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Kevin Marjoribanks: A life in education in context'

Alan Russell
School of Education, Flinders University, Australia Alan.Russell@Flinders.edu.au

The passing of Emeritus Professor Kevin Majoribanks on the 29 April 2006 occurred
at a time of continuing high level scholarly productivity. The present paper celebrates
some of the accomplishments from his long career. It takes a developmental
orientation, beginning with the early stages of his career in education and his choice
of inequalities in educational outcomes as the core long-term focus for his scholarly
endeavours. His emphasis was on family and school environments as the origin of
inequalities in educational outcomes. His empirical work drew on both the conduct of
large-scale longitudinal studies and on the analysis of secondary data. His scholarly
achievements are reflected in the formulation of a series of increasingly
comprehensive causal models linking environments to educational achievement and
occupational attainment. His approach to research and theory construction offers a
model for future scholars in educational research. Foremost, his achievements
provide a foundation on which those future scholars can build.

Kevin Marjoribanks, educational outcomes, inequalities, causal models, environments

Emeritus Professor Kevin Marjoribanks (1938-2006) was a pre-eminent scholar in the
international education community over several decades. His passing on 29" April 2006 occurred
at a time of high level productivity and continuing contributions to the empirical and theoretical
literature. The present article describes and comments on some of Marjoribanks” main empirical
and theoretical contributions, including their origins and development over the nearly four
decades of his academic endeavours that included more that 200 scholarly publications. It is
intended as a celebration of his accomplishments and as an account of the strategies and processes
associated with the development of a career at the highest level in educational scholarship and
higher education. It begins with an outline of the central issue or passion that directed his
scholarly pursuits over the course of his academic life.

INEQUALITIES IN EDUCATIONAL OUTCOMES

Marjoribanks’ 1970 PhD thesis is the best place to begin in order to identify his central issue or
passion. In fact, the focal point of that thesis provided the core direction for the rest of his
scholarly endeavours. The topic of the thesis was “Ethnic and environmental influences on levels
and profiles of mental abilities”. Its first sentence was: “A variety of educational programs have
been developed with the intention of ameliorating ethnic group inequalities in educational
achievement.” (1970, p.2). This is the first pointer to his career focus on inequalities in
educational outcomes. The consistency of this overarching focus on inequalities in educational
outcomes can be seen from any cursory glance at his subsequent list of publications. However,
the consistency is well illustrated by the first sentence of what can be described as a late effort to
integrate his empirical and theoretical contributions, namely his most recent book, Family and
school capital: Towards a context theory of students’ school outcomes (2002). The first sentence

! Based on Keynote address to The Annual Education Research Conference, Institute of International Education,
Flinders University, November 2006.



2 Kevin Marjoribanks: A life in education in context

of that book was “One of the persistent challenges confronting societies is how to reduce
inequalities in the educational and occupational attainment of students from different
socioeconomic, ethnic and race group backgrounds.” (p. 1).

The selection of these two first sentences from publications at each end of his career exemplifies
the consistency of his driving theme, namely inequalities in educational outcomes. His PhD and
some of his early publications used ability or intelligence as a measure of so-called educational
outcomes (Marjoribanks, 1970, 1972a,b,c, 1974a,b). In this early research he operationalised
intelligence or mental abilities by scores on the SRA Primary Mental Abilities test. The selection
of mental abilities or intelligence was consistent with a theoretical model that included mental
abilities as a mediator of educational achievement. It was this model that guided Marjoribanks’
early research (see for example, Figure 1, 1972c; summarised here as Figure 1). His research
throughout the 1980s, 1990s and recently utilised other indicators of educational outcomes. These
included: school academic results, levels of education achieved (including post-compulsory and
post-school education), whether or not students completed school, and career outcomes.

The inequalities that motivated Marjoribanks’ pursuits were associated with differences in
educational outcomes according to race, ethnic, and social status groups. His PhD research was
conducted with five Canadian ethnic groups. Subsequently he analysed data associated with
ethnic, race or social groups from the United Kingdom, Australia, South Africa and Hong Kong.
In all of this research an international orientation is apparent. The international elements of his
work arose partly from the countries in which he undertook research or data analysis, but also in
terms of the race or ethnic groups for which he examined educational outcomes. His Australian
research, for instance, included groups from Europe, Asia and the Middle East.

With inequalities in educational outcomes as the core of Marjoribanks’ life work, it is helpful to
examine that core in the context of the educational, sociological, psychological, and political
environment of the 1960s and early 1970s. This context may point to some influences on his
choice to pursue inequalities in educational outcomes, as well as his chosen research methods and
data analysis strategies. Marjoribanks’ undergraduate degrees and early teaching experience can
also afford clues to the area that became his life’s work.

EARLY CONTEXT: FROM TEACHING TO PHD STUDY

Marjoribanks obtained a BSc in mathematics from the University of New South Wales in 1958
and completed his teaching qualification with a Diploma of Education, also from the same
University, in 1958. The BSc clearly furnished the foundation for his later capacities and
achievements in complex and innovative data analysis techniques. His exposure to teacher
education and then his initial teaching experience in NSW came at a time of considerable debate
about the future and purpose of secondary education generated by the Wyndham Report in 1957.
Following his first teaching appointment at Maclean High School, a small NSW country school,
in the early 1960s Marjoribanks took a teaching position at a leading independent school for boys
in Adelaide (St Peter’s College). In the 1960s the contrast in the backgrounds and life chances of
students from St Peter’s College versus the small country town in New South Wales where
Marjoribanks began his teaching would have been apparent. The St Peter’s appointment probably
exposed him to new dimensions of issues about the purpose and role of education in the lives or
young people, socially and economically. It probably also placed him in a context where the
school saw itself as taking a leadership role with respect to issues associated with educational
outcomes and future trends in curriculum and teaching.

During these beginning years of teaching, Marjoribanks undertook a second undergraduate degree
by distance study from the University of New England. It was in Economics. One can only
speculate about the contribution of this study of economics to his coming focus on the role of
education in students’ achievement and life outcomes. At that time, as now, there was
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considerable debate about the importance and function of education in supporting economic
growth. This attention to education and economic development could have provided a further
impetus in the 1960s for Marjoribanks’ attention to the links between education and individual,
social, and economic outcomes.

We can conjecture, therefore, about a possible confluence between Marjoribanks’ teaching
experiences, educational issues and debates at the time, and his studies in education and
economics that prompted ambitions towards higher study in the field of education, and research
as a career. His strategy in making the first steps towards that career was critical for his
subsequent achievements and contributions. Marjoribanks chose to leave Australia at a time when
choice of North American universities was not a common path for Australian higher degree
studies. The choice of Harvard for his MA. and then the Ontario Institute for Studies in Education
at the University of Toronto revealed an early orientation towards major international scholars,
the “big picture”, and the mastery of theory and research at the forefront of educational issues.

EARLY CONTEXT: INFLUENTIAL PUBLICATIONS AND TRENDS

Marjoribanks’ graduate study occurred in a decade that saw a number of seminal publications
about inequalities in education. It was also a time of intense public and political debate. The
formative influence of these publications and the zeitgeist of the time can only be speculated
about. But, we can identify some of the research and analyses that Marjoribanks cited in his PhD,
many of which he subsequently (1979a,b) acknowledged as being critical in shaping his ideas.
They included Bernstein’s (1961) analysis of social class and linguistic development, and Hess
and Shipman’s (1965) research on mothers’ teaching styles and their child’s learning styles,
aimed at better understanding family sources of deprivation. There was also Coleman et al.’s
(1966) book on equality of educational opportunity in the United States. In the United Kingdom
there was the Plowden report on children and their primary schools in 1967, and Fraser’s (1959)
book on the home environment and the school.

One of the most important and influential analyses at the time was Bloom’s (1964) book on
Stability and Change in Human Characteristics. There was a direct path between Bloom and
what Marjoribanks later (1979a) described as the “Chicago school” and his own research and
developing theoretical ideas. Marjoribank’s PhD supervisor (Weiss) had been a student of
Bloom’s. Along with Weiss’ (1969) PhD, Marjoribanks also cited two other theses from Chicago
as highly influential on his own work. These were by Dave (1963) and by Wolf (1964). All three
theses were about the measure of process variables in the family environment. Marjoribanks
(1979a) also acknowledged Murray (1938), through Bloom and his students, as the origin of his
analysis of the environment in terms of alpha press and beta press.

The 1960s was a time of considerable debate about education and inequality. We should
remember, for example, that Head Start in the United States began in 1964. Head Start was based
on the extant knowledge about compensatory education and analyses of educational outcomes and
cultural deprivation (e.g., Bloom, Davis, & Hess, 1965). The Plowden report in the United
Kingdom was a response to public and political concerns about the role of education and
inequalities. It was a time in the UK when there was an increasing emphasis on comprehensive
schools and movement away from the tripartite system of separate schools and tracks for different
students.

The increasing public, political and scholarly attention to inequalities in educational and career
outcomes in the 1960s clearly prompted awareness among scholars and policy makers of the need
for research; to provide analyses of inequalities as well as to underpin intervention strategies to
reduce those inequalities. The intervention emphasis is apparent in Marjoribanks’ thinking. As
cited above, the first sentence of his PhD is about inequalities in educational outcomes, but is also
about programs designed to ameliorate these inequalities. It appears that a significant impetus
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behind his research on inequalities was the potential to use this knowledge as the basis for
change. The intervention orientation and his background in sociology were also possible factors
in his overriding emphasis on environmental analyses of educational inequalities rather than
suggested genetic differences in intelligence (e.g., Jensen, 1969).

Marjoribanks (1970), along with Bloom (1964) and his students, recognised that an important
impediment to the understanding of inequalities was that analyses were mainly restricted to
general marker variables such as race, ethnic group or social group. The new emphasis (that
included the work of Marjoribanks) identified the need to get beneath general categories such as
these to understand better possible process or other factors that are the proximal causes of
differences in educational outcomes. Thinking of this kind led to developments in three ways, to
which Marjoribanks made seminal contributions from his PhD onwards. The first was the need to
develop methods and measures of environmental process variables. The second was to
incorporate the large number of factors associated with educational outcomes into causal models
that yielded hypotheses about how the factors interacted together in influencing educational
outcomes. The third was that data analysis strategies needed to be developed in order to examine
the environments and test the causal models, together with techniques to present and explain the
findings.

The next three sections of the present article take up these three areas of development and focus
on Marjoribanks’ contributions through (a) the definition and measurement of environmental
process variables, (b) the development of causal models to explain the impacts of race, ethnic and
social groups backgrounds on educational outcomes, and (c) the innovative data analysis and data
presentation strategies that he advanced and employed. In doing this, advances in his work are
traced over the course of his scholarly career.

DEFINITION AND MEASUREMENT OF ENVIRONMENTAL PROCESS VARIABLES

Marjoribanks undertook his PhD research and early writing and publication at a time of growing
emphasis on the role of the family environment in child development and educational outcomes.
Greater attention was being given to “environmental explanations”. However, as he and others
noted at the time, there were only preliminary understandings of how to conceive and measure the
family environment as an influence on child development, school achievement, and occupational
outcomes. Marjoribanks (1970) drew on Jensen (1968) to argue a need to define the
environmental factors, measure them, and examine them using regression equations. The
assumption was that the variance attributed to ethnic group or social status group differences
would then be accounted for by the environmental variables. His immediate challenge at the time
was to identify a set of environmental forces that influence child mental ability (since this was the
variable assumed to mediate the effects of the family environment on educational achievement
and in turn occupational attainment).

In defining the environmental forces and devising measures for them, Marjoribanks (1970) turned
to the work of Murray (1938), Bloom (1964) and his students, Wolf (1964), Dave (1963) and
Weiss (1969). With the aim of elucidating influences on student mental abilities and then
educational achievement, Marjoribanks (1970) conceptualised the main feature of the home
environment in terms of the “achievement orientation” of the home. This comprised the extent to
which the home environment exhibited (a) a press for activeness, (b) a press for intellectuality, (c)
a press for English, and (d) a press for achievement.

Marjoribanks drew on Murray’s (1938) idea that the environment should be understood in terms
of the kind of effect that it had on the individual, conceived in terms of the “press of the
environment”. Marjoribanks was also influenced by Murray’s separation of the alpha press and
beta press of the environment. Alpha press was the actual press of the environment, whereas beta
press was the press as perceived by the individual. In his research and model building,
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Marjoribanks’” work centred on alpha press. He defined the press variables as “sets of social-
psychological process characteristics” that were assessed in interviews by “obtaining measures of
specific behaviours or attitudes within the family” (1979a, p. 31).

In his PhD research and published partly in Marjoribanks (1972a), he used semistructured home
interviews to assess eight press variables. These were press for: achievement, intellectuality,
activeness, independence, English, a second language, father dominance and mother dominance.
The eight press variables represent a broad coverage of environmental factors that might
influence educational achievement. He subsequently advanced his conceptualization of the family
environment and in his 1972c article, which also drew on his PhD research, the core construct
was the family’s “achievement orientation”. In his first major study following his PhD, described
by Marjoribanks as the Adelaide Study, he conceived of the family as having five main
environmental dimensions. These were again assessed by interviews. The five dimensions were:
achievement orientation, press for independence, press for English, aspirations, and
individualistic-collectivistic achievement values. This early evolution in his thinking can be seen
to arise from a sharpening of hypotheses about the specific aspects of the environment (structure
and process) that may influence educational outcomes.

As already noted, by 2002 Marjoribanks had shifted to conceiving the main role and measures of
the family (and school) environments in terms of “capital”, as outlined in the following section on
his explanatory models.

THE DEVELOPMENT OF EXPLANATORY MODELS

A strong element of Marjoribanks’ research throughout his career was that it was model or
hypothesis driven. Many of his achievements can be attributed to the development of explanatory
models of environmental influences on educational outcomes. His PhD research and early writing
was directed by a model linking ethnicity, social class and occupational achievement (for
example, see Figure 1 (1972a), summarized here as Model 1 in Figure 1). This theoretical model
was unidirectional (except for a bidirectional association between ethnicity and social class) and
mediational, with direct and indirect effects. Ethnicity and social class were conceived to
influence the achievement orientation of the family and child intelligence. The families’
achievement orientation directly affected child intelligence. His main outcome variable was
educational achievement. This was seen as being influenced by both family achievement
orientation and child intelligence. Although not measured in his research at the time,
Marjoribanks’ model incorporated occupational attainment as the ultimate outcome. This was
influenced by educational achievement, family achievement orientation and child intelligence.

Marjoribanks’1972 theoretical model showed that occupational attainment (as the terminal
outcome) was central in his consideration of inequalities in educational outcomes. This model
also emphasised mediational processes together with direct and indirect effects. Throughout the
1970s, Marjoribanks continued to evolve and develop his conceptualisation of processes
influencing educational attainment. This can be seen in two of his models or frameworks
published in 1979. One of these (1979a) was more general and the other (1979b) was developed
to guide his research on ethnic families in Australia.

The general model incorporated several layers of the environment as the first step (summarised
here as Model 2 in Figure 2). This included what he called ethclass, a combination of ethnicity
and social class, the neighbourhood, family, school and classroom environment, and peer groups.
Again the main processes were unidirectional, with direct as well as indirect (mediational)
influences. The environmental characteristics were assumed to influence individual attributes of
children, children’s interpretation of social situations, and academic achievement. Academic
achievement was also influenced by individual attributes of children. One of the links to achieved
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status was from academic achievement. The model also incorporated other indirect processes
assumed to influence achieved status through child attributes.

