeline from earlier to nowadays
events ar_\c_i B (Initial) — a timeline with To understand how one period replaces the
personalities on | names of periods No statements found | previous one. To name the periods of history (not
atimeline necessarily in the chronological order).
C (Continued) — a timeline with
centuries and dates (AD and BC) No statements found | No statements found
Table 4. Identifying characteristic features.
Category Subcategory Statements found in the curriculum of World Studies subject

15t— 2" grade 3"_ 4% grade

Pupils identify /
apply the features
according to
which they
ascribe objects,

A (Emergent) — everyday features of
periods

To give specific examples to
illustrate people’s life in the
past and in the present. To
describe houses, clothes, work
tools of ancient people.

To generally describe the signs of the past of
one’s place of living. To identify the great
periods of history according to characteristic
features (signs).

events, situations
or people to a
certain period

To describe how fire was used
in ancient times, what animals
were domesticated first; what
means of transport and
communication existed then
and what exists now.

B (Initial) — social and cultural
features of certain periods

To explain what people were occupied with in
ancient times (picking, hunting, fishing), later on
when work tools were invented and animals
domesticated (agriculture, husbandry, crafts),
and in more recent times (construction of
castles, towns, roads and bridges, creation of
art).

C (Continued) — socio-cultural,
economic and political features of the
country and the world

No statements found No statements found

Table 5. Comparing historical periods.

Category

Subcategory

Statements found in the curriculum of World Studies subject

15t— 2" grade

34— 4t grade

Pupils compare
and contrast
various historical
periods according
to their

similarities, periods natural and social environment.
differences and - — -
changes C (Continued) — similarities, differences and

grandparents

A (Emergent) — examples of the past /
present from stories told by parents and

of one’s living place.

To give examples about the alterations

To compare people’s lifestyles,
occupations, leisure in the past
and in the present.

B (Initial) — similarities, differences and
changes of people’s lives during different

To identify, understand, assess and
describe the changes in the immediate

No statements found

periods

changes of people’s lives during different

No statements found

No statements found
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The results reveal that statements found in the curriculum do not include scientific notions of
historical time, such as the century, era, period. We only see the notions of calendar time in the first block
(1t — 2™ grades), whereas the expectations for using notions remained unclear in the second block
(3 — 4" grades). A question arises as to what notions older pupils should use in “a fluent and proper
manner”. The curriculum states that 3" and 4" graders should acquire “general understanding about <...>
facts” and “to distinguish several <...> moments”. Shouldn’t facts be linked to the names of periods?
Children usually do that through “labelling” periods or indicating dates (Hoodles, 2002; Cooper, 2002;
Wilshut, 2010). The Lithuanian research has shown that 9-year-olds use descriptions such as a Stone Age
man, a Roman warrior (Zemguliené, Balcevi¢, 2017, p. 154-155). As many as 76.8 % of fourth-graders
were able to identify the era for the given statements, whereas 52.8 % were able to identify the century,
and 29.2 % said that the knight lived in the Middle Ages (Zemgulien¢, 2017, p. 427- 429). It means they
used the “labels” for periods, and some of them used scientific notions; it corresponds to level B (Initial)
and partially to level C (Continued) of the chosen model. Why these abilities are not identified as
expectations for pupils’ learning outcomes?

Teaching chronology is done through the content which is taught according to the principle of
knowing the immediate environment first. For the 1% — 2" graders the topics cover relationship of
children, parents and grandparents, their items, lifestyles, occupations, traditions. However, the
curriculum only refers to knowledge, not abilities. In higher grades the knowledge is extended to studying
events and personalities related to the place of living, the country and the world. However, statements that
describe abilities refer to expectations for the abilities of grouping instead of sequencing. It is a low
expectation for the second block, since children as early as at the age of 6 or 7 are able to group according
to the principle earlier-nowadays, whereas older pupils can put objects of several periods in a sequence
(Barton, Levstik, 2004; Davson, 2007; Cooper, 2015). Data obtained from the Lithuanian research also
revealed that the images of a warrior were correctly sequenced by 59.1 % of fourth-graders (Zemguliené,
2017, p. 429). Why is it not an expectation for pupils’ achievements?

It is obvious that the curriculum does not intend to develop the abilities of applying a timeline.
The requirement to name the periods is questionable: why should pupil know about them if the
curriculum does not care about their sequence? It does resemble the expectation for memorizing.
Research results reveal that pupils of both blocks would be able to develop these abilities if only they are
taught to do so (De Groot Reuvekamp, 2017, p. 52-53). Such research has never been carried out in
Lithuania.

The abilities to identify features are developed at level A (Emergent) and level B (Initial) of the
model. However, the meanings behind the statements do not reflect expectations for the progress of
achievements. The statements in both blocks are related to knowledge. The statements in the first block
ask pupils to describe features, whereas in the second block they are asked to explain. However, what
periods should this knowledge cover? It remains unclear. The curriculum refers to the past as to “ancient
times” and “more recent times”, which is entirely improper when teaching the understanding of time
(Stow, Haydn, 2000; Hoodkinson, 2003; 2004; Wilshut, 2010). Research demonstrates that primary
school children are able of noticing changes in objects and technological advance (Levstik, Barton, 1994;
Wilshut, 2010), however, they are typically able to indicate contextual features by referring to a given text
rather than to contemplations of a particular period (Van Drie, Van Boxtel, 2008). Lithuanian pupils are
also better at sequencing rather than explaining why they did so (Zemguliené, 2017). Why it is not
taught?

Descriptions of achievements in terms comparing historical periods correspond to level A
(Emergent) and level B (Initial). However, the comparison given in the second block based on the
principle earlier-nowadays is too low an achievement, since much younger children are capable of
making such a comparison (Hoodles, 2002). On the contrary, the expectation for evaluating the social
environment is too high in the first block, since it is more difficult for younger children to perceive social
changes (De Groot Reuvekamp, 2017, p. 50). Nevertheless, as many as 58.6 % of fourth-graders in
Lithuania made a correct link between secret teaching and the occupation by tsarist Russia (Zemguliené,
2017, p. 431). It is, however, too difficult for the second-graders.

5. Conclusion

The Lithuanian Primary Education Curriculum provides for the teaching of all goals of the
model of developing the understanding of historical time at level A (Emergent), and the some of the goals
are taught at level B (Initial). None of the goals are taught at comprehension level C (Continued).
Research suggests that the majority of 10-year-olds achieve level B in terms of all goals, and some of
them achieve abilities of level C. However, the integrated curriculum does not provide for the
development of such levels of historical literacy. The curriculum is subject to improvement in terms of all
these aspects.
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EXPLORING STUDENTS’ REFLECTIVE NARRATIVES ON LANGUAGE
AS THE SUBJECT OF THEIR STUDIES

Loreta Chodzkiené
Institute of Foreign Languages, Faculty of Philology, Vilnius University (Lithuania)

Abstract

The present research lies within the realms of autobiographical self-reflection extending and developing
students’ skills of critical thinking on language as the subject of their studies. The importance of looking
back over different stages of the learning process and identifying the cases of success and failure in one’s
life experience has been emphasized by many scholars, among them, Mason (1994), Moon (1999), and
Bold (2012). The paper focuses on the data obtained from the semi-structured reflective essays entitled
“My Language Learning Autobiography” written by 250 students of the study programme “English and
another foreign (Russian, French, Spanish, Norwegian) language” taught at the Faculty of Philology,
Vilnius University, during the period of 2015-2018. With more than fifteen years of foreign language(s)
learning experience at school and university, the target students have demonstrated their capacity to
mediate over the concept of language, discuss the necessity of the knowledge of foreign languages in the
contemporary world, assess themselves as language learners and contemplate on the ways, how foreign
language(s) should be taught/learnt. The research period of four years allowed us to identify an interesting
fact related to the students’ attitudes towards a relatively diminishing role of a language teacher. The
chosen medium happened to be supportive in examining the students’ personal actions as well as
self-motivating.

Keywords: Narrative, self-reflection, foreign language, learning experience.