Family
Achievement
Orientation

Educational
Achievement

Occupational
Achievement

Intelligence

Figure 1. Model 1 (1972), based on Marjoribanks (1972c) Figure 1

Academic
Achievement

Interpretation
of Social
Situation

* Ethnicity/
Social Class

* Neighbourhood
* Family

* Peer groups

* School &
classroom
environment

Achieved
Status

Child
Attributes

Figure 2. Model 2 (1979), based on Marjoribanks (1979a) Figure 1.1

The model developed for his research on ethnic families (1979b, summarised here as Model 3 in
Figure 3) included academic achievement as the educational outcome. The “family achievement
orientation” of the 1972 model had been expanded to now cover “family social-psychological
dimensions” and the student “intelligence” of 1972 had been expanded to include “children’s
intelligence and school attitudes”. Social status and ethnic group were conceived to have direct
effects on academic achievement, but also indirect effects. The latter involved mediation through
family social-psychological dimensions, and children’s intelligence and school attitudes.
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Social
Status

Academic
Achievement

Family Social-
Psychological

Children’s
Intelligence and
School Attitudes

Figure 3. Model 3 (1979), based on Marjoribanks (1979b) Figure 1.2

It can be seen that throughout the 1970s Marjoribanks increased the complexity of his theoretical
models to explain social status and ethnic group differences in educational outcomes. This
increased complexity occurred mainly in terms of (a) the dimensions or elements of the family
environment, and (b) characteristics of individual students that were influenced by these
environments. It is apparent that his attention to the environment and its influences on students
was gradually incorporating aspects of the school environment and student’s school-related
attitudes and behaviour.

Marjoribanks’ research and the development of his conceptual understanding of environmental
influences on inequalities in educational outcomes occurred partly through his engagement with a
number of research projects and data sets during the 1980s and 1990s. In 2002 Marjoribanks
published as a book what he probably intended as an integration of his theoretical and empirical
work. The book’s title was Family and school capital: Towards a context theory of students’
school outcomes. Figure 1.2 of that book represents an overview of his conceptual thinking in
what is now called a “mediation-moderation model” of family and school influences on
educational outcomes (summarised here as Model 4 in Figure 4). Again the model was
unidirectional with direct and indirect effects.

Family/School
Structures &
Educational
Capital

Student
Characteristics

Family Background
- social context

- cultural context

- aspirations

School
Outcomes

v

Background x
Family & School
Settings

Background x
Student
Characteristics

Figure 4. Model 4 (2002), based on Marjoribanks (2002) Figure 1.2
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The core constructs in the 2002 model were family background, family structures and educational
capital, school structures and educational capital, student characteristics, and school outcomes.
The effects of family background were assumed to be mediated by family structures and
educational capital, which in turn was mediated by school structures and educational capital. The
final step in the model was student characteristics. These were assumed to be influenced directly
by family background and indirectly through family capital and school capital. School outcomes
were assumed to be directly influenced by family background, family capital and school capital.
Most of the effects of the environment (family and school), however, were proposed to be
mediated by student characteristics. This means that a strong element of the 2002 model was that
family and school environments had their main impact on school outcomes through what was
called student characteristics.

In addition to an emphasis on mediated effects in the conceptual model, Marjoribanks (2002) also
highlighted the role of moderation in the overall understanding of the effects of family
background, family capital and school capital on school outcomes. Marjoribanks’ attention to
moderation was consistent with his data analysis strategies and data presentation approaches from
the 1970s onwards. His data analyses frequently involved the examination of interaction effects in
multiple regression. In turn, he often presented the results in the form of fitted regression surfaces.
An example of this approach is the reporting of the interaction between parents’ aspirations and
child intelligence in the prediction of mathematics achievement for three ethnic groups (Figure
5.7, 1979b). This result showed that the effects of intelligence and parent’s aspirations on
achievement were moderated by ethnic group. In the 2002 model, Marjoribanks was also
interested in family background as a moderator. In this case, the interest was on how family
background moderated the effects of school settings and student characteristics on school
outcomes. For instance, the moderation could be in terms of variations in the effects the school
setting or student characteristics according to features of family background (for instance,
different effects from one ethnic group to another).

In the integrative 2002 model, Marjoribanks included in family background an expansion of his
earlier ethclass. In 2002, family background was also called distal family background. It included
the social (e.g., social status, parents own aspirations) and cultural (e.g., ethnic or cultural group
membership) contexts. The more proximal elements of the family, with an emphasis on within
family processes, were included in the family structures and educational capital construct. Family
structure pertained to features such as whether it was an intact or single parent family, the size
and role of the extended family, family mobility, and family size. Family capital centred on
processes that would be expected to contribute to educational outcomes. It included parenting
practices and styles, the provision of cultural and human resources associated with school
success, and support for the child, especially support in relation to education and future plans.

The “school structures and educational capital” construct reflected an increasing emphasis on the
school environment in Marjoribanks’ research and model development during the course of his
career. School structure covered elements such as whether the school was government or private,
school size, whether it was single or mixed-sex, and whether the school used ability grouping.
The school capital component dealt with the school’s learning, interpersonal, and regulatory
environments. School capital also incorporated student engagement as a component.

The student characteristics construct in Marjoribanks’ (2002) model also reflects an evolution and
development of ideas over his career. His PhD and first publications used ability or intelligence as
the most proximal variable influencing academic achievement. In 2002, student characteristics
incorporated: the student’s aspirations for work and education, self-efficacy beliefs, effort and
commitment to achievement and learning, as well as ability. Probably most emphasis in 2002 was
placed on the student’s aspirations. These were seen as arising in the context of the family
background, family capital, and school capital. In essence, the stress was on the influence of
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environmental contexts in the family and school on student aspirations as the core process
mediating the effects of the family on educational achievement.

In Model 1(Figure 1), educational achievement was the main outcome. In 2002 it had evolved
into the broader construct called school outcomes. This was deliberately intended to enable
attention to be given to one or more of a number of school outcome indicators. Around that time
and during the previous decade or so, Marjoribanks had published research with a variety of these
outcome indicators. The variety partly reflected the longitudinal emphasis in the research. When
at school, for example, the outcome measure might be school achievement, whereas data
collected at age 21 years could focus on the level of education that has been achieved. His
outcome measures, therefore, included school academic results, standardised achievement test
results, whether or not the student completed school, the highest level of education that had been
achieved, and career outcome. His 2002 model was intended to reflect this diversity.

DATA ANALYSIS AND DATA PRESENTATION STRATEGIES

With his first degree in mathematics, it is not surprising that one of the strengths of Marjoribanks’
research and contributions to scholarship occurred in the areas of data analysis and data
presentation strategies. Beginning with the PhD, his main analysis strategies were based on
correlational and regression techniques. These were developed and evolved in concert with his
theoretical models and research hypotheses. In the 1970s (e.g., 1979a, 1972b) he focused on
regression analyses with interaction terms and linear plus non-linear effects. He perfected the
technique of presenting his results in regression surface models in order to display the interaction
effects plus linear and non-linear relationships. In order to assist visual presentation and
understanding, his strategy was to plot the data in terms of standardised scores with means of 50
and standard deviations of 10. He then combined two or more regression surfaces in the one
figure to illustrate the effects of different contexts. For example, to show the differences between
ethnic groups in the effects of the interaction between press for English in the home and student
intelligence on educational achievement, Marjoribanks plotted regression surfaces for two or
three separate ethnic groups (see Figure 5.8, 1979b).

Because his models were largely mediational in character, Marjoribanks needed to develop
strategies to test and illustrate mediational effects. His approach was to undertake a series of
multiple regressions, first entering variables covering family background followed in turn by
models that included variables measuring family capital, then school capital, and finally student
characteristics. He paid attention to the increment in variance explained at each step and the
significance of the individual variables in the final model. He also gave importance to the change
in unstandardised regression weights from one step to the next. This change enabled him to
comment on whether and to what extent variables entered in the first or early steps were mediated
by variables entered in subsequent steps.

His mastery of interaction effects in multiple regression was illustrated by publications that
described and elucidated this technique (e.g., Marjoribanks, 1998a). For instance, Marjoribanks
(1998a) made the case for the complexity of educational phenomena and therefore the role of
analyses using different kinds of interaction, with associated presentation strategies for the
obtained results. A particular achievement of that publication was to present and discuss the
different types of interaction effects. He set out clearly differences between ordinal, disordinal
and hybrid interactions, noting that probably too much emphasis in research had been placed on
disordinal interactions at the expense of ordinal interactions.

Interaction effects in educational research are consistent with different effects according to
situation or context. For instance, high aspirations might have different effects on educational
achievement for different ethnic groups, or in schools with different learning environments. As
part of the discussion of the role of situation and interaction effects Marjoribanks (1998a) went on
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to highlight the hierarchical (students nested within classes) aspect of much educational research.
This raises the possibility that characteristics of students in classes or other features of individual
classes could affect the relationship between educational inputs and achievement outcomes. He
then outlined the developments in statistical theory in the form of multilevel analyses such as
Hierarchical Linear Models (HLM) as a basis for the investigation of within- and between-
classroom or school phenomena. For example, different teaching methods might vary in the effect
on student achievement in different classes or in different schools.

Although in this 1998 publication Marjoribanks discussed the importance of multilevel analyses
in understanding the effects of environmental contexts and other interaction effects, it was not
until a publication in 2006 that he took account of the nested nature of the data in his own
research. He was in the process of mastering multilevel analyses, however, and his next series of
publications would, no doubt, have moved to multilevel analyses. Moreover, he was encouraging
his doctoral students to undertake multilevel analyses that involved cross-level interaction effects.

PRIMARY RESEARCH AND ANALYSES OF SECONDARY DATA

An appreciation of Marjoribanks’ milestones and achievements can be partly captured through the
research he conducted and the analyses that he undertook on secondary data. The first step on this
path was his PhD research. This was a study of a sample of families from five ethnic groups in
Ontario, Canada, with at least one 11-year-old boy attending school. In turn, the sample for each
ethnic group was divided into sub-samples of middle class and low class families, based on a
socioeconomic status index. Data about the family environment were gathered through
semistructured home interviews. The SRA Primary Mental Abilities Test (1962 Revision) was
used to obtain verbal, number, spatial, and reasoning ability test scores for each boy. The
selection of boys only was based on an assumption of possibly different processes influencing
educational outcomes in boys and girls. Some of his subsequent research examined boy-girl
differences (Marjoribanks, 1979a). A series of publications emerged from this PhD research (e.g.,
Marjoribanks, 1972a,b,c, 1976b; Marjoribanks & Walberg, 1975a,b; Marjoribanks, Walberg, &
Bargen, 1975). These publications addressed a number of questions about particular elements of
family context associated with environmental influences on educational outcomes. These
included social class, birth order, family size and sibling constellation.

Immediately following the awarding of his PhD, Marjoribanks took a position of Lecturer and
Tutor in the Sociology of Education at the University of Oxford Department of Educational
Studies. Here he initiated his second substantive research project in the form of the Banbury
School Research Project (Marjoribanks, 1976¢, 1978). The research involved assessments of
intelligence and creativity at the beginning of the first year in secondary school. During their first
school year, and at the end of their second year, the students’ school-related attitudes were
measured. The students completed academic achievement tests at the end of their first and second
school year. Marjoribanks examined the relationships between the school-related attitudes and
academic achievement while controlling for intelligence and creativity (Marjoribanks, 1976c).
The project also enabled him to use the cognitive and attitudinal measures to compare students
from stratified and mixed-ability school structures (Marjoribanks, 1978).

Marjoribanks’ third substantive research study was what he called “The Adelaide Study”. This
was a longitudinal study. It began with a cohort of 800 students 11 years of age and their families
from Government and Catholic schools in Adelaide. It involved several follow-ups with the
sample until the students were 21 years of age. The ethnic background of the sample included
families that were Australian, English, Greek and Southern Italian. Semistructured home
interviews with the parents were used to assess family environment variables, such as parent’s
aspirations, cultural capital, social capital, and parent support. The first data collection included
standardised tests of student achievement and the Raven Progressive Matrices test at age 11 years.
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Subsequent data collection (e.g., at 16 and 21 years of age) involved student assessment of the
learning environment, and student aspirations as well as other measures of educational outcomes
(such as school completion and the level of education reached at age 21 years).

In the late 1990s and more recently, Marjoribanks undertook a series of studies in South Africa
with Mboya, in Hong Kong with Kwok, and in Taiwan with Hung. The South African research,
for example, involved senior secondary students and included the investigation of the influence of
family structures and family processes on self-concepts (Marjoribanks & Mboya, 1998) and the
effects on self-concept of distal family capital, family social capital and goal orientations
(Marjoribanks & Mboya, 2001). The research in Hong Kong investigated the effects of social
status, birth order and sibsize on 14-year-old students’ perceptions of the family learning
environment (Marjoribanks & Kwok, 1998a) as well as links between family capital and
academic achievement (Marjoribanks & Kwok, 1998b). Finally, in a sample of 11 year-old
Taiwanese children, Hung and Marjoribanks (2005) investigated the contributions of family
background, family learning environment and school learning environment to academic
achievement, educational aspirations and self-concept. These studies were part of Marjoribanks’
attempts to examine the extent to which his models of educational outcomes were supported by
research in international contexts.

A key ingredient of Marjoribanks’ contributions was that he used his conceptual and analytical
capacities to undertake secondary analyses of a number of important data sets. For example, his
1976a article provided analyses of data collected for the three age-cohorts in the Plowden follow-
up study undertaken for the report on children and their Primary Schools in the United Kingdom.
Marjoribanks’ paper examined whether family environment measures mediated links between
sibsize and children’s cognitive and affective characteristics. A number of other analyses using
the Plowden data set are outlined in Marjoribanks (1979a), for instance, an analysis was
undertaken of interactions between family environment measures and child intelligence in the
prediction of achievement (see also Marjoribanks, 1979b). His analyses of secondary data also
included a large sample from the Netherlands (e.g., Marjoribanks & Walberg, 1976c¢). The latter
article investigated sibsize, birth order and social-status effects on intelligence test scores.

In recent years, Marjoribanks published a series of papers (e.g., Marjoribanks, 2004, 2005) based
on data collected by the Australian Council for Educational Research (ACER) for the
Longitudinal Survey of Australian Youth (LSAY). The LSAY project involves a series of follow-
up data collections on youth moving from upper secondary school to post-secondary education
and work in Australia. The samples included youth from Anglo Australian, European (Greek,
Italian, Netherlands), Asian, and Middle East backgrounds. The LSAY studies provided a fertile
field for Marjoribanks to undertake investigations about influences on a number of educational
outcomes in a succession of publications. An example from these publications (Marjoribanks,
2005) is discussed below.

As already highlighted, a significant strength of Marjoribanks’ approach to research was that it
was hypothesis and model driven. In turn the results were used to clarify and develop further the
guiding conceptual framework. This was a reason for the evolution of theoretical models
throughout his career. His research publications often took up separate parts of his guiding
theoretical model rather than providing an overall assessment. It is not possible to comment here
on the extent to which his own analyses confirmed his model and to trace the effects of these
results on his theoretical thinking. Instead, two examples are highlighted.

The first example is his analysis of young adults’ educational attainment from the Adelaide study,
as reported in Table 8.1 in his 2002 book. The Table presents a series of regression analyses
beginning with measures of the family cultural context in the first model. Then family social
context measures were added in the second model. School and parent support were included in
the third model and the final model added students’ educational and occupational aspirations.
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When all variables were included, only three maintained a significant effect: the two variables
about student aspirations and a third variable that measured student reports of the importance of
school success and their efforts to achieve success. The results showed substantial mediation of
family and school effects by student aspirations and effort. This example yielded strong support
for his 2002 theoretical model that the effects of family and school structures and capital on
outcomes were mediated by student characteristics.

The second example asked parallel questions but was derived from the LSAY project.
Marjoribanks (2005) investigated contributions of family background and adolescents’
educational aspirations to educational attainment as young adults. The results in Table 1 of that
publication showed that when all variables were entered, student aspirations made a significant
independent contribution to educational attainment. In addition, however, ethnicity retained
strong effects, as well as gender, family social status, and interactions between social status and
ethnicity. This set of results confirmed partial mediation of family background by student
aspirations. However, consistent with his 2002 theoretical model, there were also direct effects
from family background to educational outcomes. The results were also consistent with his
decades of effort to emphasise the effects of differential environmental contexts through the
study of interactions among environmental variables. In this case, for example, ethnic group
differences in attainment for youth with high aspiration levels occurred for young adults from
higher social status families and not for those from lower social status families. Marjoribanks
concluded that “family social status and ethnicity combine to provide varying educational
experiences for young people” (2005, p.111). His analyses of the LSAY data also supported a
conclusion that the same environment might not have the same effect on individuals. One reason
for this is that individuals might interpret their environment differently and thereby engender
different outcomes.

OVERVIEW OF RECOGNITION AND OTHER CAREER CONTRIBUTIONS

Throughout his career, Kevin Marjoribanks’ appointments and recognition from professional
societies supplies further evidence of his achievements and standing among peers. Marjoribanks
was elected as a fellow of a number of international and Australian professional societies in fields
extending from education to statistics and the social sciences. This is testament to the breadth of
his knowledge and the scope of his scholarship. His fellowships were as follows: Royal Statistical
Society (1997), Academy of Social Sciences in Australia (1982), Australian College of Education
(1983), and the International Academy of Education (1997).

His academic and editorial appointments are also evidence of his achievements and standing. He
was appointed as Professor of Education at one of Australia’s leading universities (The University
of Adelaide) in 1974. This was only four years after completing his PhD and is consistent with the
impact and volume of his scholarly contributions in the short period from his graduation. Equally
significant was his tenure as Vice-Chancellor of the University of Adelaide from 1987 to 1994.
Following this period as Vice-Chancellor, he returned to his position as Head, Graduate School of
Education at the University of Adelaide for the remainder of his career.

His editorial appointments are also important as part of his contribution to scholarship and as
recognition of his standing. He was a Foundation Editor of the Oxford Review of Education in
1974 (again, only four years after completing his PhD). He took over the editorship of the
Australian Journal of Education in 1981 at a difficult time for the journal and contributed
significantly to its re-establishment as the pre-eminent educational research journal in Australia.
Finally, his appointments as visiting scholar to universities such as the University of Oxford,
Stanford University and Harvard University during his career further demonstrate his standing in
the international education community.
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SUMMARY REFLECTIONS

A consideration of Marjoribanks’ academic career reveals a core focus that was sustained over
more than four decades. During that time he made a number of seminal contributions and
established himself at the leading edge of knowledge in the field of inequality in educational
outcomes. Inherent in this were the contributions he made in areas such as the analysis of family
environments, environmental processes, data analysis strategies, the conceptualisation of causal
processes in the effects of environments on educational outcomes, and linked to the latter, the
mechanisms of contextual influences.

His research and theoretical advances through model building were always data-based. He
provides a model for educational research in his attention to the use of hypothesis based research,
usually stemming from overall theoretical models. The way in which his research career was
devoted to the development and testing of ever more comprehensive models of links between
environments and educational outcomes represents a paradigm for the long-term conduct of
educational research.

A feature of Marjoribanks writing, and also his public presentations, was the clarity of his
language and communication. His PhD supplied the first evidence of a great ability to capture and
express ideas with simplicity and precision. Part of the value of Marjoribanks’ scholarship arose
from his ability to master a number of areas of intellectual endeavour as well as large and
complex bodies of knowledge spanning different disciplines. His work, for example, depended on
the command of at least the following: educational research, multi-method research strategies,
data analysis, educational psychology, educational theory, and sociology.

Marjoribanks’ work profoundly shaped and will continue to shape research on learning
environments, inequality and factors contributing to educational outcomes. He provides an
exemplar for anyone wishing to set out on a significant career in educational research. He was a
modest man, of humour, and wisdom with an ability to deal with great complexity. He combined
this with a deep-felt concern for and commitment to education as an agent in the human condition
and in children’s life chances.

Something of the man and the themes and issues underpinning his life-long devotion to the
analysis of inequalities in educational outcomes might be revealed by the last two paragraphs of
his 2002 integrative book. Here he draws on Carson McCullers novel The Heart is a Lonely
Hunter, a story about young Mick Kelly in a small Southern US town, experiencing
discrimination, hardship, and lack of opportunity. It is about inner isolation, poverty, and
environmental entrapment. Mick Kelly lives in two worlds or rooms. One is the inner room of
plans, foreign countries and the music she loves; her imagined songs and the symphony of her
life. The other is the outer room of school, family and everyday life. The tragedy of Mick’s life
was that because of deteriorating economic circumstances, her inner room was all but closed
when still young. In the last paragraph of his book, Marjoribanks makes a plea for parents,
teachers and members of the community to keep alive the “inner room” of children’s lives. He
saw his context theory of students’ school outcomes as helping to make that possible.

Marjoribanks’ research and theoretical developments placed students own hopes, plans and
ambitions at the forefront of influences on educational outcomes. In turn, he saw these hopes,
plans and ambitions as arising substantially from the environmental processes and influences of
families and schools. In drawing attention to the “inner room” at the end of his book,
Marjoribanks was possibly highlighting an element of his own world that was so much and for so
long immersed in the inner room associated with the challenges of research, scholarship and the
development of theoretical models. The value of his contributions is reflected in the fact that his
own plans and aspirations for educational research were able to reach fruition. Implicit in
attention to the inner room at the end of his book is a plea for others interested in advancing
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scholarship about inequalities in educational outcomes also to actualise the ambitions of their
inner room. As with Marjoribanks, this will require dedication, persistence, and the mastery of a
broad spectrum of scholarship in a number of disciplines.
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This article considers the current debate in Australia into the learning of literacy and
foreign languages. It examines not only the literacy levels attained by Australian
students in their national language (English) in comparison to these in other
countries, as well as between Australian states, but also theories involved in school
learning and the learning of language, with particular reference to the learning of a
foreign language. The article raises and discusses 12 issues that arise in language
learning. It is noted that in many countries it is necessary for students to learn at least
three languages, namely, the mother language, their national language and an
appropriate foreign language, that make heavy demands on the time available in the
curriculum of the schools if adequate levels of competence in language usage are to
be attained.

Language learning, foreign languages, literacy, curriculum time,
second language, mother tongue, national language.

INTRODUCTION

The pages of the national newspaper in Australia are currently filled with “The Literacy Debate’.
They follow a sustained challenge to the curriculum of the schools in the different Australian
states. However, this debate and the accompanied challenges are largely devoid of the findings of
research and the established theories on which research into language learning is built. Instead the
debate is based on ideological perspectives, personal opinions and political affiliations. The idea
that literacy and numeracy lay the foundations for the learning that occurs in schools and at later
stages of adult life is probably only 30 years old, although it can scarcely by said to be a novel
idea. Literacy and numeracy have served to replace the concepts of general intelligence in
Australian schools, and the specific intelligences that were formerly thought to underpin school
learning, with their strong genetic overtones. As a consequence tests of literacy, and to a lesser
extent numeracy, have in the main replaced the tests of intelligence that were formerly widely
used in Australian schools. One of the consequences of this change is that information is now
available on the performance of Australian youth at the age of 15 years, immediately prior to the
end of the period of compulsory schooling on tests of reading, mathematics and science literacy in
comparison with students in other nations of the developed world.

The Organisation for Economic Cooperation and Development (OECD) has since the beginning
of the twenty-first century conducted the Programme for International Student Assessment (PISA)
studies of 15-year-old students in reading, mathematics and science literacy in the years 2000,
2003 and more recently in 2006. In PISA 2000, reading literacy was the major domain and
mathematics and science literacy were minor domains. In successive cycles mathematics and
science literacy have replaced reading literacy as the major domain. Figure 1 presents the profile
of the Australian states and territories in comparison with other countries in reading literacy in the
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PISA 2000 testing program. Australian students achieve at a high level when compared with other
countries, and are in the same group as other English speaking countries. There were, however,
noticeable differences between the Australian states, with South Australia doing well, although
the reasons for the differences between the states have not been adequately examined or
explained.
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Figure 1. National Performance in reading literacy in PISA 2000 (Marks and Creswell,
2004, p.143)

Moreover, it appears that all systems of education within Australia are producing students who, in
general, perform well in the important field of literacy in their national language when compared
to other developed countries. Consequently, a sustained attack on the school systems of the
Australian states does not seem to be warranted, although some state systems clearly need to give
consideration to their lower levels of achievement in language learning. In order to raise the
standards of learning in the field of language within a school system, curriculum planning and
development must be guided by the findings of research in the field and the theories that have
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been advanced that are concerned with school learning and, in particular, the learning of
language. Much has been written about language learning from the viewpoint of the skilled
practitioner (see Nunan, 1985)

THEORIES OF SCHOOL LEARNING AND THE LEARNING OF LANGUAGE

Much has been written about the learning of language, that a brief paper can scarcely do justice to
the large body of scholarly writing that is readily available. Nevertheless, it is surprising that
relatively little attention is being given to the work of, probably the most distinguished
educational and psychological researchers of the twentieth century, namely J. B. Carroll and the
Thorndikes (father, E. L., and son R. L.) from the United States, Piaget from Switzerland, and
Vygotsky and Luria, from Russia. From Carroll (1963) has come the Model of School Learning
and more recently (Carroll, 1992) a hierarchical model of cognitive reasoning, verbal and
quantitative abilities. These abilities occupy a central place in the hierarchy. From the Thorndikes
have come the Principles of Teaching (E. L. Thorndike, 1906) and the argument that reading,
beyond the initial stages essentially involves reasoning, together with the observation that the
school systems pay little attention to the teaching of reading beyond the primary school stage (R.
L. Thorndike, 1973). It should be noted in passing, that in Australia, it seems that reduced
attention is being given to the teaching of reading for good readers at the fifth grade level and
beyond (Hungi, 2003). If reading is essentially reasoning beyond the initial stages of learning to
read, then the work of Piaget (see Flavell, 1963) can provide the theoretical foundations for the
development of the cognitive skills associated with reasoning. In addition, the work of Vygotsky
(1978, 1986), that emphasizes the social context and situations in which learning occurs, as well
as the importance of employing the zone of proximal development in presenting new content for
learning, makes an important contribution.

During the past three decades two apparently different theories of learning have been advanced,
namely, the symbol processing theory and the situated action theory. The proponents of each
theory have claimed that the opposing theory could be accommodated within their own theory.
This seems to indicate that a single overarching theory is required that can encompass the two
alternative theories. This appears to be the function of neuroscience with its ideas of which neural
nets and connectionism seeks to model how the brain works (see Lakomski, 1999, for a detailed
discussion of these ideas).

In its simplest form, on the one hand, symbol processing, whether of words or numbers or other
symbols, contends that rational thinking consists of manipulating linguistic and other symbols in
the head. Thus, intelligent behaviour is based on reasoning and working with a well-constructed
symbol system using the brain. On the other hand, situated action theory makes four central
claims:

(1) action is grounded in the concrete situation in which it occurs;
(2) knowledge does not transfer between tasks;
(3) training by abstraction is of little use;

(4) instruction must be done in complex social environments. (see Anderson et al, 1996, p.5)

These two perspectives are derived from different research traditions and require integration if the
functions of language are to be understood. Piagetian ideas of cognitive development can be
linked with neural nets and connectionism, as suggested by Collis and Biggs (1982), within the
constraints of cognitive load theory (Sweller, 1999), if the operation of the brain is considered to
undergo development during the years of schooling. Such development of the brain occurs in part
as a consequence of instruction in the processing of abstract symbols that are grounded both in
concrete situations and under the influence of complex social environments. A major challenge to
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the brain arises when a second language system is learned, so that two language systems are in
operation at the sometime, each being based on the same concrete situations, although developed
in different social environments.

In summary, before considering issues in the learning of language it is necessary to draw attention
to several critical aspects of the complex social environments in which language learning occurs.

(1) A distinction is commonly made between foreign language (LF) learning and second
language (L2) learning. In foreign language (LF) learning the target language is studied in
a school setting in a classroom. In second language (L2) learning the new language is
initially learned without the aid of formal instruction, through exposure in a natural
setting. In addition, a distinction is commonly made between the mother tongue language
(L1), that is the language of the home and the national language (LN) that is the language
of the country in which a person lives. In many parts of the world it is necessary for young
people to become proficient in both their mother tongue (L1), their national language
(LN), a foreign language (LF) and possibly a second language (L2).

(2) Initially the mother tongue (L1) is learned and subsequently a second language (L2) is
learned. It seems highly desirable that an adequate level of competence in the learning of
the mother tongue (L1) is achieved before any formal learning of the national language
(LN) or a second language takes place through classroom instruction.

(3) The learning of languages, involving both the national language (LN) and a foreign
language (LF) is comprised of learning the four skills of listening, speaking, reading and
writing. The mastery of all four sets of skills appears to be required for successful learning
both of the national language (LN) and a foreign language (LF), if these languages are to
be used in both national and global settings.

(4) In each domain of listening, speaking, reading and writing, there is a developmental
sequence involved in the mastery of each new language, namely, the national language
(LN) and the foreign language (LF). The higher stages of learning involve the ability to
reason using the language symbols and processes of both the national language (LN) and
the foreign language (LF)

(5) At the highest levels of learning, involving reflection and hypothetic and deductive
thinking, there are different logical systems and symbol systems associated with both the
national language (LN) and the foreign language (LF). While it is readily accepted that
mathematical symbol systems have common logical rules for the processing of different
mathematical symbols, it also seems highly likely that different language systems have
different rules for the processing of the different languages.

(6) In the assessment of performance in the different language systems a scale of performance
is required, that is probabilistic in nature and possesses the properties of an interval scale.
Such a scale also exhibits a conjoint relationship between the language based tasks and the
persons being assessed, so that persons are assessed relative to the difficulties of the
assigned tasks in an operation of measurement. A separate scale of measurement is clearly
required for each language domain of listening, speaking, reading and writing. However,
within each domain for each language, there needs to be a single uni-dimensional scale of
performance. These scales of performance are a necessary prerequisite for monitoring and
planning the learning of the languages of mother tongue (L1), second language (L2),
national language (LN) and foreign language (LF).



20 Issues in language learning

TWELVE ISSUES IN LANGUAGE LEARNING

In the sections that follow 12 issues are identified that relate to language learning and in
particular, the learning of a foreign language (LF), whether a national (LN) or mother tongue (L1)
language is being considered or whether a second language (L2) through exposure in a natural
setting is involved, or whether a foreign language (LF) is being learned formally in a classroom
and school setting.

1. Is there a common theory of language learning, with respect to (a) listening, (b) speaking, (c)
reading and (d) writing?

Krashen (1981) has advanced, what can be considered as a strong general theory of language
learning. This theory makes a basic distinction between two processes that are considered to be
totally separate, namely “formal classroom instruction” and *‘acquisition’ that occurs in a natural
setting. Acquisition is more likely to occur with reference to listening and speaking. Formal
classroom instruction is more likely to take place with respect to reading and writing. However,
acquisition is involved in learning to read. The acquisition processes seems to correspond to
situated action, while formal classroom instruction seems to correspond to symbol process
learning. This distinction appears to be useful, but symbol processing clearly seems to dominate
formal classroom instruction, while situated action clearly seems to be closely related to
acquisition. However, these two learning processes have much in common. Using the ideas of
neural networks it may be possible to combine these two theories of learning into neural
processes with meaningful variations.

2. Can Carroll’s model of school learning be applied to both formal classroom instruction and
informal language acquisition in a natural setting?

Carroll (1963) developed this model in order to investigate prediction of success in complex
learning tasks. Three variables were specified in terms of time: (a) aptitude, that involved the
amount of time a student would require to learn a task to a specified criterion given motivation,
opportunity to learn and optimal quality of instruction; (b) perseverance, that involved the
amount of time that a student was willing to engage in active learning, or more generally the level
of motivation of the student; and (c) opportunity to learn, that involved the amount of time
provided for learning in a specific program. In addition, there were two further variables that were
not specified in terms of time: (d) ability to understand instruction, that was provided; and (e)
quality of instruction, that involved the structuring of the learning task, the effectiveness of
presentation and the skills of the instructor. All except the last variable listed in this model would
seem to be involved both in the informal acquisition of language through second language (L2)
learning as well as in the formal national language (LN) and foreign language (LF) learning
situation and the informal learning of the mother tongue (L1). Consequently, it would be possible
to undertake research to investigate the efficiency and effectiveness of second language learning
under different learning conditions, and to test this model of learning in non-school learning
situations using four of Carroll’s factors. In the investigation of L1, LN, and LF learning all five
of Carroll’s factors warrant consideration.