1. Introduction

The designers of the twenty-first century pedagogy have been constantly amending the list of
competences necessary for the contemporary learners, smart millennials, enjoying the advantages of
globalization as well as rapid progress in technology (Whitby, 2007). The priority is given to the
development of metacognitive skills: as “metacognition reflects an individual’s critical awareness of how
they think and learn, and their assessment of themselves as a thinker and learner.” (Scott, 2015, p. 10).
Scott acknowledges that metacognition can be developed by encouraging learners to contemplate on the
ways towards achievements or failures through integration of reflection which identifies their confusion
and acknowledges difficulties. The latter insight reiterates Whitby’s opinion on effective pedagogies
based on a thorough understanding of how people learn.

By unpacking the meaning of reflection one can learn its several interpretations. This research
paper refers to the definition of the term provided by Bolton (2010, p, xiX), who describes reflection as an
“in-depth consideration of events or situations: the people involved, what they experienced, and how they
felt about it. This involves reviewing and reliving the experience to bring it into focus, and replaying from
diverse points of view.” Such a rendering coincides with Moon’s insights about reflection as a key mental
process to be intertwined with thinking and learning (1999, p. 10) through mediation over one’s own
abilities, critical analysis and deeper examination of one’s own actions (as cited in Alexandrache, 2014,
p.21). It correlates with Dewey’s ideas relating reflection to active, persistent, and careful consideration
of any belief or supposed form of knowledge in light of the grounds that support it and the further
conclusions to which it tends. (1933, p. 9)

A learner’s competence of being reflexive enters into several explanations, such as: “to be able
to stay with personal uncertainty, critically informed curiosity and flexibility to find ways of changing
deeply.” (Bolton, 2010). Williams, Woolliams and Spiro (2012, p. 2) distinquish five compounds of the
target competence: first, they emphasize a person’s openness to different ideas, ability to see things from
different angles. Second, they value one’s curiosity as an ability to ask questions. Third, they stress one’s
patience when the cases are difficult or problematic. Fourth, they identify the importance of being honest
with oneself, one’s uncertainties about what wrong or right is — and one’s writing needs to make this
transparent to others. Finally, they mention the skill of rigorousness, which carries the meaning of being
analytical and acting on the gained insights.

The development of the discussed competence components requires a thorough consideration of
methodological approaches where the function of a reflective narrative becomes pivotal. Bold depicts
narrative as “a means of developing and nurturing the skills of critical reflection and reflexivity” (2012,
p. 2). To be more precise, writing in autobiographical style cast a learner in a researcher’s role where the
focus shifts towards the learner’s inner world, his/her ‘self” and relationship with the surrounding context.
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The 1% person writings (memoirs, autobiographies, diaries) are described as tools of
self-construction: they are not just accounts of what happened but “ways of moulding the stuff of the past
into the models of what the writers wish to be: writing an account of one’s life is an act of self-creation”
(Heehs, 2013, p. 6). Reflective narratives found application in diverse human activities (nursing,
teaching, counselling, travelling, etc.) for many purposes. Recently, Language Learning Autobiography as
well as the Autobiography of Intercultural Encounters as a method of critical reflection has stepped in the
fields of language teaching-learning or cultural discoveries (Byram & et.al). The projects by the European
Council and European Commission, e.g., LLP Grundwig: Learning Partnership “PLURI-LA”
(2012-1-FR1-GRUQ06-356503), NordPlus “DELA NOBA” (NPHZ-2013/10022) encouraged the idea of
eliciting language learners’ struggles and joys when in contact with new languages and cultures.

The beginning of this research also dates back to “DELA NOBA” project run in the period
2013-2015 and promoted Language Learning Autobiography as a tool to recognise language learning
being inseparable from the learners’ emotions and embodied experience. This practice has been continued
up to recent days, and the current collected data allows language teachers to analyse the students’
attitudes towards their encounters with foreign language learning from different perspectives.

The aim of this paper is to analyse the students’ attitudes towards current foreign language
teaching and learning process described in their narratives, entitled Language Learning Autobiographies.
To accomplish the aim for this particular paper the following objectives were set:

- to identify the students’ interpretations of the concept of language;

- to cast light on language learners’ self-assessment;

- to detect the ways how languages should be taught from the students’ perspectives;

- to distinguish the roles of a language teacher of the 21st century.

2. Context & methodology (and data characteristics)

The assignment on the reflective narrative ‘My Language Learning Autobiography’ has been an
integral part of the course on ‘Intercultural Communication’, offered to the students of the study
programme “English and another foreign (Russian, French, Spanish, Norwegian) language”. The
programme is run at the Institute of Foreign Languages, Faculty of Philology, Vilnius University. Given
the fact that the target languages belong to different language families, students face an opportunity to
analyse them as systems from numerous linguistic perspectives. After completion of a substantial number
of subjects, in the 3@ year, they join the course on Intercultural Communication, which aims at
demonstrating language as an integral part of the human cognition and lays emphasis on language and
culture relationship, peculiarities of verbal/non-verbal communication, communication styles, identity
issues, etc.. Students are encouraged to reflect upon their personal intercultural encounters or cultural
misunderstandings they have come upon, and discuss the ways they managed to deal with them. Since
reflection as an approach of learning is applied to a number of tasks of the course, students get aware of
the particular writing style that enables them to disclose their personal pathways towards many
discoveries, including the way towards foreign language proficiency.

To address the objectives of the research the students are asked reflect upon the four issues, such
as the concept of language per se, favoured foreign language teaching methods, teachers’ roles, and their
as language learners’ strengths and weaknesses. Consequently, the raised issues became the guiding
pillars for their reflections and presented a semi-structure to their narratives.

For the analysis, the texts of 250 reflective narratives, written during the period of 2015-2018,
ranging from 800 to 1200 words, were selected. Each narrative was numbered and labelled according to
the second foreign language of students’ studies. Each author of the narrative gained an informant’s
status. Distribution of the sample group by the languages they study fell in the following proportions: 90
students of English and Spanish, 70 students of English and French, 50 students of English and Russian,
50 students of English and Norwegian, respectively.

The analysis of the narrative texts was based on qualitative content analysis (Bitinas et al., 2008)
which assisted in navigation through the abundancy of data presented by the informants. Due to limited
number of pages for this paper the following parts will present a summary of the informants’ reflections.

3. Review of the current foreign language teaching and learning process in Lithuania:
students’ perspective

Prior to the analysis of the reflective narratives, it should be mentioned that English, as the first
foreign language, is taught in primary schools of the Republic of Lithuania since the 2" year. The
majority of the target students have been in contact with this language for longer than fifteen years. While
their exposure to the second foreign language (Spanish, French, Russian and Norwegian) has been lasting
just for a third year. Therefore, while exploring the informants’ narrative puzzles, there has been much
more evidence found on their encounters with the first foreign language, i.e., English, rather than the
second one, Spanish, French, Russian or Norwegian.
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3.1. Who am I, a language learner?

The target students were ‘born and grew up in independent Lithuania’ (ES1). The years of their
birth coincided with the period of information technologies to start stepping over the thresholds of their
homes, when: ‘families were getting computers, which meant interface with English® (ESNG).
‘An unlimited, albeit slow, access to the internet, opened a new era in activities,- computer games, news
programmes, message boards — all of them were explored with the aid of English, the lingua franca of the
Internet.” (SP17). Further advances in ICT are described as magic tools for language learning: ‘cable
television kept me exposed to Cartoon Network since the age of three. As a child | was enamoured with it,
spending worrying amounts of time watching TV and learning English quite organically’ (FR6). ‘The
wonders of digital technology, most importantly video games, gave me a considerable amount of
knowledge, which now has been taken over as the language of my thoughts’ (FR63).