3. What is the time required to achieve competence in foreign language learning?

Carroll (1975, p.182, 184) showed that there was a strong linear relationship between the mean
reading score of students within a school system and the average number of years that the
students had studied French as a foreign language (LF). This linear relationship was replicated for
all four domains of language learning, namely, listening, speaking, reading and writing. Carroll
(1975, p. 275-6) argued from this evidence that for the average student in an academic program
under the typical conditions of instruction it was estimated that between six and seven years of
instruction would be required to achieve commonly accepted levels of competence in all four
fields of listening, speaking, reading and writing French as a foreign language. This estimated
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time could be reduced by one year for highly motivated students and by one further year for high-
ability students. Rarely would students be provided with the opportunity in Australian secondary
schools to attain the commonly accepted levels of competence in foreign language (LF) learning.

4. What is the most effective age to begin learning a foreign language (LF)?

Burstall et al, (1986) in England showed that students beginning French at age eight years and
continuing to age 13 years did less well than students beginning at age 10 years and continuing to
age 15 years. Likewise, Carroll (1975) in the study conducted by the International Association for
the Evaluation of Educational Achievement (IEA) of French as a foreign language in eight
countries found that no benefits came from beginning instruction in French at an early age. In
Sweden and the United States students starting the learning of French in later grades performed
better. There was clearly little support for introducing the learning of French as a foreign
language (LF) during the early and middle primary school years. It would appear from the limited
evidence available that a level of competence in learning a native language (LN) (and mother
tongue) was required before beginning to learn a foreign language (LF).

While the number of years of exposure to learning a foreign language (LF) is clearly important,
where vocabulary and grammar are under consideration adolescent students perform better than
either adults or children, when the length of exposure is held constant. However, it is possible that
in second language (L2) learning both the number of years of exposure and an early age of
starting influence the level of success (Quinn and McNamara, 1988, p. 13). The issue that arises
in curriculum planning is how to develop a curriculum for the learning of a foreign language (LF)
to ensure that students have the opportunity to attain a required level of competence that is
expected to involve at least six years, under optimal conditions of learning.

5. How can an efficient and effective curriculum in a foreign language be planned?

The facility to read and to speak languages other than English is going to be of increasing
importance to Australian citizens in the future. The enrolments in foreign language courses at
Years 11 and 12 are so low in Australian schools, partly as a consequence of the schools
attempting to teach a range of language subjects, that the teaching of such subjects is neither
efficient nor effective. Moreover, the provision of only five years of secondary schooling in some
Australian schools is inadequate for the teaching of foreign languages only at the secondary
school level for students to achieve the generally expected levels of competence. Nevertheless, to
impose the teaching of foreign languages in the primary schools as preparation for secondary
school study is neither desirable nor possible except in all-age schools. What appears to be
required is the establishment of basic foreign language courses over four years, namely Grades 7,
8, 9 and 10 in secondary schools in order to provide for effective teaching in secondary schools.
However, there is a further major problem in the teaching of foreign languages in Australian
schools that involves steep declines in the participation rates across the years of secondary
schooling until very small numbers choose to study these foreign language subjects beyond Year
10, with relatively small numbers of students at the Year 10 level. It seems to be essential to
provide language maintenance courses that focus on speaking and reading in a foreign language
(LF) for three periods a week throughout Years 11 and 12, or five periods a week for a semester
to sustain and develop a greater facility in the reading, listening, and speaking of foreign
languages. Consequently, assessment at the Year 12 level needs to be based on reading and
translation exercises as well as an oral examination to assess the level of facility that the students
have developed in the spoken language. In order to achieve an adequate level of competence in all
four skills of listening, speaking, reading and writing, it appears to be desirable for students to
study the learning of a foreign language (LF) as a major subject throughout Years 11 and 12 for at
least five periods a week. It is possible that the high standing of Australian students in the PISA
2000 study is related to the fact that few students study a language other than English, and the
time given to learning foreign languages in other countries reverts to the teaching of English in
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Australia. The need to support the development of reading and speaking skills in foreign
languages (LF) probably outweighs the gains achieved in literacy in English.

6. What are the key features of foreign language learning?

Of considerable importance for foreign language learning (LF) is the use of the foreign language
for a substantial part of the teaching time in the classroom, with a corresponding reduction, but
not elimination of the use of the national language. In addition, the use of electronic aids such as
computers and DVD players is beneficial for both listening and speaking, but to a lesser extent for
the development of reading and writing skills. Furthermore, the time spent on homework has, as
may be expected, an influence on the development of reading skills, but much less and only an
indirect effect on listening skills. Classroom activities are much more important for listening.
Time spent on homework appears to be a clear indicator of effort. Moreover, the students’
aspirations to understand a spoken foreign language contributes more to listening achievement
than to reading achievement, while aspiration to learn to read the foreign language contributes
more to reading performance than to listening performance, (Carroll, 1975, p.272-4; Walker,
1976, p. 198). There is emerging evidence to suggest that computers can be employed both for
improving writing skills through the use of spelling and grammar checking routines as well as
through less formal communication with other students using interpersonal written or informal
chatting in a synchronous computer learning environment (Goldberg et al., 2003).

7. What are the components of reading achievement and are these components the same across
countries?

There is a growing body of evidence at different levels of education from testing programs at the
Grade 3 level through to adult literacy programs and the PISA literacy testing programs in
approximately 60 countries, that there is a strong major factor associated with reading
comprehension that is present in all reading tests. However, the theoretical foundations involved
in the construction of reading tests, commonly differ according to the theoretical perspectives of
those persons commissioned to develop the tests. Consequently, it is commonly possible to detect
the presence of specific reading skills or type of reading material components that are nested
under a single higher order general reading ability factor (Lietz, 1995). Thus in the IEA Reading
Literacy Study (Elley, 1994) three factors involving narrative, expository and documentary
materials were detected as nested beneath a single higher order factor of reading ability.
Similarly, in the IEA Reading Comprehension Study (Thorndike, 1973) the specific skills of (a)
following the ordering of ideas in a paragraph, (b) finding answers that are explicitly stated in the
text, (c) recognizing implied meaning, and (d) recognizing a writer’s purpose, were reported to be
nested under a general reading ability factor (Lietz, 1995). Moreover, these test structures were
found to operate in translated tests across seven different languages, although the tests were
originally constructed in English (Lietz, 1995). The confirmation of the nested factor structure of
reading tests supports the calculation of a total score for reading performance as well as separate
subscale reading scores that are assumed to be correlated with each other. Furthermore, it
supports the monitoring of reading performance across different age and grade levels, across
countries with different languages involved, and over time where different curricula and different
methods of teaching reading may be employed within a country under different theoretical
perspectives.

8. Can scales of performance associated with the learning of foreign languages (LF) be
developed in order to assess student learning across grades of schooling?

The work undertaken with reading comprehension tests discussed in the previous section across
different languages supports the development of scales to measure reading achievement within
countries where languages other than English are spoken. Moreover, work undertaken within
Australia, an English-speaking country, indicates that a single scale for the measurement of
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literacy performance can be formed out of a language subtest and a reading subtest (Hungi, 1997),
although the calculation of separate subscale scores is also meaningful. Much of the work that has
been carried out within language testing has been done with languages that employ the Roman
alphabet. Consequently, work with lexical morphemes called *characters’ or ‘ideographs’ in the
Chinese and Japanese languages may differ in significant ways from work with the Roman
alphabet in Western highly developed countries.

Two studies were recently undertaken in large schools to remove possible between-school
curricular differences across year levels or grades. Separate studies were done with the learning of
Chinese as a foreign language in one large school operating on three campuses from Grade 4
through to Grade 12 (Yuan, 2002) and in Japanese as a foreign language in a large school from
Grade 8 to Grade 11 and at the university level in Years 1 and 2 (Taguchi, 2005). In both studies
growth across grades in learning the foreign language was measured in a meaningful way, to
detect mean change in performance across school terms. The measures associated with learning
the foreign language were validated with subsequent analyses. However, while both studies were
restricted to reading and the use of written language, these studies indicated the potential of using
scales for the assessment of learning a foreign language (LF) that did not use the Roman alphabet
in classes where English was spoken as the national language (LN).

9. Can scales be developed to assess the learning of foreign languages in schools in the four
domains of listening, speaking, reading and writing?

Two major studies have been carried out by the IEA to assess performance in learning a foreign
language (LF). Carroll (1975) investigated the factors associated with the learning of French as a
foreign language in eight countries, four of which were English-speaking countries and four were
not English-speaking countries. Tests were developed to assess performance in listening,
speaking, reading and writing. Two types of writing tests were employed, one that could be
reliably scored being of an objective or quasi-objective nature, the other involved direct
composition. The study was guided by Carroll’s (1963) model of school learning and the study
assessed the performance of both 14-year-old students and students at the terminal secondary
school level.

A study of English as a foreign language (Lewis and Massad, 1975) was also carried out in ten
countries at the 14-year-old and terminal secondary school levels that mirrored the study by
Carroll described above. Both studies employed similar tests of listening, speaking, reading and
writing. The study of English as a foreign language, however, made less use of analytical and
statistical procedures and focused on: (a) an examination of the place of English in the education
systems involved; (b) an examination of the relationships between variables describing the
country, the school, the teacher and the student with performance on the achievement tests; and
(c) an analysis or errors made by students in responding to the tests in order to obtain a greater
understanding of how students learned English as a foreign language (LF).

Both these studies showed the feasibility of the development of tests in the four domains of
listening, speaking, reading and writing in the learning of foreign languages. While these tests
were developed before Rasch scaling became readily accessible, subsequently work has been
done by McNamara (1996) together with the two studies reported in the previous section by
Yuan (2002) and Taguchi (2005) to indicate that measurement and the equating of scales could be
used to assess performance in the learning of foreign languages over time and across grades of
schooling in reading and language usage. Consequently it seems likely that Rasch measurement
procedures can be more widely employed to measure performance in listening, speaking and
creative writing and directed composition as well as reading, where the use of Rasch scaling is
well established (McNamara, 2000).
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10. Can the procedures of cognitive acceleration be employed to advance student performance
across age and grade levels in the learning of foreign languages?

Failure to take into consideration the stages of cognitive development advanced by Piaget serves
to confuse and confound the teaching and learning of both national and foreign languages (Shayer
and Adey, 2002). This occurs particularly in the provision of materials and tasks associated with
the learning of reading and listening. However, while it is appropriate to undertake the cognitive
acceleration of reasoning skills at appropriate stages in school learning since both reading and
listening involve the employment of reasoning, it is also necessary to recognize the importance of
the idea of a zone of proximal development advanced by Vygotsky (1978, 1986). Nevertheless, it
is necessary to recognize that the responses of students are probabilistic in nature, but advancing
up a scale of learning at different levels and at different rates for each different individual.

TIME AND OPPORTUNITY TO LEARN
11. Can policies be developed for the learning of languages in developing countries?

In many developing countries of the world it is necessary for young people to learn at least three
languages, namely their mother tongue (L1), that is spoken in the home, the national language
(LN) that is spoken throughout the country in which the students live, and a foreign language
(LF), that is rapidly becoming English in non-English speaking countries in order to obtain the
benefits of globalization and engagement in trade. The findings of research indicate that it is
unwise to commence the teaching of the national language (LN) in situations where it is not the
mother tongue (L1), until the child has mastered the skills of listening, speaking and reading in
the mother tongue (L1), arguably at the fourth grade of schooling (Marhum, 2005). Likewise, the
findings of research seem to indicate that it is unwise and possibly unnecessary to commence the
teaching of a foreign language (LF) until students have mastered not only the skills of listening,
speaking and reading, but also those of writing at the end of Grade 6 or the end of primary
schooling. However, this leaves a bare six years for the development of competence in all four
domains of listening, speaking, reading and writing in a foreign language. The learning of
languages in schools makes heavy demands on the time available in the school curriculum at all
levels, but especially if students are to attain competence in their mother tongue (L1), their
national language (LN) and foreign language (LF), commonly English.

12. Can more effective policies be developed for the more effective learning of foreign languages
in developed English-speaking countries?

Under the existing matriculation examination schedules in most developed English-speaking
countries, very few students continue with the learning of a foreign language after an initial two
or three years of learning at the lower secondary school level. It seems that the skills of symbol
processing need to be well developed in a national language (LN) before efforts are made to
commence the learning of a foreign language (LF) in a formal classroom situation. Where the
teaching of a foreign language is commenced at primary school level it seems best restricted to
listening and speaking that language, while working in narrative or story situations, with some
introduction of students to the culture associated with the language involved. Simple written word
recognition and the writing of familiar words seem meaningful, at the primary school level,
without the introduction of language usage and grammar.

At the middle and upper secondary school levels, listening and reading and increasingly viewing
together with listening, seems to be appropriately based upon stories that portray the operation of
key values. Subsequently the universal values and virtues can be introduced, that are expressed
not only in the context of the national language (LN), but also in the context of a foreign language
(LF). The gradual introduction of the abstract ideas associated with values and virtues can help to
advance cognitive development, at the middle and upper secondary school levels, in the same
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manner as narrative and historically based accounts of events seem to be appropriate during the
transition from the concrete to higher levels of cognitive operation during the secondary school
years. The premature teaching of so called “critical literacy’, that seems to involve highly abstract
levels of thinking appears to be better taught and learned at the university or adult education
levels of education and not prematurely introduced during the years of secondary schooling.

CONCLUSIONS

Students from China, Indonesia, and Japan as well as from other countries of East and South East
Asia are coming to Australian universities in increasing numbers to enrol in undergraduate and
postgraduate courses in order to return to their homelands to teach English as a foreign Language
(LF). At the same time the teaching of foreign languages in Australian universities is struggling to
continue in operation. This is partly a consequence of the existence of so many foreign languages
that have claims to be taught in Australian universities without a single language that has a
dominant place. The two languages that have the strongest claims are arguably French and
Chinese. French has a traditional but perhaps declining place in foreign language learning
throughout the world, while Chinese has an emerging role in modern Asia.

With several universities now operating in all major cities of the Australian mainland, the
rationalization of the teaching of languages other than English appears to be necessary together
with an obligation to sustain a teaching force that can operate effectively in the secondary school
systems throughout Australia. Furthermore, the development of scales of performance in
listening, speaking, reading and writing alongside an understanding of the associated culture, is
now capable of setting goals, curriculum objectives, and standards of performance to be attained
at different levels of schooling. Unless concerted efforts are made to advance in a systematic way
the learning of foreign language in Australian schools and universities, the people of Australia
must rely on immigration and the acceptance of English as the global language to maintain its
position in a world that is going to be increasingly dominated by people whose national languages
are no longer English.
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A tension for Spanish teachers’ professional
development: “skills to carry out your job” or
continuing “...personal cultural knowledge and
attributes”?
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This article is a critical reflection on a study of the views of Spanish teachers in South
Australian schools about their professional development (PD) needs and experiences.
Officials responsible for designing Spanish specific PD were interviewed. Sixteen
teachers were randomly selected from private, public, country and metropolitan
middle schools and were interviewed using a semi-structured questionnaire with an
open-ended response format. Non-native and native Spanish speaking participants
formed the cohort. The findings of the study revealed that within-system weaknesses
and individual-identified locus of control, were barriers to Spanish teachers’ PD and
growth. Tensions existed between teachers and officials’ expectations of PD which
influenced participants’ views of PD and achievable outcomes. The findings suggest
participatory strategic negotiations are required if both parties are to improve the
perceptions of the value of PD provisions and outcomes.

Spanish teachers, professional development, Provider, Learner Partnerships,
teachers’ views, perspectives

This project investigated the perceptions and needs of teachers of Spanish and included a group of
16 teachers, a third of the teacher population, from metropolitan and country South Australia. The
project also involved interviewing officials engaged in programming and planning PD for Spanish
teachers in schools during and prior to 1999. During individual interviews, participants were
asked to reflect on what first came to mind when they thought of PD and discuss their past
experiences with PD and evaluations of providers and provisions of Spanish specific PD. A rating
scale was provided to teachers for them to rate PD forms. The purpose of this investigation was to
understand what PD existed for Spanish teachers, to seek Spanish teachers’ evaluations of PD
undertaken and to examine teachers’ perceptions of their needs and goals for learning. The
teacher participants were practising Spanish teachers at the time of the study. The officials’ group
of participants were directly involved in the planning and execution of PD for Spanish teachers.
In the country and metropolitan cohort of teachers and the group of officials, there were native
and non-native Spanish speaking participants.

It has been argued that first-hand accounts of teachers’ perceptions and experiences should
influence the content and methods in any teacher development program, if it were to engage
actively teachers in their learning (Commonwealth Department of Employment, Education and
Training 1991; Dawkins 1990; Hughes 1991; Lawson, Hattam, Mcinerney & Smyth 1997,
McMillan 2003; Abadiano & Turner 2004). The perspective that underlined this study, viewed
positive reform as being essentially generated through contextual understanding, researching
firsthand accounts and individual perspective valuing because change, as Le Roux states, might
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happen to us but innovation was not only dependent on individuals but also on collective will
(Driscoll and Halloway 1994). This perspective was essential to this study’s understanding of
teachers’ perspectives and voices. In the following discussion I will explain what the perspectives
of teachers and officials were and the resulting implications for PD and teachers’ learning.

WHY ARE TEACHERS A MAIN RESOURCE FOR PD?

Spanish teachers’ voices and perspectives, often absent from language teaching research
published, were considered to be a fundamental missing piece in the tapestry of Spanish language
teacher development programs. These were found to be lacking, based on a number of teachers’
and officials’ reflections of PD provisions prior to 2000. Teacher perspectives have been reported
to be a requirement for promoting participants’ willingness “to engage with all issues involved in
teaching-and-learning how to interact and communicate interculturally” (Scarino & Papademetre
2002, p.2). However, published formal needs analysis of these teachers was apparently non-
existent at the time.

In 2000, the results of a survey of needs were published in the Newsletter of the Spanish
Language Support Service R-12 South Australia (DECS 2000). The survey reported that: 40
percent of Spanish teachers stated that their oral proficiency was basic, 25 percent stated that it
was efficient, 20 percent stated that they were fluent, and 14 percent stated that they were very
fluent. It would be imperative to understand more about Spanish teachers’ levels of proficiency
in order to prepare PD adequately for the group. Despite the reported low levels of proficiency,
the PD offered, appeared to not address directly Spanish teachers’ needs, ignoring the
recommendations of a two decade old report (SAIL et. al 1989) for language-level specific PD.
This situation was complex and provisions did not depend entirely on the good will and
enthusiasm of providers. These committed individuals had advocated the teaching of Spanish in
South Australia for many years. External federal and state support was clearly needed in order to
support teachers and providers of PD. The recent review of PD sessions has shown little promise
in this area.

PD sessions in 2005 (DECS 2005) showed that little transformation had been achieved,
specifically to extend teachers’ individual proficiencies and cater for their interests. PD sessions
for Spanish teachers included nine sessions in total with PD for understanding SACSA, DELE
testing, generalist PD for more advanced levels and one session on action research. In contrast,
Japanese teachers PD (DECS 2005) included over 20 sessions for PD related to SACSA, general
PD, language practice, enhancing linguistic proficiency, use of ICT in the classroom, Intercultural
Language Learning, Curriculum Leaders’ Training and specialist courses for beginning language
practice. This PD program showed an advance in depth, quantity and variety in comparison to
offerings for Spanish teachers prior to 1999. This would also appear to apply to the program in
2005.

The findings of this study and a recent review of PD initiatives show that there is a need for
ongoing research in this area since little has changed to personalise PD for Spanish teachers. It
seems as though departmental initiatives continue to dominate the programs of Spanish teachers’
PD (four out of nine sessions offered in 2005 in total). A Review of Teacher Education in NSW
(DET 2000) stated that “freedom of choice for teachers in schools is almost non-existent.
Teachers’ professional development is directed at the system’s requirements” and this issue is
prominent in the interviews conducted in this study.

! The survey’s sample size was not published.
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THE STUDY’S INTERVIEWS

The interviews used in this study were semi-structured and enabled an in-depth open-ended
response. The design of the interviews allowed teachers and officials to express their views
openly. This generated opportunities for gathering rich data and challenging the researcher to
develop appropriate and dynamic coding procedures. Taylor and Bogdan proposed that requesting
access to and acknowledging the teacher’s own words increased the reliability of the data (Burns
2000 p.424).

RESULTS AND IMPLICATIONS FOR PD AND SPANISH TEACHERS’ LEARNING

From this study’s data it was evident that a majority of the Spanish teachers and officials
interviewed suggested that the PD provided was largely ineffective because it did not address
individual linguistic and cultural needs. Research had shown that PD was not only central to
maintaining high teaching and educational standards but also to influencing the process of
extending students’ learning (Guskey in McMillan 2003). Since ownership over learning was
imperative to sustainable learning and its outcomes (Abadiano & Turner 2004), a gap existed
between PD provisions for Spanish teachers and their perceived utility. The interviews of Spanish
teachers illustrated that the individual teachers experienced low morale regarding the PD they had
undertaken. This was considered to be a negative influence on teachers’ participation in PD.

In this study Spanish teachers’ reflections of their participation in PD coincided in nature with the
findings in other research into teachers’ views of PD (DET 2000; Evans 2000; Goodfellow 2002).
In these studies top-down style PD was reportedly considered not relevant or appealing to
potential learners (Abadiano & Turner 2004) since PD often involved teachers in passive learning
of “the latest ideas regarding teaching and learning from experts” (Klingner 2004 p.248). This
weakened the promotion of teacher autonomy in learning (Wajnryb & Richards In McMillan
2003). Spanish teachers stated in this study that PD was “a means to acquire skills”, “meet
employment requirements” or “skills to carry out your job”. These definitions emphasise how in

some cases teachers themselves adopt passive attitudes to PD.

In the available research literature, teacher direction in teachers’ learning was generally rare, as
was the case with Spanish teachers and their involvement in PD. Today, further initiatives have
increased teacher involvement. The Spanish Teachers Association of South Australia had more
recently sought teacher expertise in planning annual conferences. Teacher expertise was
considered essential. One teacher stated that “you never finish learning, students are changing and
you need to update learning and experience”, illustrating that the task was ongoing, required
ownership and sharing of ideas, an ideal situation at conferences for Spanish teachers and their
PD. Two teachers said that PD was about “learning and growing”, one of them concluded that it
was vital and helped overcome isolation. The issues discussed have implications, ranging from
positive to damaging effects of influence on teacher motivation for undertaking PD. A general
lack of hope in Spanish language teachers’ perceptions of PD prior to the year 2000 was of
concern to teachers and trainers. This was a local and global issue in nature and effect.

International and Local Barriers to Teachers’ Professional Development

On an international level, educational reform in the teaching of foreign languages, in America
(Guntermann 1992; Modern Languages Association 1978), the United Kingdom (Howard &
McGrath 1995), Japan (Arani & Matoba 2006) and Australia, has demonstrated increased
expectations of language teachers, particularly in terms of the definitions of what counts as
quality teaching and in-service education in foreign language teaching. In South Australia, this
has led to the specification of standards of professionalism for teachers of languages and cultures
(AFMLTA & DEST 2003). These expectations are extremely high and on some level, offer
contradictory messages and demands for classroom practice, adding to the workloads of language
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teachers (Arani & Matoba 2006). Spanish language teachers, who were teachers of a minority
language in an educational system shifting away from the languages of Europe (Scarino &
Papademetre 2002), despite the increasing recognition of the Spanish language and its varieties in
curricula around the world, faced major challenges in South Australian schools. There was
limited relief for them at times when they embarked on the journey of their own learning. These
challenges continue to impact on teachers’ learning and PD needs today.

Around the world, Spanish departments also met with higher demands to respond to an increased
number of background speakers as well as meeting the technological and globalized social order’s
needs. The changing conditions affected aims and outcomes of PD. In Australia, with the influx
of native Spanish speakers in Australian courses (In press 2002 EFE News Service) there is also a
need to adapt. In America, this growth has shown that some departments are *’ill equipped’’ to
respond to new and renewed needs (Stavans 2005). How well we can deal with this issue is
unknown and appears to have not attracted the attention of research workers and scholars.

Without teacher motivation for the provision of PD, educational progress may stagnate. A belief
in teacher motivation underlies most policies and official debates that have shown renewed
interest in teachers’ PD. These interests sometimes ignore the importance of the process of
prescribing PD. Scarino and Papademetre (2002) rightly argued that often debates about standards
of professionalism were complex given that they aimed to consider the needs of those affected by
reforms and changes, as well as the context of their needs, while also considering educational
department agendas, where issues of politics and association could not be ignored. In this study,
negotiations were examined and reported to be limited. Initiatives were mostly organised and
executed by official bodies. Although policies encouraged teachers to take control of their
learning, through a wave of devolving responsibilities, barriers identified within the system
appeared to obstruct commitments to sustained PD. Spanish teachers’ views illustrated this.

Considering needs in context requires: “learning” and *“growing”

Throughout the period of this investigation, no published accounts or government reports were
located in the area of Spanish teachers’ PD needs or expectations. To some extent, this illustrated
that so-called ‘top down’ initiatives might be in place. Without formal individual and group
feedback about needs, and the inclusion of the parties affected in the process of PD design and
implementation, it would seem that the parties involved lacked an understanding of the relevance
and motivation for system and individually driven learning. Needs would appear to have been
completely overlooked.

It has been argued that “unsatisfied learning needs tend to have an adverse effect upon work
performance” (Green 1996 p.78; Evans 2000). Evans added that: “Individual’s needs determine
their values and ideologies-which, in turn, through an iterative process, determine their needs-and
these combine to shape individual’s conceptions of, their “ideal’ job” (Evans 2000 p.176). For this
reason, providing teachers with opportunities for learning and transforming the PD for these
teachers across the whole period of their careers (Kist 2006) would be essential to future PD.
Banking on the already existing hunger for both process and content, among the Spanish teachers,
would be a great advantage.

Spanish Teachers’ Definitions and Reflections

For Spanish teachers, professional development is a broad concept that is multidimensional in
nature. PD is defined as the “skills to carry out your job”, the “means to acquire skills” and the
meeting of “employment requirements”. PD was also considered to be related to [the teachers’]
“own personal learning” and that of others, through “transfer of understandings” and resources.
The majority of Spanish teachers’ views were positive when defining PD and its potential to
enhance teaching practice and status. For example, a Spanish teacher stated that PD helped
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teachers become “involved” in their profession and another stated that “it aided the process of
becoming better teachers and improving practice”. Table 1 presents information on the frequency
with which Spanish teachers mentioned each PD form or issue related to PD.

Table 1: Frequency of Spanish teachers’ responses

Teacher Responses to: What do you think of when you think of PD for Spanish Frequency
teachers?

Types of PD: workshop, hub group, conference, reading 81
Pedagogy; LOTE practice and methodology 51
Content- Generalist courses: Mandatory Reporting; First Aid 46
Personal; growth, extension, interest, learning, satisfaction 19
Affective Responses; positive, neutral and negative reactions in talking about PD 18
Learning methods; observing practice; analysing materials 16
PD providers; STASA, Curriculum Officer for DETE, SSABSA 16
Travel - Long term exchange; in-country experience 11

Network; working with other teachers or native speakers

Time; in school; out of school; having enough time; time to reflect and digest new
understandings

Curriculum Resources; ALL: Statements & Profiles; SACSA
Place: in the city, in the country
Immediate: something which can be put into practice instantly

Most Spanish teachers discussed PD as a process and an ongoing exercise. One teacher
mentioned that it was necessary if a teacher was to be up to date in theories and methods of
current value and application. It was perceived to be for personal and professional growth,
implying that it might be self-directed. One teacher stated that engaging with PD was about
recognizing the importance of the language and “keeping the language going”. This would imply
that teaching was almost like a form of cultural work and activism for the language. PD should
therefore also support teachers’ roles as cultural workers.

On the other hand, more passive views were held on the matter. One teacher stated that PD was
only for non-native teachers and recent graduates. Another believed that PD was a “waste of
time”. A majority of teachers’ identified PD forms in a discussion of their preferences, which
were largely other directed. Table 2 gives the most preferred forms of PD discussed by Spanish
teachers. The teachers completed a rating scale for preferred forms of PD. Responses are listed in
Table 2 in no particular order.

This table shows the types of PD mentioned by Spanish teachers. Generally, Spanish teachers
were positive towards the PD forms listed in Table 2. The average rating was 8.0 on a rating scale
of 1 to 10. However, an analysis of the responses of individual teachers showed quite distinct
preferences. In addition the analysis of the ratings of metropolitan and country teacher subgroups
yielded no statistically significant differences in preference for certain forms. A Mann-Whitney
non- parametric test was used and differences in mean ratings of the two groups of teachers were
examined, showing no differences in mean ratings. A qualitative analysis provided an in-depth
perspective of the group of Spanish teachers’ perspectives and needs of individual teachers
showed how the group and subgroups identified certain forms, with more frequency and how
some of these were related to needs, contexts and individual choice with variations across cultural
and demographic contexts. For instance, in teachers’ discussions PD was identified as a form of
training and a means to assist teachers with programs, gathering and sharing ideas and work
products.
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Table 2: Types of PD valued by Spanish teachers

Delivery & Content of PD Formal PD Informal PD

Face to face Workshop Conversation
Listening Reading Social events ie. Fiesta
Video conferencing Planning units Talking with natives
Structured and strict demonstrations Across the curriculum Sharing ideas and work with teachers
Viewing curriculum documents Hub group Listening to music
Level specific Action research Watching a film
Overseas guests and speaking to natives Understanding the system Travel

Exchanging resources Travel Dancing

Culture Conference

Cooking

Incorporating Spanish

This view was common in previous research. Studies have claimed that teachers viewed
knowledge generation and knowledge learning as part of a process of transmission rather than
creation, with a focus on practical application (Collinson & Fedoruk Cook 2004). This was quite
different to constructivist beliefs which guided much educational policy and the current SACSA
framework. On the other hand, Spanish teachers often discussed the importance of PD that
involved talking and working with others and being “able to take things back to the classroom”.

The discussion of teachers’ views illustrates the value awarded to collaborative networking and
rapid investment desired by teachers in order for PD to be effective. This encourages a degree of
passivity which may be encouraged by the pace and style in which changes take place in
education, stressful workloads and how time and support are managed. This discussion of the
qualitative analysis emphasizes how this group of teachers’ lack of homogeneity is better
understood by interpreting the similarities, differences, nuances and counterproductive views, in
the context of their identified needs and current social, professional and demographic contexts.
Moreover, this affects future plans that are required in all considerations of these teachers’
learning.

The complexity of the range of definitions illustrated that the teachers perceived the locus of
control over learning in a majority of instances, as residing with providers of PD. However, native
Spanish speaking teachers often said that they took care of their own PD. One non-native Spanish
teacher stated that if she wanted to find out something about Spanish culture that she would have
to do it herself. Through the interpretation of teachers’ and officials’ words it was revealed that
there were obvious differences between these parties. Views about PD were in some areas in
direct opposition. The examples of teachers’ words are employed here to demonstrate how
complex the group’s needs are.

Officials Perspectives

Officials interviewed in this study held quite unique views of what it meant to be engaged in
professional development. When asked to define PD officials talked about “teaching” and “skills
needed for the classroom”, holding here similar instrumentalist approaches toward learning and
application, as were exhibited in some of the teachers’ views. Two officials stated that PD was
needed to have “a high level of linguistic proficiency”.