Naturally, ‘English has become so ingrained in their [L.Ch.] brain via continuous exposure to
the world wide web’ (EN5) that consequently, its proficiency levelled off with their native languages.
Furthermore, some parents’ intention to start their children learning foreign languages at an early age
resulted in attending extracurricular English activities (~30 per cent of the informants): ‘it was the parents
who saw the value of languages and encouraged me to learn English at an early age” (ES29). Due to the
evidence given, some learners enrolled and still enrol in primary schools with a certain background of
English, while others, at the same time, start learning it from scratch. A class of children with diverse
language proficiency envisages complications at the very beginning of the teaching and learning process:
it requires teachers’ professional commitment on application of individualized teaching strategies, which
is a rare practice in primary schools, and, in many cases, leads towards dissatisfaction of both sides.

Despite initial discrepancies, the majority of the informants acknowledge language learning as
‘an extremely difficult” (RU2) and ‘time consuming process, requiring much effort and dedication’
(ES22), demanding one’s ‘perseverance’ (NOR4), ‘responsibility for completion the given tasks’ (ES14)
and ‘self-discipline’ (ES9). Among the personal character features listed to meet the demands of a
‘diligent learner’ (ES53), the informants stress the importance of one’s ‘open mindedness’ (FR43), the
ability to ‘maintain the quality of performance’ (FR15), to have ‘a desire to excel peers’ (FR17) and
hunger ‘for international experiences to unveil thoughts of other people’ (ES19). Above all, ‘never daring
to give up’ (NOR®6) is acknowledged by the language students as a driving force towards success.

Mirroring the informants’ reflections on their personal weaknesses or negative emotions towards
language learning, ‘impatience’, ‘laziness’ and ‘boredom’ prevail in many narratives. The latter emotional
state happen to be typical of the millennials grown up in the digital world. Their own or groupmates’
inability to produce a correct answer instantly ‘drive them crazy’ (NR36) urging to escape from the
classroom. In contrast to ‘perfectionists’, those, who are shy, feel embarrassed and psychologically
insecure to speak in front of their demanding groupmates, face ‘a constant nerve-wracking challenge of
not to make a mistake or not to mix up a word” (ES6). ‘The fear of being laughed at’ (FR47) prevents
nearly half of the informants from being active and productive in the classroom: ‘I prefer keeping silent to
speaking” (RU2). Alongside with the fear of speaking and active participation, poor skills of time
management ‘due to external distractors’ (NOR42) and ‘poor concentration skills’ (ES76) were
acknowledged as the most typical weaknesses of the contemporary foreign language learners.

Putting all the negative aspects aside, the majority of the informants do not limit themselves to
the two languages of their studies; they indicate their determination to prolong the list of their foreign
languages up to six or seven as a distinctive feature of one’s personality development as well as a success
factor towards the future career ladder.

3.2. What is language for me, a language learner?

The answers to this question generated quite a large amount of the students’ surprise, as
exposure to languages for more than fifteen years never has made them consider such an issue. Their
interpretations on the concept of language are vivid, though diverse, therefore, can fall into several
interpretation lines.

The informants’ relationship with English and another foreign language allows them to compare
and contrast at least two different linguistic systems at the same time, which, consequently, leads to the
perception of language ‘as a living organism that constantly changes’ (FR32). Therefore, language
learning is acknowledged as ‘a lifelong process that needs updating every time” (RU15). References to
the contemporary dictionaries allow them to describe language as ‘a system of arbitrary and conventional
signs’, ‘a tool of communication” (112 informants). Further to it, language is reflected upon as ‘an
everyday component that unites people’ (FR59), that ‘identifies one’s communication style’
(23 informants) and ‘depicts one’s attitudes towards different life aspects’ (ES11). Language indicates the
‘importance of one’s social status’ (ES34) and ‘different ways of thinking® (22 informants). However,
language is more than the definitions in the living dictionaries, language should be seen as a ‘complicated
organic system that lives and dies along with its people’ (FR11) or as ‘a drop in the language ocean
allowing us to see how many languages there are in the world, and spot out Lithuanian among them’
(FR52).

103



ISSN:2184-044X ISBN:978-989-54312-6-7 © 2019

Creative minds of the language students reflect upon the presence of language as ‘lens to another
culture’ (13 informants), ‘window to another world’ (RU11): “Language permits to distinguish one group
of people from another, but it brings the same community together’ (RU37). Language is seen as ‘a core
of society making its people together’ (ES88), ‘the glue that keeps society working” (FR17), on the other
hand, ‘a provider of the meaning and security’ (FR28).

From students’ personal perspectives language is considered to be ‘the best gift given to a
person’ (7 informants), ‘the feature that distinguishes us, humans, from the world of mammals’ (NOR33),
or ‘a human property: the more languages you know, the more human you are’ (Masaryk quoted by
RU39). Language is described as: ‘a means of self-expression’ (3 informants), ‘a sign of one’s identity’
(19 informants), ‘one’s personal domain reflecting a person’s style and character’ (NOR25), or ‘a
criterion of one’s education’ (NOR18) - “the limits of your language are the limits of your world’
(Wittgenstein quoted by RU11). The studies of several languages at the same time allow students to feel
the shifts in their personalities: ‘My whole body responds to a language that I'm speaking at that
moment’ (FR18) because “learning two languages makes you switch from one language to another, and
consequently, feel your inner self changing: the way you think and express yourself’ (ES24).

Despite the majority of resourceful interpretations of the language concept intertwined with
quotations by prominent authors or extracts taken from the folk wisdom, there also appeared some cases
demonstrating the informants’ official indifference towards the subject of their studies, as they have
‘never thought too much of what language is. Probably, a set of words?’ (RU19). The latter idea leads to
an assumption, that every study programme has some students who are still in search for their inner
selves; and their personal uncertainty about the subject of their studies, first, reduces the level of their
motivation and, second, becomes contagious to the others sharing with them the same environment.

3.3. What do | expect of a language teacher?

Given the fact that ‘language is highly linked with communication’, it is the teacher who is
expected to be ‘communicative and willing to establish relationship with students’. The latter teacher’s
feature was identified as the most important character trait as well as qualification attributed to the image
of a good teacher. Further to it, a good teacher is required to be:

- a charismatic, warm and helpful personality: ‘making students feel at home in the
classroom’ (RU17); ‘creating an appropriate learning environment with no tension at all’ (ES66);

- a role model professional, passionate about his/her subject, inspiring students to love
the subject of their studies: ‘promoting the usefulness of every language’ (ES22);

- systematic: ‘being able to provide the whole language system rather than concentrating on
separate themes” (NOR4) or ‘picking up topics randomly’ (RU27); ‘focusing on knowledge transfer
rather than assessment’ (FR56);

- encouraging and motivating: ‘preventing students from the fear of their mistakes’ (RU3) as
well as the dread of public speaking;

- inventive when designing classroom activities; individualizing the study process by
choosing the most suitable learning strategies according to the learner types: ‘arousing natural
curiosity to learn something more that would step over the boundaries of a mere home task’ (RU11),

- selective: ‘in choosing tasks for language learners’ as well as teaching materials which
should be ‘relevant to students’ life, not boring’ (20 informants);

- emphatic: ‘dealing with students’ mistakes in a nice manner’ (ES16);

- strict (though not too much) — ‘strong enough to ignore students’ complaints and excuses’
(RU21);

- facilitating the whole learning process, though, escaping dominance: ‘teachers should be
the guides who want to show the beauty of the language, all the opportunities that language can offer,
and to convey their knowledge in the best manner they can” (FR20);

- constantly improving themselves: ‘unfortunately, not many teachers understand that the
awarded diploma in not the top in their career ladder.’(ES66).

Nearly 90 per cent of the informants strongly believe that foreign languages should be taught by
the native speakers, as “their remarks and pieces of advice appear more credible” (FR19). There was
some uncertainty about the necessity of the physical presence of a language teacher in general, ‘when
there are so many means around you’ (NOR44), however, this discussion leads towards the last part of
the paper on foreign language teaching-learning methods.

3.4. How should languages be taught?

Learners’ exposure to a foreign language over fifteen years, although passed through pains and
gains, undoubtedly, has broadened their experience in how languages are or should be taught. Bearing in
mind the fact that language learning is highly dependent on every student’s learning style and personality,
the informants admit that everyday practicing is compulsory and within the scope of their responsibility.