In contrast to the group of teachers, officials generated a list that included a greater scope and
variety of formal and informal PD forms. Some of the PD forms included training, reading,
working with colleagues, action research, undertaking scholarship work, networking with
colleagues, attending conferences, programming work and participating in unit and assessment
writing. Most officials valued studying abroad, participating in curriculum and resource
development and indicated an interest in “having teachers’ input” into these areas. One official
stated that establishing “open networks” with colleagues was very important. Another official
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stated that PD supported a teacher’s capacity to develop “personal cultural knowledge and
attributes”. The need for critical, personal reflection on one’s knowledge, language and culture
was highlighted as part of this process. One official summed up the self-directedness valued by
officials, for Spanish teachers’ PD. He stated that PD was a means to “insight [or for my] own
curiosity”, ”keeping up-to-date with own academic interests and continuous learning”. Another
stated that PD needed to encourage and support people “to do their personal best”. She later
added that PD was more than “what they [teachers] do in the classroom but for what they do for
personal enrichment”. This official believed that teachers should aim to be *“reflective
practitioners” and to understand the idea that “it is threatening”, to be a lifelong learner, but that

“it is very liberating”.

Officials Evaluations and Reflections Regarding PD for
Spanish Language Teachers

Officials’ were asked to evaluate PD provisions and one concluded that for PD to be successful, it
needed to provide “a balance” between the needs of providers of PD and those of an audience of a
“reasonable size”. It was his belief that this was not the case in the past. He proposed that “PD
hasn’t been thought for teachers on a career levels basis”. Three officials, a majority of those
interviewed, stated that Spanish teachers’ attendance at PD was poor; an issue which made
addressing needs difficult. One official stated that there were many important and valid reasons
for this. She proposed that teachers were overworked and that a “kind of siege mentality” existed
which was a factor holding teachers back. This official also stated that some people clearly
resisted change while others embraced it.

A study of what PD worked with teachers claimed that unless teachers perceived changes to be
relevant to “their situation, then change isn’t likely to occur” (Abadiano & Turner 2004). Other
research has claimed that “imposed changes which affect the things they value the most can mean
that teachers can no longer find a match between their aims and purposes and those prevailing in
schools” (Sikes, in Evans 2000 p.185). It is important to note here that these are influential issues
and generate implications for teachers’ learning and motivation to undertake PD, but also for
work satisfaction. These issues affect Spanish teachers’ participation in concrete ways.

Obstacles to Spanish teachers’ PD

Spanish teachers’ PD is bound to be problematic, given that these teachers possess unique
individual interests, a wide range of educational levels and are at different career stages. Spanish
teachers hold a variety of approaches to learning and teaching and motivation for their area of
work. This variety presented a challenge for providers who had been found to prefer PD that
valued a “one size fits all mentality” (Klingner 2004). The impacts on education systems and
institutionally driven changes to the environments in which teachers’ work and learn played a
major role in teachers’ perceptions of PD and the obstacles produced, especially with respect to
whether they perceived PD to be a necessity, an obligation, a burden or a waste of time. PD was
therefore dynamic in many ways and teachers appeared to engage in PD as consumers, creators
and collaborators but also with a variety of degrees of interest, enthusiasm, apathy and resistance.
This was evident across the group of Spanish teachers interviewed and should be taken into
consideration when seeking to understand how obstacles could be created on both sides of the
fence.

Spanish Teachers’ relationships, with the school community and support from administrators,
varied with teacher and context. Most teachers stated that although they appeared to receive
support, the range of support and strategies to avail Spanish specific PD support and funding,
were greatly limited. Lack of school and administrative support was a popular issue in research



34 A tension for Spanish teachers’ professional development

into teachers” PD (Klingner 2004) and this created damaging effects for teachers’ work and
emotional wellbeing.

When Spanish teachers’ interviews were examined for affective responses, tensions were
revealed. Five teachers, native and non-native Spanish speakers, were negative towards the PD
they had undertaken. Three teachers were neutral to PD and eight teachers expressed clearly
positive attitudes to the PD they had undertaken. In a study on effects of change on job morale
and satisfaction a teacher stated that at times teachers got into a routine of work and that this
affected their levels of satisfaction to the extent that “they tend to look outward for the root of the
problems, rather than looking inward” (Evans 2000, p.182). This would appear to apply to some
approaches taken by a few of the Spanish teachers and officials interviewed in this study. It
should be noted that counterproductive views were also held.

Few teachers (three) thought that PD was unnecessary or could be a waste of time. One official
stated that “advisers should lead intellectual debates”. The former views would contradict the
popular and contemporary view that teachers should facilitate lifelong learning by being lifelong
learners themselves. The latter diverged from current PD trends supported by the group of
officials’ interviewed which promoted teacher autonomy, by suggesting a top-down approach.
These views illustrate how dichotomies and overgeneralisations fail to capture key views that
may stand in the way of change or empowerment.

Spanish teachers perceived a number of internal and external school factors, some that affected
the group and others’ that affected the sub-groups to a larger extent. For instance, country
teachers stated that issues of distance, access, time, school support and lack of opportunity to
speak to other speakers and teachers of Spanish affected them. All country teachers highlighted
the issue of language teacher isolation. One teacher said, “the monocultural aspect of rural life is
very so different to the urban lifestyles” and that “’here in country SA a lot of people are still
very”...”behind in their multicultural intellect’’, when reflecting on support mechanisms in and
outside the school. The changes that were driven by the SACSA framework at that time, in its
early stages, for instance, were also perceived to be creating new pressures adding to the existing
lack of support for languages in schools. A teacher commented on this issue saying that:

The Department is making so many changes by doing the SACSA framework,
Partnerships 21 all those sorts of things, putting different priorities on school
budgeting, on school curriculum and so on and really in rural South Australia | don’t
think that a lot of people still conceive a need for LOTE to be one of the main 8 areas
for kids education.

Most country teachers mentioned often that isolation was a big factor and that distance, lack of
administrative and community support, affected in different ways their participation in PD
sessions. Some perceived PD to be planned ignoring school schedules and driving time to the
session, since 37.5 hours were expected for PD by the Department for all teachers without
concession, and that PD provisions were either too basic or irrelevant to their needs. A teacher
shared his frustration with PD planning. He said it was organised mostly: “from 4 o’clock to 7
o’clock in the city”, and that he would therefore need to ask for the afternoon off “to travel two to
three hours there and back”. The issue of time was not only an issue for country teachers’ work
but also for their wellbeing. Lack of time has been a perennial issue for teachers (Collinson &
Fedoruk Cook 2004). Time was a recurring theme in all of the teachers’ interviews.

The metropolitan teachers perceived obstacles to include the costs of attending PD and the lack of
budget and government funding provided to support Spanish teachers. A lack of funding for
providers was also discussed. A teacher stated that one provider’s funding was being cut, a
reduction that affected her ability to service needs. Although teachers discussed the language
support services and language advisers as being very helpful in their involvement, teachers
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mentioned that they were rarely available on site or in an ongoing way given that the advisers
themselves, despite their commitment and enthusiasm, lacked government support and adequate
funding. One teacher said that the range of linguistic proficiencies of providers was positive and
comforting. In contrast, one non-native Spanish speaking teacher from the country stated that
officials' proficiencies were low and that he: [did not] “need to be taught by someone who [knew]
less than [him]”. Four teachers mentioned that PD providers’ proficiencies were low. Three
teachers added that PD providers often lacked appropriate qualifications and teaching experience
meaningfully to “meet their linguistic needs”. Other obstacles mentioned by metropolitan teachers
included the age of employment, level of proficiency in the Spanish and English language of
some teachers, not having access to a language consultant in 1999 and excessive paperwork
required to apply for PD. Teachers stated that sufficient time was not released for PD, especially
to study abroad. The imposition that teachers used “in-class time” to attend PD sessions, giving
up student time, marking, family and teacher time was often mentioned to be a major obstacle for
PD. These views were complex and continued to illustrate the myriad range of reflections and
expectations and the perceived impediments that impacted on participation in Spanish teachers’
PD and future participation in PD.

CONCLUSIONS

There are a number of implications from the analysis of the group of teachers’ perceptions of PD.
The apparent lack of faith in provisions does not distinguish this group of teachers from those
prominently reported on in educational research and research into teachers’ learning and training
(Ayres, Meyer, Erevelles, & Park-Lee, 1994). There appears to be a lack of consistency, effective
networking and partnerships engaged in obtaining critical feedback, throughout the process of
planning and implementing PD for Spanish teachers. This appears to be counterproductive to
teachers’ learning and participation in the PD provided.

A review of provision and an analysis of needs with regard to Spanish teachers’ linguistic skills
and cultural knowledge, for Spanish language and cultural learning and in some cases, for
learning the English language and innovative Spanish language teaching methods, appears to be
well overdue. Officials and teachers appear to be well prepared to develop these partnerships. An
official’s suggestion to audit teachers and providers is considered to be an important step towards
dismantling barriers that exist in providing PD to Spanish teachers at some level. A current
review of these contexts must not be delayed, though it is envisaged that this is a sensitive issue
for PD providers and participants to deal with. It is likely that collaborative partnerships and
efforts may minimise the negative impact of approaches which neglect either party’s needs.

Given the range of needs and views discussed in this article, one teacher’s comment stands as a
highly valid point: “you can never say you’ll provide PD for all Spanish teachers because needs
are too diverse”. It is proposed in this article that this is especially true if top-down approaches
are used. The challenge for PD providers; teachers as self directed learners and officials as
learners and providers, is to understand and acknowledge that PD should be:

concerned with creating improvements in educational practice and the social
relationships that underlie those practices, and ought to be about crafting and living
out mutual forms of accountability among teachers, administrators, parents and
students (Smyth 1995).
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Key factors that influence recruiting young Chinese
students

Zhenmin Wang
Department of Education and Children’s Services South Australia
wang.zhenmin@saugov.sa.gov.au

The discussion in this paper is based on the assumption that international education is
equated to recruiting and educating international students, even though its true
concept goes far beyond this narrow understanding. The purpose of this research is to
look at the key factors that influence recruiting young Chinese students, and make
sure all who work in this field understand how their business will achieve success.

This is done through an analysis of the Chinese education system, the history of young
Chinese students studying abroad, China’s economic outlook, the Australian and
Chinese governments’ attitudes and international education policies, and the
expectations of the students and their families. The article concludes with some
constructive recommendations and suggestions.

Chinese students, study abroad, recruiting business, education.

INTRODUCTION

According to Australia Education International (AEI), the total full-fee paying international
student enrolments in Australia during 2006 reached a total of 383,818, of which China accounted
for 23.5 per cent (90,287). Meantime, the total commencements of international students reached
211,296. Table 1 presents data on enrolments from different countries and the growth in
enrolments in 2006.

Table 1. Enrolments from different countries and the growth in enrolments in 2006

Nationality Enrolments Percentage of Total Growth in on 2006
China 90,287 23.5% 10.5
India 39,166 10.2% 41.9
Republic of Korea 31,257 8.1% 18.8
Hong Kong 20,523 5.3% -3.8
Malaysia 19,166 5.0% -1.0
Thailand 17,889 4.7% 8.3
Japan 17,804 4.6% -6.6
Indonesia 15,038 3.9% -6.7
United States 12,045 3.1% -4.3
Brazil 10,190 2.7% 43.9
Other 110,453 28.8% 12.3
Total - All nationalities 383,818 100.0% 10.9%

(Source: AEI Releases Annual 2006 International Students Enrolment Data, Wednesday, 21 February 2007)

The Higher Education sector is where most international students are enrolled; the market share is
as high as 45 per cent. The market share of the school sector used to be 14 per cent in 1994 and is
now reported to be around 6.5 per cent of the total market. However, in South Australia,
according to a 2006 Parliament report (Parliament of South Australia, 2006, The Impact of
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International Education Activities in South Australia, Twenty Fourth Report of the Social
Development Committee), the total enrolment of international students is 17,936, of which the
school sector has 1,964 contributing nearly 11 per cent. Within the school sector, China is the
largest resource country which accounts for 45 per cent compared with 42 per cent of the national
situation.

It is an AU$ 7.5 billion industry according to the Federal Minister Hon. Julie Bishop MP at the
International Education Forum 2006 but is re-estimated as an AU$ 9.8 billion industry(AIEC
Perth, 2006), which provides at least 15 per cent of university revenue and creates at least 51,000
jobs for the nation. Obviously all states across the country have benefited significantly from this
industry. Australia’s economy without international students would definitely be very different.

As an International Business Manager responsible for the China market for the South Australian
Education Department | understand many schools are interested in recruiting young students from
China and they have put considerable resources into the recruitment process. However, while
some are successful, many have not achieved as satisfactory a result as they had expected. People
would be curious to know why? This paper explores the reasons and helps us understand why
young Chinese students choose South Australia for their overseas education.

METHODOLOGY

As a skilled marketing person, | have had very rich experiences in dealing with Chinese education
agents and students on the frontline. This research has involved a questionnaire, interviews and
critical incidents as well as participating in a few international education conferences to
investigate the key factors that affect the international education business and to illustrate how we
may be more successful in this industry.

Education Profile of China

China is a heavily populated country. Even though the Chinese Government has made great
efforts to control the growth of its population, the population of China, however, in January 2005
exceeded 1.3 billion.

In China, education is divided into three categories: basic education, higher education, and adult
education. Basic education in China includes pre-school education, primary education and regular
secondary education. The Compulsory Education Law stipulates that each child has nine years of
formal education. Secondary education in China can be divided into academic secondary
education and specialized/vocational/technical secondary education. Academic secondary
education is delivered in academic lower and upper middle schools.

Lower middle school graduates wishing to continue their education take a locally administered
entrance examination, on the basis of which they have the option either of continuing in an
academic upper middle school or of entering a vocational secondary school.

The latest figures show that in recent years the secondary school education system had developed
steadily: in 2004, the total enrolment was 92.64 million®.

The History and Reasons for Young Chinese Students Going Abroad for Study

Education is regarded as being above everything else in China. The beliefs that “education, the
treasure within” and “education, the beauties within” are deeply rooted into and have become part
of China’s tradition and Chinese culture. For centuries China stood as a leading civilization,
outpacing the rest of the world not only in the arts and sciences but also in the size of its
economy. Until 1820 China accounted for about one third of the world GDP. China attracted

! http://big5.china.com.cn/chinese/ch-sz2005/kj/kj.htm, viewed on 11June 2006
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many people from overseas including westerners who came to learn its advanced technology, its
culture and its history. Unfortunately in the nineteenth and early twentieth century’s, because of
the inability and corruption of the Qing government, the country was invaded by foreign troops.
This was followed by civil unrest and major famines, China was left behind by the western
countries, and it was from then on that people began to realise and think about the importance of
studying abroad to learn from western countries.

The Contemporary history of overseas study

Rong Hong was believed to be the first young Chinese student to study abroad. After seven years
study at Yale University in the Unites States, he returned to China in 1854 (Yao 2004). It was
under his advocacy, and with the strong support from senior government officials that the Qing
Government launched a government-sponsored pilot scheme of sending young Chinese student to
study advanced technology and culture in western countries. So the first group of 120 young
students, aged between 12 to 16 years, were sent to the United States between 1872 and 1875.
Even though the plan was abolished due to the conservatives in the Qing Government, some of
the young students who returned made significant contributions to the process of China’s
modernization and achieved success in their professional careers. These included the railway
engineer Zhan Tianyou, and Tang Shaoyi the founder of Fudan University and the first Premier of
the Republic of China who inspired the later generation of overseas students.

Given the contribution that the Western values made, and the role that the returned overseas
Chinese students played in the Republic Period, and in contemporary Chinese history, studying
abroad became more fashionable later despite the change of governments until the Cultural
Revolution in the 1960s. Wang (2005, pp5-14) classified the trend as: the first generation from
1872-1900; the second generation from 1900-1927; the third generation from 1927-1949; the
fourth generation from 1949 -1965 and the fifth generation is from 1978 to today.

1978

It is obvious that there was a major ‘gap’ from 1965 to 1978. This was because of the Cultural
Revolution in China during this period.

The year, 1978, in China’s modern history is regarded as a ‘watershed’ date, as from then on the
Chinese Government began to carry out its reform through the so-called ‘Open-Door’ policy.
Chinese intellectuals welcome this reform as their “spring’.