The learners’ feedback of teaching methods present a number of ideas that could be generalized
in the following way. First, at school, foreign language learners are facing a constant change of teachers
and delivery of the targeted themes in ‘dribs and drabs’. Only the approaching examination does bring
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some system in the study process as well as psychological security for the learners. Second, every new
teacher brings a set of new methods, which make the learners ‘leave their [L. Ch.] comfort zones’
(NOR46) and ‘become more adaptable’ (RU9). Third, the prevailing tendency to avoid using the native
language in the lessons of a foreign language rather than applying some translation activities to ‘help us
feel each language’ (FR9), ‘disclose structural differences and similarities of both languages’ (FR28),
“unveil the impact of the native language’ leaves the majority struggling with a number of unanswered
questions, probably, for good. In some cases, the problems are solved with the assistance of a private
teacher or a foreigner’s consultancy. Therefore, the informants’ longing for some learner-friendly
environment has been voiced out in many narratives: a need for relaxing atmosphere full of interactive
activities, friendly teacher’s guidance where there is no room for doubt.

Visiting the country whose language is studied could be another way of gaining language
proficiency: ‘living abroad erases limitations of your vocabulary’ (89 informants). This idea can be
implemented with the help of Erasmus+ programme, temporal jobs in foreign countries, since ‘travelling
and exploring the country’s culture’ (57 informants) or ‘Work and Travel USA’ programme
(180 informants) are described as the best ways ‘to examine one’s level of language proficiency’
(34 informants).

The revision of the last year (2018) narratives gives us a hint that the role of a language teacher
is diminishing. One third of the informants think that learning with the help of IT provides ‘live
communication’, which is much more beneficial than ‘zeacher’s old-fashioned manner of teaching from a
text-book’ (FR7). They maintain they ‘can use some apps, watch movies, listen to songs and sing
themselves, Skype to your friends abroad, play games, refer to social media, or at least, take up an online
course” (52 informants). This particular group neglects the physical presence of a teacher and takes the
burden of learning difficulties on their own shoulders. Their opponents claim, that interactive lessons at
least remind them how to communicate, otherwise, ‘when glued to the screens of their iPhones’ (ES61)
they will finally forget about the natural manner of human communication.

4. Concluding remarks

The application of reflective narratives to foreign language teaching and learning turned out to
be one of the most successful means in language education when its manifestation was evident in the
following spheres:

- students’ collected data provided interesting material to be analysed from different perspectives;
- students’ positive attitude towards the method of introspection resulted in their sincere disclosure
of themselves, as language learners, as well as other agents involved in foreign language
teaching-learning process, and the methods applied to it. Bearing in mind the positive and negative
sides of the feedback, there is invaluable information for the teachers to reconsider.

Reflective narratives as a method could be highly recommended to any subject teacher for
self-analysis of his/her relationship with the subject, target students and the subject per se.
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Abstract

The rituals contain symbolic meaning about the culture of the peer group. It is likely that rituals frequently
indicate the inclusion or exclusion of specific individuals by the group. Currently South Korean society
began to diversify with an increasing number of immigrants and their families, which calls for a more
serious discussion on school adaptation of children from multicultural families. This study examined
community experiences of a Mongolian-Korean child through peer interaction rituals over time in the
preschool classroom, South Korea. The theoretical framework of this study is based on interaction ritual
chain and multicultural education theory. The methodology consists of a qualitative case study approach.
The research classroom is a 5 years of age class has 8 boys, 12 girls, and one teacher, which has one
Mongolian-Korean boy and the others are Korean children. The data were gathered through classroom
participant observations 3 hours a day, twice a week for 6 months and interview with a Mongolian-Korean
boy, his Mongolian mother and teacher. The data were analyzed by conducting content and meaning
analysis. In the research, a Mongolian-Korean child’s community experiences were related to transition to
group emotions, symbol, and memories over time. The results showed that 1) in the beginning of the
semester, he used to ask for help from his teacher whenever he meets conflicts among friends and have
often an angry expression during free paly time. But he has changed to share positive group emotions
between friends through peer interaction rituals 2) in the beginning of the semester, he was interested in
‘dinosaur’, which was his private symbol and he didn’t want to let friends know the information about it.
But he has changed to explain dinosaur to his friends and ‘dinosaur’ has become the group symbol 3) in the
beginning of the semester, he didn’t say to friends about ‘Mongol’, which was just his mom’s hometown
and his private memories. But he has changed to introduce to friends about Mongol and ‘Mongol’ has
become group memories as a common story after project activity. These results described peer interaction
rituals that contribute to make a sense of community in preschool settings and offered suggestions for
creating multicultural classroom community.

Keywords: Young children, peer interaction rituals, community, multicultural classroom, preschool.

1. Introduction

There are currently 141 million immigrants living in South Korea and 2.8% of the overall
population. Multicultural families are 31 million 6 thousand households and the household consisted in a
Korean father and immigrant mother make up 36.6% of them. Young children from multicultural families
make up 56.4% of multicultural families (KOSIS, 2017). Young children from multicultural families are
more likely than non-multicultural children have struggles of preschool adjustment in South Korea (Oh,
2011). They tend to show individual and alienated play to perception of surroundings, unconditional
patience, observation, imitation, and interaction through paly with limited friends (Leem, 2013). So, many
researches have examined their social development and peer interaction patterns in preschool (Kim & Park,
2010; Lee, 2013; Park & Lee, 2010), but little effort to focused on their community experiences through
classroom rituals.

Rituals comprise symbolic actions that create social orders (Hallett, 2007) and ritual performances
are expressed through everyday interactions (McLaren, 1987). Routines and rituals can be distinguished
along three dimensions: communication, commitment, and continuity (Fiese, Tomcho, Douglas, Josephs,
Poltrock, & Baker, 2002). For example, during the mealtime, routine communications are typically direct
and instrumental but ritual communication is symbolic. That is, the use of nicknames, inside jokes, and
terms of endearment reinforce individuals’ role in the group and hold meaning for those inside the family.
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And the commitment to routine is task oriented setting, clearing, washing dishes but ritual is affective and
emotional. The continuity to routine focus on food time limited role repetition but ritual focus on group
belonging, cross-generational symbolic referents, future planning.

In the interaction ritual chains theory, participants share interests through rituals and experience
mutual subjectivity and emotional connection, finally they feel a strong sense of belonging (Collins, 2004).
Collins (2004) argues that interaction rituals produce emotional energy, the gathering of which is a central
motivating force for individuals. Affect is the engine of social order. Those interaction rituals that are most
effective in generating emotional energy are the ones that bolster institutional stability.

Especially, children form their own rituals separately to adults, which may be evinced in paly and
talk. The rituals contain symbolic meaning about the culture of the peer group. It is likely that rituals
frequently indicate the inclusion or exclusion of specific individuals by the group (Kyratzis, 2004).
Therefore, this study examines community experiences of a Mongolian-Korean child through peer
interaction rituals over time in the preschool classroom, South Korea.

2. Methods

2.1. Design

This research was designed as a case study. The case study enables to obtain holistic and
meaningful features about real-life events (Yin, 2009). The preschool has 99 children ranged from 2 years
to 5 years and 17 teaching staffs, is located in G city, South Korea. The research classroom is a 5 years of
age class which has 8 boys and 12 girls. The class has one Mongolian-Korean boy and the others are Korean
children. Most of the children belonged to middle-income families, and the Mongolian-Korean boy’s family
has a Mongolian mother and a Korean father.

2.2. Data collection

Participant observation was carried out for 6 months (from April to October, 2018, except
vacation), three hours each day, twice a week in the classroom. Observation was focused on
Mongolian-Korean boy’s narratives, behaviors, and face expression through peer interaction rituals during
free play time, circle time, mealtime etc. And the semi-structured interviewed conducted with an assistant
principal, a class teacher and a Mongolian mother of a participant boy. Also, class curriculum, school
newsletter and a Mongolian-Korean boy’s educational portfolio were collected.

2.3. Data analysis

In the data analysis process, observation data, interview data, printed documents and educational
portfolio were brought together, and transcripts were constructed. Two step process was used in the analysis
of the transcripts. In the first phase, the data set was content-analyzed in terms of peer interaction ritual’s
types and functions. In the second phase, meaning analysis was conducted in order to figure out the
community experiences of a Mongolian-Korean boy.

3. Results

A Mongolian-Korean child’s (assumed name: JUNHO) experiences of community were related to
transition to group emotions, symbol, and memories over time through peer interaction rituals. Classroom
rituals were included in ‘monday morning prayer’, ‘everyday luxury greeting’, ‘listening attitude chant in
the circle time’, ‘thankful chant before lunch’, ‘taking a group picture in the peer birthday party’, ‘peer
interaction signs to gather peers and start off play.’

3.1. Transition from negative emotions to positive emotions

In the beginning of the semester, he used to ask for help from his teacher whenever he meets
conflicts among friends and have often an angry expression during free paly time. But he has changed to
share positive group emotions(smile, laugh, shout) between friends through peer interaction rituals. In the
interaction ritual contexts, a good example for making group emotion is ‘sharing of laughter” and laughter
is likely to ‘repeat rhythm’(Collins, 2004). At the end of the semester, Junho laughed frequently and played
with his friends joyfully.
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3.1.1. The beginning of the semester: looking at his teacher with a tearful face. 5 boys are playing
top-spinning game in their classroom

JUNHO: (looking at fiiends’ play for a long time) “me!”

CHID A4: “I am playing with top, now” (he doesn’t give a top to Junho)

JUNHO: (look at his teacher with a tearful face)

TEACHER: “A, can you give one of them to Junho?”

CHILD A: “No, I am playing with friends”

JUNHO: “teacher, A said to me ‘you can’t play with top’”

Finally, Junho ended free play time without having a top

3.1.2. The end of the semester: playing with his friends joyfully. 5 children play hide-and-seek
outside
CHILD B: “Come out, come out, wherever you are!”
Junho and other kids hide behind trees and lay in wait
... (After a while)
CHILD B: “I am going to find you”
... (After a while)
CHILD B: “I can't find you!, Junho, Come out, please”
JUNHO: “Wow! I am here! (with a laugh)”
Finally, Junho becomes a new tagger and repeats the play

3.2. Transition from his private symbol to the group symbol, ‘dinosaur’

In the beginning of the semester, he was interested in ‘dinosaur’, which was his private symbol
and he didn’t want to let friends know the information about it. But he has changed to explain dinosaur to
his friends and ‘dinosaur’ became the group symbol. As well as actions and interactions, rituals are also
associated with symbolic objects. Symbolic objects communicate ideas, values or attitude among children
(Maloney, 2000).

3.2.1. The beginning of the semester: private interest in different types of dinosaur. At the
snack time

JUNHO: (1o A, sitting the next seat) “Do you know what the strongest dinosaur is?”

CHILD C: “Tyrannosaurus!”

JUNHO: “No!”

CHILD A4: “Then, what is it?”

CHILD B: “What is it? ’(to Junho)

JUNHO: “Um... I don’t know, I won't tell you”

3.2.2. The end of the semester: giving his dinosaur’s information to his friends. CHILD A:
(to me) “Teacher, do you know ‘Nanotyrannus’?”’

RESEARCHER: “No, I just know Tyrannosaurus.”

CHILD A: Really? We all know the dinosaur names.”’

RESEARCHER: “Junho is a Dr. Dinosaur in this class, right?”’

JUNHO: “my friends do know about the dinosaur well.”

CHILD A, B: “Junho told us that”

3.3. Transition from his mom’s hometown to group memory and story, ‘Mongol’

In the beginning of the semester, he didn’t say to friends about ‘Mongol” voluntarily, which was
just his mom’s hometown and his private memories. But he has changed to introduce to friends about
Mongol and ‘Mongol’ has become group memories as a common story after ‘bank” project activity. In the
ritual theory, group stories could make common emotions and memory finally, they could experience sense
of community (Wulf, 2013).

3.3.1. The beginning of the semester: Mongol is his mom’s hometown. JUNHO: “my mom’s
hometown is Mongol, did you know that?”

RESEARCHER: “Yes, do your friends know about that?”

JUNHO: “I'don’t know!”

TEACHER: (to Junho) “Your mom made a Mongol cake and you brought it, one day ”

JUNHO: “Yes! My friends said that the cake is good”

RESEARCHER: “Have you ever told your friends about Mongol?”

JUNHO: “No!”
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3.3.2. The end of the semester: talking about his experiences in Mongol to his friends.
TEACHER: When we had a ‘bank’ project activity, Junho was in Mongol with his parents.

So, I asked his mother for taking picture of Mongol’s bank and money.

She posted Mongol bank and money pictures in class online café.

I and children could talk about Mongol’s bank in the project time.

After Junho came back to Korea,

We had a circle time and he said his experiences in Mongol to his friends.

After that, children became interested in the Mongol.

They often ask to Junho Mongol’s house, foods, play, his relatives living in there etc.

Some kids said to me ‘[ want to go Mongol later”

4., Conclusions

These results showed that a Mongolian-Korean child’s adjustment and experiences of community
through peer interaction rituals which are evinced in paly and talk over time. It described peer interaction
rituals that contribute to make a sense of community in preschool settings. And it showed that the
experiences of community were related to share to group emotions, symbol, and memories. The findings
suggest that further studies on peer interaction ritual’s roles for creating multicultural classroom community.
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Abstract

Trend thinking is about becoming aware of changes in the user within the context of a specific culture
that can affect the future success of products in the marketplace and even the marketplace itself. Learning
about abductive reasoning is important to understand for this type of critical thinking. This paper provides
an overview of some concepts and processes used to promote critical thinking in an undergraduate upper
level course taught in the College of Design at the University of Minnesota on communicating trends.
Students who take the course come from the College of Design as well as various other colleges at the
University of Minnesota.

Keywords: Design, trends, future, critical thinking, learning.

1. Introduction

This paper provides an overview of some concepts and processes used to promote critical
thinking in an undergraduate upper level course taught in the College of Design at the University of
Minnesota on communicating trends. Students who take the course are from the College of Design as well
as various other colleges at the University of Minnesota and the course does not require design
prerequisites. This means that students come from diverse disciplines, and concepts taught in the class
cannot assume any former design experience.

Throughout the term, the class is organized into a team of 4-6 class members with each team
composed of a spectrum of their self-defined expertise. Individuals within the team engage in a series of
projects involving a user identified as other than oneself in the collective marketplace. Data must be
collected and coordinated into a series of inferences by the team members to apply to a market
segment—usually identified by age, gender and other characteristics, such as event, location including
climate, season, as well as such characteristics as the preferences of the user. The schedule allows time
for individuals and teams to present their work to the class for discussion and critique. Ample time is
provided to allow the full class to digest how projects are organized: how to recognize individual and
collective behaviors; how to optimize clues, symptoms, analogies, scenarios and hunches; and how to
integrate concepts.

The concept of trends in the broadest sense, involves keeping abreast of those changes that occur
within a culture and can be described as an anomaly or deviation from the norm (Raymond 2010). Trends
can occur long term or short term. A trend can be century long and involve major life style changes.
An example of a long-term trend is the 20" century trend toward democratization of dress that involves
casual dressing with fewer categories of clothing worn for a wide variety of occasions and that do not
differentiate status. This has been possible with the increasing mass and global production that has
resulted in affordable, albeit cheap products, often of low quality. Now everyone can afford this casual
look! And with this long-term trend toward casual dressing has come short term trends accompanied by
descriptive language. Terms such as athleisure, a combination denoting leisure and athletic wear, are
coined to describe and market such democratizing trends related to specific products.