The man who steered the reform was Deng Xiaoping, the most influential leader after Mao
Zedong, who himself also had the experience of studying abroad (in France). Deng Xiaoping
ordered the State Council to work out a policy to expand academic communication with foreign
countries and to support students and scholars studying abroad. Since then (1978), according to
People’s Daily Overseas Edition (27 February 2007), there have been more than one million
students and scholars who have been sent (sponsored by the Government) or gone (self funded)
overseas to study.

The word ‘Hai Gui’ was created especially to refer to those returned overseas students. ‘Hai’
means ‘sea’ and ‘Gui’ means ‘turtle’ which in Chinese has the same pronunciation as ‘returned’.
So “Hai Gui’ really refers to the ‘returned overseas students’.

Going abroad to study has become a fashionable aspect of culture in China today.

Dream of Hai Gui

According to statistics from the Ministry of Education P.R.China, in 2001, 51 per cent of leaders
of universities administered by MoE, 80 per cent of the academics, and 90 per cent of the deans in
the universities have had the experience of studying abroad. By 2005, Hai Gui has accounted for
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more than 94 per cent of all middle-and-above management leaders of the China Academy (Wang
et al. 2006, p.4). In future the figure will be even higher. Hai Gui are not only playing their roles
in the academic world, but also in government, in politics, in economics, in military and foreign
affairs, in technology and in all walks of China’s society.

Hai Gui have changed not only their lives and their careers but also the course of China’s
modernization, and China’s twenty-first century and beyond. They are highly regarded by the
government and the society, awarded with eye-catching salaries and prominent positions. The
value of foreign qualifications and the so-called ‘fame and gain’ the returned overseas students
have obtained aroused the strong interests of young students to follow their example.

The out of step education system

During the past few decades, China’s economy has boomed, so that China has overtaken the
United Kingdom since 2006, becoming the fourth largest economy in the world?. Alongside this
economic development, China’s education has also achieved great success. However, the
education system has not kept pace with the economic development. Mooney (2006) writes in
Beijing:

Chinese higher education lacks creativity..., "Our universities give you knowledge,

but not the ability to do critical thinking," says Hu, of the Shanghai academy.

Students complain of instructors who stand in front of the class reading from a
textbook, barely bothering to look up from the pages. "The old professors prepared
their notes five or ten years ago, but a lot of things have changed since then," she (Ms
Tang, a recent graduate of a university) says. "They're divorced from society."

Chinese scholars say respect for authority also holds students back. "In a Confucian
society the teacher tells the truth and you don't question it,” says Hu. The tradition
discourages open discussion in the classroom and the possibility of students'
challenging their professors.

In the school sector, even though the Chinese government has increased the number of university
places, competition is still very strong, that leaves curriculum reform in a ‘dead’ situation.
According to one newspaper there were more than 9.9million high school graduates participating
in the national entrance examination in 2006, but there were only 5.3 million places available,
which means that about 47 per cent of the students were not able to continue with their higher
education study. The competition is so fierce that high school students only sleep 5.5 hours a day
according to an education official from a Municipal Education Department. So to avoid such
fierce competition some students and their families may choose to study overseas.

The impact of the trend of globalisation

Students going to study abroad or student mobility is not only a feature of the Chinese system.
Currently, it is estimated that over 2.7 million students study outside their home country,
according to a conference held in Beijing in 2005 (People’s Daily Overseas Edition, 18
November 2005). Projections by various institutions including IDP Australia, suggest
dramatically expanding the demand for international education, doubling over the next ten years
and then perhaps doubling again, with as many as seven million students studying outside their
home country. The latest figure on the percentage of foreign tertiary students studying abroad
reveals that:

2 Wikipedia, the free encyclopaedia’s website, http://en.wikipedia.org/wiki/List_of countries_by GDP_(nominal)
viewed on 1 February 2007
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(a) out of every ten tertiary students studying abroad, four are Asians, three are
Europeans and one is African;

(b) half of all foreign students study in Europe and almost one-third are in the United
States;

(c) three countries host half of the world’s foreign students (United States, United
Kingdom, and Germany) adding in the next two highest hosting countries (France
and Australia), these five countries serve two-thirds of the world foreign students;

(d) while 30 per cent of all foreign students are in the United States, they represent
only 4 per cent of this country’s tertiary students, while in the United Kingdom
and in Germany, foreign students make up one in ten of the total tertiary
enrolments and, in Australia almost one in seven;

(e) eight out of ten foreign European students study in another European country;

(F) three out of five foreign students in Europe are studying either in the United

Kingdom, Germany or France.
(Source: Tertiary Students Abroad: Learning without Borders: UNESCO Institute for Statistics, 2005)

China, as a member of the global community, is inevitably part of this trend.

Commercial feature

If the social contribution and personal career development are regarded as the inner drive in this
trend, the commercial features have to be seen as the outer drive.

In the Unites States, the number of international students enrolled in higher institutions has
reached 565,000 and the economic benefit to the country is estimated at US$13 billion.
(International Institute of Education Network Website, 2006) In Australia, the total enrolment has
reached 380,000 students and the economic benefit to the country is believed to have reached
AUS 10 billion. According to the Australian Government, in 1995, 5.9 per cent of total university
income was tuition fee income from international students (IDP Education Australia 1997). This
has now exceeded 15 per cent.

Some commentators criticize Australian institutions for being too commercial:

In Australian institutions, international education has been shaped largely by
university leader-managers—particularly entrepreneurial presidents and marketing
units—rather than by faculty. To seize niche markets, some universities have
developed new programs almost overnight without much regard for shared governance
or faculty ownership of the curriculum. (Marginson, 2002)

In South Australia, there were 17,936 overseas students in 2005, more than triple the number in
1998 (5,584). International students make a significant contribution to the State’s economy, over
AU$553 rsnillion in 2005 (Philips, 2006), which accounts for approximately 0.9 per cent of the
state GSP".

A report from China indicates that in 1991, the number of Chinese students studying overseas was
39,000, but in 2006 this figure had reached 130,000 (People’s Daily Overseas. Edition 7 March
2007). Given that most young students choose an agent to help them to apply for a letter of offer
from overseas education providers, and students’ visas, say the average spending is about Chinese
Yuan (CNY) 10,000 for the service, this service only is a CNY 1.3 billion industry. The
commercial push is obviously an unarguable factor. As school students are very young, agents
play a key role in recruiting and referring students to the Australian school sector.

 SA GSP 62,798m, http://www.treasury.act.gov.au/snapshot/GSP/pdf, viewed on 21 November 2006
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In order to attract more international students, education providers also make every effort to
provide a significant amount of marketing funds, and some providers even pay as high as 25 per
cent of the first year’s tuition fee as commission or incentive for their agents.

The Governments’ Policies

Australia
As a report prepared by Sydney University points out,

Australia’s participation in international education was facilitated through the
Colombo Plan in 1950. The aim of the Plan was to assist Asian Pacific nations to raise
their standard of living. Over the following two decades many students from Asia
came to study in Australia. In 1969, Australian universities established the
International Development Program of Australian Universities and Colleges (IDP).
The original IDP charter was to implement the Australian aid program in higher
education. However, since the 1960s the role of IDP has expanded under its new role
of IDP Australia, acting now as a broker between Australian education institutions,
foreign governments, and companies and funding agencies. [It is not surprising, as] the
economic and social impact of globalisation has tended to supplant many of the earlier
efforts of international co-operation. (An International University, Sydney University,
2003, Report of the Committee to Review Internationalisation)

I do not believe the original aims of international education still remain. | strongly agree with
Skilbeck (2006) that “a dominant motif over the past two decades in Australia among several
other countries has been international education as a tradeable commaodity.”

The Australian Government, for more than the past decade has seen international education as a
new export industry, supporting the aggressive overseas recruitment activity by educational
institutions. The May 2003 Budget included a comprehensive package of Commonwealth
initiatives worth more than AU$113 million over four years to support and expand Australia’s
international education industry (The Hon. Dr Brendan Nelson MP 2003). Moreover, in the same
year a Memorandum of Understanding on promoting Australia Education Internationally was
signed between Department of Education Science and Technology, Department of Foreign
Affairs and Trade, Austrade, Department of Immigration Multicultural Affairs, Department of
Industry Tourism and Resources, Australian Tourism Commission, and AusAlID to strengthen the
Australian engagement in international education and training and building up Australia’s share
in international trade, it is interesting to note that the original aims of international education are
rarely mentioned in this document.

China

According to officials from the Ministry of Education, P.R.China, more than one million Chinese
students 4and scholars since 1978 have gone overseas study, among whom 230,000 have returned
to China”.

China’s rapid social and economic developments owe a great amount to the nations’ international
education policy and its practice. The Chinese Central Government’s policy in this regard
involves supporting students and scholars studying abroad, encouraging them to return to China
upon their completion of studies and guaranteeing the freedom of coming and going.

People’s Daily Overseas Edition (20 August 2001) points out that “the new policy is meant to end
the thinking that only those students who return to China are patriotic”. “They will win the

* http://www.chisa.edu.cn/chisa/article/20060606/20060606016180_1.xml , viewed on 8 June 2006
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respect, encouragement and rewards by the government for their contributions to China, whether
they live at home or abroad”, the policy states. According to the policy, students can serve the
motherland through part-time jobs, cooperation in research, investment and founding new
companiess, human resources training, and acting as intermediaries without having to live on the
mainland®.

By 2003 in China, 21 National Science Parks for returned students to start-up enterprises” were
established and jointly sanctioned by Ministry of Education, Ministry of Science and Technology,
Ministry of Personnel and State Bureau of Foreign Experts Affairs and, around 8,000
enterprisess were set up with an annual revenue of CNY 30 billion (AU$4.6 billion). The Chinese
government believes that a so-called ‘harvest season’ is coming, and the policy will be continued.

The economic growth of China

Since China implemented its Open-Door policy in 1978, China's economy has maintained an
average annual growth rate of 9 per cent. In 2006, China revised its GDP to more than US$2
trillion according to the director of the National Bureau of Statistics (NBS), which means the country
has overtaken the United Kingdom to rank fourth in world economy (it was the thirty second in
1978).

Education is regarded as the first choice investment before the house and car for many Chinese
families. This belief comes from traditional Chinese culture, and the continuing rapid growth of
China’s economy makes more and more people’ s so-called ‘dreams’ come true.

South Australia’s competitors and factors affecting the business

According to AEI in 2005, 93 per cent of the schools market came from 12 countries and regions,
with 73 per cent coming from merely four countries and regions: China, the Republic of Korea,
Hong Kong SAR and Japan. Despite an overall growth in student numbers at the school level
since 1994, proportionately the school sector has dropped from 13.6 per cent in 1994 to 7.4 per
cent of overall international student enrolment in 2005.

In my view, this is mainly because of the concerns of parents about young students’ safety and
welfare issues.

In terms of competitors, they are not from the traditional competitors like the higher education
sector is facing, as both the United Kingdom and United States’ policies are focused on the
tertiary level (Skilbeck and Connell 2006, p.46). The competitors are mostly from interstate and
the private sector. New South Wales (NSW) and Victoria (VIC) recorded the largest international
students’ enrolment. In 2004, NSW shared 35 per cent of the whole market, VIC shared 29 per
cent, Queensland shared 16 per cent and West Australia shared 9 per cent.

Other than the interstate threats, the private sector and their products are also taking their share
from the government sector. In 2006 non-government schools enrolled 61 per cent of
international school students. Enrolment in foundation programs together with other non-award
program has also grown by 11 per cent and commencements by 13 per cent.

Apart from the above factors, some traditional student resource countries such as Japan,
Singapore and Malaysia are making every endeavour to build up their images as regional centres
for international education.

> viewed on 17 October 2005 http://english.people.com.cn/english/200108/20/eng20010820_77688.htmll
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Expectations of Students, their Parents and Chinese Agents

For young Chinese students, the most important factor that their families first consider is a safe
environment, and this is where South Australia is believed to have an advantage. Other factors
they are concerned with are considered in the following section.

School expectations: When a Chinese family is thinking about sending their child to study in
Australia, normally there are two things they always ask. They are: “What is your school’s
hardware like?” and “What is your school’s software like”?

People in Australia feel puzzled when they are asked these questions. What Chinese students’
parents really mean or they really want to know are about the standard of the school’s facilities
and teaching quality. For Chinese people, the “hardware’ really refers to the school’s appearance,
the facilities and location®. The term ‘Software’ refers to a school’s academic program and
support services and caring including the Tertiary Education Ranks of its students.

It is part of the traditional Chinese culture that all parents wish their children to be successful (to
be so-called ‘dragons’) in their future career. A survey that | administered in 2004 among 45
young Chinese students in South Australian government schools showed that 48 per cent of
young Chinese student wished to obtain a Bachelor’s degree, 29 per cent wished to obtain a
Master’s degree. A strong academic program is clearly one of the key criteria that students and
parents consider.

Home-stay expectation: Due to China’s family policy, one couple normally can only have one
child. A safe environment is also a key criterion for their decision.

The term of ‘safe environment’ does not just refer to the city environment; the concern is more
related to the home-stay environment. In 2004, almost 75 per cent of public school international
students used homestay. Generally speaking students feel satisfied about their homestay
environment. But cases such as Ms Qu encountered do exist.

QU, as an international student, graduated from a South Australian government school in
December in 2004, and is now studying in a university in South Australia. About two years ago, |
conducted a business trip to the city where QU is from. QU’s parents came to the hotel where |
was staying to see me. | invited them to have coffee in the hotel lounge. Qu’s parents told me an
unpleasant story relating to their daughter’s experience.

One Saturday night QU’s homestay parents were out for dinner, she had dinner herself
at home and then did some self-study at her room. Around 9.00pm she felt she wanted
to drink something. She then took a cup of milk to her room. As she was concentrating
on her study, she split the milk onto the carpet. QU felt very embarrassed and then
found the vacuum machine, using it to vacuum the carpet.

The next day (Sunday) morning, her homestay father knocked at her door questioning
her what did she do to the vacuum machine because it didn’t work. After listening to
Qu’s story about the milk, the father declined Qu’s suggestion to repair the vacuum
machine for the family if she damaged it. The homestay parents took QU to a vacuum
shop in the afternoon asking her buy a new cleaner, same model, for the family. As
they couldn’t find exactly the same model they agreed for Qu to buy a similar one.

“How much do you guess?” Qu’s father asked me? *“People always say that milk is
not expensive in Australia, but one cup of milk cost me AU$ 800.00!, which is about
CNY 5,000, enough for us to buy perhaps a diary cow in Chinal!”

® All Asian students have shown a strong preference for schools in metropolitan centres.
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Apart from some individual cases, the common homestay issues are food, household chores,
language, safety issues, internet and telephone use. Placing unreasonable burdens on students,
such as, excessive house duties and babysitting, is justified to students as ‘the Australian way’
(Parliament of South Australia 2006, p.75).

There are no clear guidelines on the homestay’s responsibility and service standards, so there is
an urgent need for training and counselling regarding responsibilities and expectations of both
students and families. Government infrastructure investment is strongly recommended for the
young student. Remember “overseas students themselves are the most powerful marketing tool in
international education” (Parliament of South Australia 2006, p.47).

Cultural Sensitivity and its Effect on Business

People always say, “Business is business regardless of what cultural background one is from”.
Not exactly, | would say. Business is business but cultural sensitivity does make a difference.

It is very popular to talk about internationalization or globalization in these times. However,
internationalization or globalization does not mean centralization, nor does it mean one culture
dominating another, or being above another. If one really understands the meaning of
internationalization or globalization one should allow the existence of the differences, should
understand that handling the business should be based on the mutual respect and mutual
understanding of different values of concept and different cultures.

Mrs H is a school principal of a South Australian Government Schools. She is very
proud of the growth of her school’s international student program, and is keen to get it
growing even faster.

Mr G is a principal of a private school from China. I know he will bring business for
us so I accompanied him to visit Mrs H’s school when he visited Adelaide in 2003.

Mr G felt insulted after the visit to Mrs H’s school. Because Mrs H did not provide the
transport to him nor did she reimburse Mr G for the taxi expenses as she promised
according to Mr G.