Trend thinking is critical thinking to learn how to observe the behavioral changes that are in
process within a culture and how this might influence the user. Trend thinking activities thus demonstrate
a process by which students can become acquainted with anticipating the future. Trends are a prediction
of something that may likely occur in a certain way—"specifically something that will be accepted by the
average person” (Vejlgaard 2008, p.7). In this information rich era, what is “trending” is critical to
understand for anyone involved in the design of consumer products or services. When design is
approached from a human-centered, behavioral, change-making perspective, designer, maker, and user all
become informants of the process and the associated trend analysis (Goncu-Berk 2018).
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2. The process of trend thinking

Trend thinking is reasoning that involves a combination of the familiar inductive, deductive
reasoning and the less familiar abductive reasoning process (Fisher 2018). Abductive reasoning is
sideways thinking in which the researcher engages in collecting data but then must consider how it all
associates. It requires integrative skills, the result of which may not be considered entirely logical. It often
takes a creative leap to come forward with something new and useful. Abductive thinking proceeds in an
orderly and methodical way toward the development of useful inferences. Inferences result from hunches,
clues, symptoms, analogies, and scenarios. To accomplish this kind of critical thinking requires intensive
data collecting and the application of abductive reasoning.

When compared with the process of design thinking, the process of trend thinking has some
similarities. Aspelund (2015) outlines steps or stages of the design process. He explains that at every
stage, the student must pause, evaluate, and reflect upon the research being done. In like manner the
process of trend thinking involves a step-by-step process based upon following a procedure, and
evaluating and reflecting upon the outcome. Design thinking according to Kelly and Littman (2001) is
research involving the user in defining the problem.

The process of trend thinking means learning through a series of experiences that provide
building blocks that inform outcome. Research begins with techniques for learning how to examine the
pertinent data through both desk and field research. Desk research delves into literature on theories about
the direction of trends, who is involved and at what pace. For example, the user is characterized in terms
of who is first and last to follow a trend direction, length of time a trend exists according to certain
characteristics. Field research involves how to observe and take note of what is happening around you,
being curious, flexible, and open to change. It means being willing to characterize first you as the user in
terms of likes and dislikes, life-style preferences, attitudes and behavior and then to discern this
experience of individual characterization in others. As the researcher collects data, the relationship of the
forecast to the user, the product and marketplace become input for the trend. The following exercise,
“From me to we” helps a student to understand himself as the user of products and how that translates to
self as part of a collective.

2.1. From me-to-we

Because apparel design, production and marketing usually involve the concept of the collective,
this product category is useful for trend thinking as an educational tool that allows the student researcher
to learn the difference in perspective of oneself as an individual compared to another, and then how the
perspective of oneself informs collective behavior (Blumer 1969). Change in the expression of self
involves both individual and collective behavior. An example of individual expression would be if a
person strives to be uniquely individual in dressing, eating, or in choices of entertainment and stands out
in this individual expression from peers; such a leader in the trend is often characterized as an early
adopter. An example of collective expression would be if a person notices that those in the cohort group
of the trend leader are thinking or acting in a similar way. There is a tension created when a person wants
to conform as both part of a collective expression and at the same time, wants to express himself
individually.

From “me-to-we” is a useful concept in trend thinking, First the researcher must examine and
understand his or her own behavior —i.e. needs, desires, likes and dislikes. Through self-directed
questions, this exercise probes favored product attributes. The student researcher can become aware of his
own preferences and by comparing them to others on his team, can sort out similarities to others within
his cohort group. An objective in this process is to eventually move outside one’s own cohort group and
learn how to discover the behaviors of another external group different from one’s familiar cohort in such
aspects as age, preferences and lifestyle. Learning the perspective of another group is useful when
designing or marketing products.

2.2. From visual to verbal

Documenting is an important means of collecting data that can provide both visual and verbal
insights. Because students in this class are not always used to the power of the visual and relating the
visual to verbal explanations, they are encouraged to collect such data in a notebook. Most students have
access to a smart phone and both the camera and audio recording features included can be used to
document both desk and field research. Students learn the importance of the visual as well as how to use
the visual optimally to provide verbal detail and richness to their findings. Specific meanings can come
from analysis of data derived from photo documentation. Students are encouraged to engage in exploring
the visual as means to develop or interpret the verbal. Such notebooks vary in their use, but as students
become familiar with the opportunities of this assignment, they often explore visual relationships through
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collage, for example placing photos along a timeline or on a continuum according to positive or negative
reactions of the user.

Once the student researcher learns about these two concepts, e.g. me-to-we and navigating visual
and verbal connectional information, then one can move on to the user being studied as an individual and
as a collective. Now the student proceeds to desk and field research.

3. Desk research

3.1. Key quotes

An example of desk research involves integration through significant concepts addressed in the
literature. Students are asked to integrate concepts when examining data that already exist, such as census
data or readings that address existing trend theories, and ideas of forecasters that can be applied to their
projects. To do this, students are asked to select a “key quote” from a current reading assignment and then
to find support or an expansion of that idea from previous readings. Writing a summary coordinating
ideas from the readings is the final task. This integration of readings requires reflection and abductive
reasoning. Desk research of a student who integrated readings from several sources follows:

“This quote relates heavily to trend thinking because forecasting is at the center of trend identification
and analysis. This article lays out the types of forecasting and necessary sources of information
needed to make accurate forecasts about fashion trends. Trend thinking requires one to think as a
forecaster by analyzing the greater global markets across multiple industries to identify mega and mini
trends that can affect certain consumer segments. Forecasting does just that through specialized
professions with specialized education and experiences. Mega trends are those that reflect a cultural
shift that becomes influential in changing the way people view themselves. An example of a
mega-trend is the greater acceptance of gender neutral and non-binary clothing. Mini-trends are those
that are fleeting and evolve from season to season. This could be a color, fabric or silhouette that is
gone by next season (DeLong, 2018).”

(Report of student in class 3217.)

This assignment repeated throughout the semester forces the student to reflect upon and integrate
readings. Scenarios can further critical thinking.

3.2. Scenarios

Futurists who often create more expansive scenarios provide a useful basis for predicting
adjacent trends, such as the increase in the use of Internet retail and e-commerce, or social networking
(Singh 2012). Most industry professionals spend time thinking about how forecasts will affect the success
of their products within the available markets, and scenarios help to focus and enhance the exercise of
integrating readings for students. A scenario narrative explores the future use of a product from a user’s
lifestyle point of view. Such scenarios can make design ideas more explicit. As Martin and Hanington
(2012) suggest, scenarios should focus more on what technology might enable than on the details of
technology. For example, the above student quote from the readings could be explored further with the
following scenario:

Future Scenario: In year 2035 the number of retail stores has diminished, and retail has gradually
given way to online shopping for a majority of users in the US. In addition, the government has urged
all populations to adopt sustainable products because of the sheer glut of non-biodegradable
products—both new and used-- that are stockpiled around the country.

Questions: How would the design of products change under these circumstances? How could
individual expression be achieved? What could become a mega-trend?

Solutions considered by students include products designed for second use; products that are
biodegradable; multiples designed in basic shapes and colors to serve both the gendered and
gender-neutral markets; body modifications such as tattoos to achieve individual expression.

The teams address outcomes of such a scenario: the differences that could occur in changes in
shopping behavior; design for those seeking gender neutral clothing; how designers would change the
product.

Such scenarios call for further integration of ideas that are best informed when backed by
research. The teams who engage in such a strategic planning tool help create a shared product vision for
the future. But such a shared vision involves field research.
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4. Field research

4.1. Participant observation

In sociology and anthropology participant observation is a process by which one learns to
maintain a sense of objectivity while participating in a familiar or unfamiliar activity —The process
involves first being a careful observer, a good listener and being open to the unexpected (Kawulich 2005).
Second, this process means once you have walked away from the activity being observed, to quickly
record what is remembered and then to distance yourself from the immediate activity to analyze what is
happening. At first the activity can be a familiar one. Students have selected; riding on the bus between
campuses, eating out at a restaurant, attending a theatrical production, or handing out treats at Halloween
in their neighborhood. For example, here is a student observing and reflecting upon how current
experience compares with her past experience of dressing in costume for Halloween:

“For this event, I observed the trick or treating event at 50" and France storefronts on Saturday,
October 27. Growing up, the majority of costumes | would see were store bought and consisted of a
lot of superhero’s, princesses, and popular TV or movie characters. During the trick or treating event
I barely saw any boys dressed as a super hero or a girl decked out in a princess dress from the Disney
store. The majority of the costumes were either DIY ideas found on Pinterest or food, which was very
surprising. Children were dressed as Tacos, donuts and watermelon which made me laugh because
that is something | never would have thought to dress up as a child. The most creative DIY costume
I saw was a cup of hot coco. The girl had made her costume as a mug and put little white balloons
around her neck area to act as marshmallows. She had even added a design to the fabric mug and
monogrammed her initials on it. | really appreciated the out-of-the-box thinking by both parents and
their kids when it came to selection of a Halloween costume to wear this year. It shows that as
consumers become more creative, they are less willing to pay for the over-priced, low quality, generic
costumes that can be purchased ready-made.” (Report of Student in class 3217)

This means being flexible with what is observed and being able to relate observation to past
experience. With practice in participant observation, one can move from the familiar to observe the
unfamiliar. It takes effort to go beyond the familiarity of one’s own experience and group to consider
another group without becoming resistant and judgmental in the outcome. It means learning about being
an astute observer and learning to create a certain distance not only from your familiar group but also to
the other group.

4.2. Make the familiar-strange
Learning how to make the familiar strange is a possible outcome of participant observation. It
means bringing to awareness the habits that influence us. Only when we do not take for granted those
familiar experiences can we accept some measure of objectivity in our thinking. Then the “what if” and
the “where for” can begin to take shape. Here is a student quote that begins to address the “what if”:
“Sustainability has been a crucial factor in many parts of society that has hit a high in recent years,
especially in fashion. Many fashion brands have recognized the importance of the environment and
sustainability and have made significant changes to how they operate and manufacture clothing.
However, many of these companies still operate in the realm of fast fashion. Due to this, consumption
increases and will remain high even with their green initiatives to combat environmental issues,
because consumers will continue to buy goods and not stop.” Report of Student in class 3217
This significant quote could be expanded with a scenario or at least a discussion of fast fashion and
the current concept of slowing the pace of fashion and what sustainable practices could be involved
(Clark 2008).

5. Conclusion

These concepts and processes are examples of trend thinking that require much reflection that is
not only individual but also involves group thinking. The important trend thinking occurs when the user is
considered within the context of the current time but also becomes part of the prediction for the future. As
students become informants in the trend thinking process, they can regard change to be related to our
physical and cognitive needs, and to our social and emotional needs. If they consider change in this way,
they could trend toward having a more sustainable world because the design and marketing of products
would be based upon abductive reasoning that takes serious data collection using both desk and field
research and provides an opportunity to engage in this type of reasoning process that relies on hunches,
inferences and “what ifs”.
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Abstract

A review of undergraduate arts and design programmes offered in Portuguese public higher education
revealed some form of computer programming is included in about half of the curricula. This paper aims
to address a gap in scholarship about arts and design students’ acceptance of programming. A study was
conducted which applied a survey instrument based on the Unified Theory of Acceptance and Use of
Technology to a sample of students enrolled in those arts and design programmes that include computer
programming units. Out of 270 valid responses, 44.8% of students reported to be already familiar with
computer programming and 28.5% reported to be currently learning. Their level of familiarity was found
to correlate with students’ views of the utility, effort, peer approval, self-efficacy and anxiety associated
with programming. Among students familiar with programming or currently learning, it was also found
those perceiving the activity as voluntary were more likely to harbour a positive perception of its utility
and effortlessness, while reporting less anxiety. Positive perceptions of utility, effortlessness and peer
approval were also found to correlate with students’ intention to program or to learn computer
programming, while higher anxiety had a strong negative impact on that intention. Female students,
comprising 57% of participants, were more likely to see with greater anxiety the perspective of
programming computers. Students’ anxiety is therefore a challenge for educators, and efforts to demystify
the topic and to mitigate differences between genders in programming acceptance should be encouraged.
Given the present prevalence of computer programming in arts and design curricula, scholars are also
encouraged to conduct further research, including case-studies and wider technology acceptance surveys.

Keywords: Higher education, arts education, technology acceptance, computer programming, student
survey.

1. Introduction

There were approximately 15500 students enrolled in 105 undergraduate arts and design
programmes in Portugal’s public higher education institutions during the academic year 2016-2017,
according to data published by the Portuguese Ministry of Science, Technology and Higher Education
(DGEEC, 2017). Those programmes include a wide range of specialities, such as visual arts, music and
other performing arts, multimedia, communication design, product design, or architecture. Examination
of each programme’s curricula allowed the researchers to identify 43 programmes that include one or
more mandatory units on the topic of computer programming, as well as 7 programmes including elective
units on the subject. Overall, it was determined that approximately 7650 arts and design students enrolled
in public higher education will have the opportunity to learn computer programming while taking their
undergraduate degrees, and that 6400 of those students will indeed be required to complete at least one
mandatory unit on the subject. Still, there is little research on these students’ opinions and attitudes
regarding computer programming. This paper thus presents the main findings from a study on computer
programming acceptance by arts and design undergraduate students, which follows up on a preliminary
survey by the researchers (Morais, Morais, & Paiva, 2018a).

In the Unified Theory of Acceptance and Use of Technology (UTAUT) technology use is
understood as the dependent variable, which in turn is predicted by Behavioural Intention, a view shared
by multiple technology acceptance models (Venkatesh, Morris, Davis, & Davis, 2003). In formulating
UTAUT, its authors reviewed multiple such models and hypothesized three constructs — Performance
Expectancy, Effort Expectancy, and Social Influence — as determinants of Behavioural Intention to use a
technology, while hypothesizing an additional construct — Facilitating Conditions — as a direct
determinant of actual use. In UTAUT, Performance Expectancy is defined as the degree to which users
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perceive a technology as useful for achieving their goals; Effort Expectancy as users’ perception of ease
of use and learning; Social Influence as users’ view of other people’s expectations towards their use of
that technology; and Facilitating Conditions as users’ belief their technological and organizational
environment supports using that technology. Venkatesh et al. also tested three other constructs — users’
own Attitude Towards Use, users’ Anxiety about the technology, and users’ perception of Self-Efficacy
in using the technology — and didn’t find them determinant of either Behavioural Intention or actual
technology use. In addition, UTAUT also proposes that the relationships between constructs and
dependent variables are moderated by users’ age, gender, experience, and the degree to which they feel
their use of a technology is voluntary.

According to the original paper, UTAUT explains approximately 70% of the variance in
Behavioural Intention and 50% of the variance in technology use when the moderating variables are
included in the analysis (Venkatesh et al., 2003). Recent literature reviews corroborate the adequacy and
the widespread use of the model in educational technology research (Khechine, Ndjambou, & Lakhal,
2016; Williams, Rana, & Dwivedi, 2015), while also demonstrating the application of UTAUT to a wide
spectrum of technologies. UTAUT was therefore considered an appropriate model for studying arts and
design students’ acceptance and use of computer programming.

2. Methodology

The present study applied an online survey instrument based on the Unified Theory of
Technology Acceptance and Use to an opportunity sample of students enrolled in Portuguese public arts
and design undergraduate programmes where computer programming is included in their curricula. The
researchers devised a survey including items measuring Performance Expectancy, Effort Expectancy,
Attitude Towards Use, Social Influence, Facilitating Conditions, Self-Efficacy, Anxiety, and Behavioural
Intention (Venkatesh et al., 2003) as seven-point Likert scales in disagree-agree format. Recent research
has revised some of the hypotheses in Venkatesh’s original UTAUT paper and validated Attitude
Towards Use as a direct determinant of Behavioural Intention (Dwivedi, Rana, Jeyaraj, Clement,
& Williams, 2017). In addition, given the topic of computer programming, a measure of students’
Self-Efficacy and Anxiety towards that activity was considered very valuable on its own.

Moderating variables in the UTAUT model, such as gender and age, were collected through
demographic characterization questions. Experience was presented as a ternary option between no
knowledge of programming, currently learning, previous familiarity. Perceived voluntariness of use
followed the original authors’ use of a single seven-point scale from fully mandatory to fully voluntary
(Venkatesh et al., 2003). Participants with some experience of computer programming were also asked to
self-report their usage frequency and intensity, following the scales proposed by Davis (Davis, 1986). The
questionnaire was written in Portuguese and validated by a focus group of students and by retroversion by
an independent professional translator and subsequent comparison to the original items.

2.1. Data collection

The researchers contacted the academic coordinators for the 50 arts and design programmes
previously identified and asked them to forward the survey, which had been prepared as a Google Form.
Responses were collected during two periods, March to April and September to October 2018, as not all
recipients responded and forwarded the survey to students at the same time. On aggregate, 344 responses
were obtained from students in 18 different institutions. After excluding responses from students
attending programmes outside the scope of this study, a sample of 270 valid questionnaires was obtained.

2.2. Data analysis

The SPSS 24 software was used for analysis of the valid questionnaires. Item groups
corresponding to the UTAUT constructs were analyzed for internal reliability. Responses were grouped
by participants’ knowledge of computer programming, as students that reported no knowledge of the
topic had received some of the questions in slightly different form. In any case, Performance Expectancy,
Effort Expectancy, Attitude Towards Use, Facilitating Conditions, Self-Efficacy, Anxiety, and Behavioral
Intention were all found to have an adequate or better level of reliability (Cronbach’s a > .7), as defined
by Nunnally (1978). Factor analysis also corroborated these constructs’ consistency. However, Social
Influence was revealed to factor into two components among students without knowledge of
programming and among those learning for the first time. Two Social Influence items related to
institutional support of programming, which presumably made little sense to those students, were
removed. The remaining two items were found to have excellent reliability (a > .8) and are equivalent to
the items composing the Subjective Norm construct from the Theory of Planned Behaviour, which is
defined as the influence of peers and people the individual regards as important (Ajzen, 1991) and was
included in the UTAUT model.
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3. Results

Out of 270 participants, 121 students (44.8%) reported familiarity with some form of computer
programming, 77 (28.5%) reported to be learning for the first time, and the remaining 72 (26.7%)
reported no knowledge of the topic. 217 students (80.4%) have or will learn computer programming while
taking their degree, while the remaining, presumably enrolled in a programme where programming is
elective, reported choosing not to. Table 1 presents participants’ gender, age, and the programme year
they were attending, broken by students’ reported experience. For clarity, age and seniority are presented
as groups, even though their values were collected and analysed as continuous integers. Please note that
most undergraduate arts and design programmes in Portugal are three years long.

Table 1. Demographic characteristics of the students and their level of programming experience.

No knowledge Learning Prior knowledge Total
(n=72) (n=77) (n=121) (n=270)
n % n % n % n
Gender Female 46 29.9% 51 33.1% 57 37.0% 154
Male 26 22.4% 26 22.4% 64 55.2% 116
Age 18-20 35 25.5% 51 37.2% 51 37.2% 137
21-24 29 28.7% 19 18.8% 53 52.5% 101
25-34 6 25.0% 5 20.8% 13 54.2% 24
3B+ 2 25.0% 2 25.0% 4 50.0% 8
Year 1st year 20 27.0% 34 45.9% 20 27.0% 74
(Seniority) | 2nd year 21 29.6% 19 26.9% 31 43.7% 71
3rd year 22 23.7% 21 22.6% 50 53.8% 93
4th year + 9 28.1% 3 9.4% 20 62.5% 32

Students were also asked to report their daily computer use, and strong Spearman 2-tailed
correlations were found between greater daily computer use and knowledge of programming (p < .001).
Neither gender, age, or seniority were found to correlate with students’ level of programming knowledge.

3.1. Acceptance and use factors

Computed means and standard deviations for each UTAUT construct are presented in Table 2,
broken by students’ programming experience. Since the original scales ran from -3 (full disagreement) to
3 (full agreement), a positive Performance Expectancy reflects an agreement with programming being
useful, while a positive Anxiety reflects an agreement with programming being intimidating.

Table 2. UTAUT constructs’ mean responses and students’ programming experience.

No knowledge Learning Prior knowledge
(n=72) (n=77) (n=121)
Mean St. dev. Mean St. dev. Mean St. dev.

Performance Expectancy 0.15 143 0.68 143 1.07 143
Effort Expectancy -0.95 1.24 -0.69 1.21 0.10 1.48
Attitude Towards Use -0.35 1.64 0.25 1.59 0.91 1.74
Social Influence - - - - 0.22 1.51
(Subjective Norm) -1.49 1.52 -0.55 1.57 0.06 1.73
Facilitating Conditions -0.62 1.29 0.16 1.56 0.72 1.50
Self-Efficacy -0.80 1.17 0.26 1.31 0.75 1.27
Anxiety -0.22 1.47 0.13 1.28 -0.58 1.52
Behavioral Intention -1.99 1.21 -0.08 2.04 0.25 2.11

Analysis found compelling Spearman 2-tailed positive correlations between students” knowledge
of programming and their Performance Expectancy, Effort Expectancy, Attitude Towards its Use, their
influence by Subjective Norm, their regard of the Facilitating Conditions, and sense of Self-Efficacy
(all p values < .001). A suggestive correlation between more programming knowledge and less Anxiety
was also found (p =.027), however it was students that were learning to program that reported the highest
Anxiety. Behavioural Intention to use or learn programming also correlated very strongly with students’
knowledge (p < .001). Students without that knowledge were very likely to report having no intention to
learn or use it in the future. Note that 53 participants in the survey, presumably taking degrees where the
subject is elective, had reported no plans of learning to program while taking their degree.
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Application of the appropriate analyses while grouping responses by participants’ programming
knowledge yielded correlations worth noting, which are detailed in the following three sections.

3.1.1. Students without any knowledge of programming. Among students without any
knowledge of programming, analysis found a persuasive Pearson 2-tailed correlation in which older
students were more likely to report less Anxiety towards programming (p = .008). However, strong
negative correlations were found between students’ seniority and both their influence by Subjective Norm
(p < .001) and their Behavioural Intention (p = .002). Regardless of age, students closer to finishing their
degree, presumably with their interests consolidated, were thus more likely to feel less peer pressure
regarding learning programming and to have a lesser inclination to do it.

Spearman 2-tailed analysis yielded a positive correlation between students’ time spent daily
using a computer and their Performance Expectancy of computer programming (p = .001). Persuasive
correlations between students’ gender and some UTAUT constructs were also found. Female students
were more likely to regard learning and using programming with greater Anxiety (p = .006), while male
students reported more positive views of the Facilitating Conditions (p = .006).

3.1.2. Students currently learning programming for the first time. Among students learning to
program for the first time, Spearman 2-tailed analysis found significant correlations between their gender
and their acceptance of computer programming. Male learners were much more likely to harbour better
Effort Expectancy (p = .005) and Attitude Towards Use of programming (p = .001), as well as a better
view of the Facilitating Conditions (p = .009). Male students were also somewhat more likely to report a
better Performance Expectancy (p = .020) and Self-Efficacy (p = 0.20). A conclusive correlation showed
female students were again more likely to regard programming with greater Anxiety (p = .002) and in
addition were also somewhat less likely to manifest a Behavioural Intention to program in the future
(p =.029).

Students learning programming were asked to report on their perceived voluntariness of
programming use and compelling correlations were found between greater voluntariness and better
Performance Expectancy, Effort Expectancy, Attitude Towards Use, as well as less Anxiety (all p <.001).
Greater perceived voluntariness also showed a very strong correlation with a greater Behavioural
Intention to program (p = .001).

3.1.3. Students already familiar with programming. Among students that reported prior
knowledge of computer programming, Spearman 2-tailed analyses also yielded significant correlations
between their gender and their computer programming acceptance. Male students were more likely t