Mr G vented his unhappiness to me, “I don’t like H’s manner at all. Who does she
think she is? | am also a school principal in China!” Mr G told me he would not
cooperate with Mrs H and asked me to find another school for him.

For the last three years since Mr G’s first visit to Adelaide, he has sent about 80 full fee paying
students to South Australian Government Schools but none to Mrs H’s school.

I know Mrs H did not mean to ignore him, but the fact is that she lost a very good business
opportunity through a lack of understanding of Chinese culture and giving Mr G the wrong
impression that he was not welcome.

Issues and Recommendations:

As it is stated in this paper, | believe that the aim of international education has been supplanted
by the economic benefits. It is very dangerous for the continued growth or maintenance of
programs that international education is more profit driven rather than education focussed.

As a result of the current international education policy, Australia relies too much on the revenue
from international students, that is 15 per cent of the total university revenue. In South Australia
according to the Parliament of South Australian, the Twenty Fourth Report, the three universities
all have high proportions of international students, the University of South Australia 30.7 per
cent, followed by the University Adelaide 23.0 per cent and Flinders University 19 per cent.
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Following the pace of the higher education sector, with the support from state governments, the
secondary sector is also keen to expand its market share. It is reported there were 1,964 overseas
students in 2005, who poured more than AU$45 million per annum into the state economy.

In the State Strategic Plan’ the South Australian Government has set targets for the number of full
fee paying students, but has neglected the true concept of international education and the
provision of service to young international students.

Tiffen, Associate Professor of Government at the University of Sydney, criticized the Howard
government for reducing university funding compared to its international counterparts, which
may have potentially serious effects.

Professor Mary Kalantzis (2001) also pointed out, that “Australia spends a mere 4.3 per cent of
GDP on public investment in education (OECD 2001:B2.1a).This compares with an OECD
average of 5 per cent, whilst the leading nations spend well over 6 per cent of GDP on their
education sector. Simply, there is not enough money in the system”.

Again, as a result of the current government policy on international education, concerns about the
quality of education at both tertiary (Federal) and school (State Government) level have to be
raised. Based on a range of performance indicators, Flinders University is placed at number 26,
the University of Adelaide at 36, and the University of South Australia at 37 among the 38
publicly funded universities in Australia®, even though I don’t agree with assessment method and
there may be different views on the evidence collected.

According to the South Australia Chinese Weekly (15 June 2006), South Australia is one of the
worst states facing low retention rate and a perceived poor quality of school education. The
ambitious plan to build up Adelaide as an ‘education city’ and ‘university city’ might be affected
by this negative report.

Overseas, Australia has been criticized in recent years by the Asian media, for example, the
Chinese media and some academics, for its export of education in the terms of ‘greedy’,
‘nakedness’ and ‘bleeding’. This is because of the government’s policy on international education
has lapsed from its true meaning. International education is regarded as a purely tradeable
commodity. As a result, problems of quality of students and the quality of the international
students’ program are all emerging, as well as young students’ welfare issues. These include:

e not being treated as local students, and their rights are not protected;

e racism, discrimination and bad treatment;

e unfair policy (overseas student visa conditions) implanted by DIMA;

e community acceptance and understanding;

e support services;

e cultural shock;

e language barrier & communication difficulties;

e feeling of being treated as a ‘cash cow’;

e friendship (according to my survey two years ago, when in need 75 per cent of the young

Chinese students will speak to their friends, 4 per cent to teachers, 21 per cent to parents);
e loneliness, and
e pastoral care.

These issues are very common and are not just happening to young Chinese and other nationals,
but are happening to young overseas students across all Australia, as research conducted by
Monash University in a study of 202 students’ cases has suggested.

" http://www.saplan.org.au/plan_detail.php, viewed on 20 June 2006
® http://www.australian-universities.com/rankings, viewed on 20 June 2006
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Therefore it is strongly recommended that one urgent issue for the Governments at both the
Federal and State levels is to broaden their internationalisation focus “from merely the
recruitment of fee-based international students to a more broadly-based internationalisation
policy” (Report prepared by Sydney University). The Governments must also increase funding on
education and see it as an investment for the future of the nation. The government must make sure
to build up, through every avenue, a world-class education which is worthy of its name.
Otherwise, Australia today, as one of the biggest education export countries in the world
however, could become an education service import country tomorrow. This is not an alarmism
position.

The Governments must also show to the world that they not only welcome but provide superior
services to overseas students. As part of this they need to make sure that the following changes
occur.
e Australian teachers and students participate in study tours to understand the diversity of
the world.

e Enough attention is given by Governments to engaging the wider public and to creating an
atmosphere that international education is valued by the community.

e Set up scholarships to attract highly intelligent students to South Australia, and welcome
those who would like to stay to join the local people to contribute to the development of
the state and the nation.

e Set up an independent agency for dealing with grievances between international students
and education providers so that young students are looked after well and their rights are
protected.

e School leaders, staff and students are aware of the cultural sensitivity and its effects on
their International Student Program.

CONCLUSIONS

The concept of ‘International Education’ should not be narrowed to just recruiting full fee paying
students. | agree with Skilbeck that there should be a much broader understanding and Australia’s
international education activities should be presented in many places and different ways.

Even if we accept ‘International Education’ as it is interpreted now, as a tradeable commaodity, we
still have to understand our customers and best serve their needs. Only by doing so, can we
achieve success.
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More than prize lists: Head teachers, student prize
winners, school ceremonies and educational
promotion in colonial South Australia

Marisa Young
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Australian educators now operate in environments that frequently stress marketing
activities. This article highlights the ways that colonial school prize ceremonies were
deliberately developed to promote teaching activities. These ceremonies were part of
carefully considered strategies that helped to boost the status of entrepreneurial
teachers who had taken the risk of establishing their own private educational
ventures. Private school promotional techniques were extremely influential because
they were also used to extend the growth of government-supported and corporate
schools as well as cultural activities in Australia’s colonial civil society.

Promotion, ceremonies, newspapers, prizes, curriculum

INTRODUCTION: PROMOTING THE PRIZE LISTS

Over the past two decades, the promotion of contemporary educational institutions and services,
the role of educational entrepreneurs, and the operation of educational markets have all received
considerable attention in both the daily press and professional journals for educators (Kenway,
1993; Young, 2005, pp.1-3). This article argues that entrepreneurial teachers and educational
administrators in colonial Australia carefully constructed both school ceremonies and published
accounts of these ceremonies. The actual ceremonies and the published accounts were among the
most prominent of the tools used by these colonial educators and administrators to promote their
aims and objectives as well as school or class activities. An attempt to launch a career as a
specialist teacher or establish a school in colonial South Australia during this period involved
risk. The uncertain nature of the colony’s economy could easily threaten such an enterprise, an
especially dangerous state of affairs for those who embarked on the hazardous path of
establishing themselves as head teachers and proprietors of their own independent private venture
schools. Commercial entrepreneurs and supporters of the colony transmitted accounts of school
ceremonies held in South Australia to England in order to promote ongoing investment and
migration, but for some early South Australian entrepreneurs, the ability to promote teaching
services in the colony could quite literally mean the difference between public respect and a
comfortable life or dire poverty and distress (Young, 2005, pp.85-127).

Australian historians have traditionally used newspaper reports of school prize ceremonies as
sources for institutional and local histories, finding information about school administrations, as
well as curricula and co-curricula activities. Researchers have also used lists of students and
teachers in order to provide biographical and genealogical information. Since the end of the
1960s, Australian educational historians have also begun to devote more attention to the lives of
head teachers and proprietors of colonial private venture schools (Young, 2005, pp.12-14, 51, 53).
They have uncovered a sinuous but strong strand of risk-taking, enterprise, and entrepreneurial
activity (Riordan, 1992; Theobald, 1985). The idea that teachers have been vital, active
entrepreneurs is both challenging and exciting, and a number of colonial newspaper sources have
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provided rich veins of information about educational advertising and ceremonial activities in
schools.

From the late 1840s, men and women who had commenced teaching in private venture or
corporate schools in South Australia began to work in government-supported schools and the
emerging public education system, and this transfer influenced the adoption of techniques used to
promote the growth of public schools. A number of prominent teachers were also key figures in
the development of South Australian cultural life. The use of examination and prize ceremonies to
promote schools and teaching activities served to foster local interest in high culture through the
presentation of music, literary recitations and art, as well as support for popular culture through
the staging of sport activities (Hyams, 1992, p.1; Nicholas, 1953; Saunders, 1965; Young, 1985;
Young, 2005).

TEACHERS AND ENTREPRENEURS

The earliest private teachers in colonial South Australia had to build a market for local
educational activities (Nicholas, 1953; Reid, 2000). These colonial teachers also transplanted
promotional techniques that had been developed by entrepreneurial educators in Britain since the
eighteenth century. Research into the growth of cultural consumerism in eighteenth century
Europe has supported the examination of techniques developed by private teachers to promote
their teaching services (Agnew, 1993; Brewer, 1997; Brewer and Porter, 1993; McKendrick,
1982). Private teachers in the English provinces during this period persistently promoted their
classes and schools, eager to teach knowledge and skills that would elevate their students’
prosperity and social status (Money, 1993). These entrepreneurial teachers stood alongside
equally enterprising musicians and actor-managers, painters and craftsmen involved in the
development of public exhibitions and the trade in the fine and decorative arts, as well as authors,
printers and booksellers involved in the extension of the publishing trade (Brewer, 1997;
McKendrick, Brewer and Plumb, 1982; Plumb, 1982).

Entrepreneurial teachers were thus cultural entrepreneurs anxious to build an audience of
consumers for their knowledge and skills. Some fulfilled the role of cultural entrepreneur in more
than one area. A number of eighteenth century English artists developed markets for their own
paintings and prints, as well as their work as teachers and producers of instructional material.
Some artists continued to follow this path well into the nineteenth century, both in England and
the Australian colonies (Brewer, 1997; Carline, 1968; Young, 1985)

Prominent eighteenth century cultural entrepreneurs such as Josiah Wedgewood developed
strategies that included a range of interconnected techniques to promote their work. Ceremonial
occasions were associated with press advertising, the production of trade publications such as
prospectuses, and the cultivation of networks of patronage and support from prominent identities.
Even though they frequently worked in smaller arenas, private teachers in eighteenth and
nineteenth century England also wove a similar series of promotional techniques together in order
to attract the ongoing support of students and their families (Agnew, 1993; Brewer, 1997,
Bermingham and Brewer, 1995; Brewer and Porter, 1993; McKendrick, 1982; Money, 1993;
Robinson, 1963-64).

Many private teachers in colonial South Australia were shrewd and canny operators, quick to
observe social preferences and trends as well as needs in the colony. These colonial teachers also
tried to shape attitudes and activities involved with education and associated cultural activities in
the colony. A number of licensed teachers were equally astute and eager to promote their work.
Those teachers who sought to become licensed head teachers in government-supported schools
under the Central Board of Education and its successor the Council of Education were still
members of a competitive marketplace for educational services. A government licence was
granted only after the teacher had been involved in the process of developing a school. Even if
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support for the school had been obtained from a local religious group or a district council, the
teacher had to attract and retain ongoing support from parents, and maintain a viable number of
student enrolments. Nor could these teachers rely solely on the government stipend that came
with the licence for financial security. Teachers had to continue to seek student fees, even though
the Board sought to limit the level of the fee received from each student. Biographical accounts
and records from the Board have revealed that licensed teachers did not always restrict their
enrolments to children from working class populations. They were also prepared to undertake a
range of other money-making ventures, such as writing, in order to increase their financial status.
Colonial South Australian newspapers frequently featured advertisements for private and
corporate schools side by side with advertisements for licensed or public schools and classes, and
private and licensed teachers or their agents also used advertising columns in newspapers to seek
buyers for their schools. Both male and female teachers demonstrated that they were keenly aware
of a need to elevate and protect their own reputations as well as the prestige of their schools
(Hyams, 1992, p.1; Saunders, 1965; Whitehead, 1996; Young, 2005).

DISPLAY, EXHIBITION AND EDUCATIONAL PROMOTION

The inclusion of exhibitions of student work in early South Australian school ceremonies and the
descriptions of these exhibits in local press reports were part of a broader colonial interest in
exhibitions and display. Social historians and cultural historians have attached considerable
importance to the intensity of interest in the development of public displays and exhibitions
during the Victorian age. Colonial South Australians were not immune to the allure of exhibitions
and displays. Local retail traders mounted decorative displays and exhibitions, particularly for
special occasions such as Christmas. Local displays and exhibitions of art, craft and technology
were reported in the press, especially from the 1850s. The importance of the educational display
was established during the Victorian age by the Great Exhibition of 1851, and colonial interest in
major international and colonial exhibitions was reflected in press articles and parliamentary
reports. The school ceremony was a major outlet for the display of work by children, but interest
in this type of presentation was not isolated, as local so-called ‘juvenile’ exhibitions of artwork
and horticultural items were reported in the local press from the 1860s (Young, 2005, pp.63-64,
244-245, 260-262).

One of the most important consequences of Foucault’s interest in relationships between social
boundaries, knowledge and power has been the application of this concern to the consideration of
the Victorian love of display (Bennett, 1992; Bennett, 1995, pp. 60-61, 72-73). For Bennett
(1995), whose work has encompassed the areas of cultural history and cultural studies, this
association between display, structures of knowledge and power, as well as the desire to
implement social regulation resulted in the rise of what he called an “exhibitionary complex”.
Bennett’s research in this area concentrated on examining this “exhibitionary complex” in
connection with the growth of the international exhibition, major public ceremonies, museums or
galleries, and even seaside resorts in Victorian Britain. The importance of cultural display and
school promotion in connection with Australian schools during the late twentieth century has also
been recognised (Kenway, 1987, pp. 313, 389-390; Kenway and Bullen, 2001), and historians of
education could usefully consider Bennett’s focus on the use of the exhibitionary complex if they
wished to examine the development of private, corporate and government-supported schools
during the nineteenth century. Two of Bennett’s (1995) own subjects for investigation, Victorian
exhibitions and museums, were developed in great part for their potential to provide mass
education as well as entertainment. The history of art and design education during the nineteenth
century also showed that educational administrators and teachers in colonial Australia became
swept up in the development of public exhibitions of student work (Young, 1985).
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EXAMINATION AND PRIZE CEREMONIES IN COLONIAL SCHOOLS

Examination and prize ceremonies became the subject of the leading editorials in colonial South
Australian newspapers. Newspaper managements clearly regarded school ceremonies as
important opportunities to scrutinise educational developments in the colony, and the press
provided considerable space for the publication of accounts of local ceremonies. The formats used
for these events and the associated presentation methods employed to publish information about
schools were also important in their own right. Both ceremonies and subsequent newspaper
accounts of these ceremonies became the means to promote educational services.

As with educational advertising in newspapers, the practice of producing prize lists and holding
prize ceremonies and open examinations had been transferred from Britain. The Advertiser
suggested that Mr. Francis Haire introduced the practice of holding a regular public school
examination ceremony into the colony, and Haire used his newspaper advertising to draw
attention to his student examinations during the 1850s. Colonial teachers such as James Bonwick
were educated and trained in British educational institutions where competitive internal
examinations and prize ceremonies had been developed, and student examinations and prize
ceremonies were part of the Sunday School Movement. The use of educational prizes had also
been transplanted to other English-speaking areas, such as the United States, and information
about prize ceremonies held in England as well as colonial schools in eastern Australia was
occasionally published by the South Australian press. (Edmonds, 1991; Entwistle, 1994;
Entwistle, 1995; Hoskin, 1979; James, 1979; Kane, 1972, pp.31-34; Young, 2005, pp.137-144,
212-213, 251).

Mr. Sommer’s first examination ceremony at his school in Flinders Street was advertised and
reported in the Adelaide press. However, Sommer did not prepare a specific report of his own for
the ceremony, and he suggested that recommendations from audience members would be more
valuable. Information about ceremonies was no doubt transmitted through word-of-mouth or
private letter, but the publication of accounts of school ceremonies in newspapers could be fitted
into newspaper advertising strategies (Young, 2005, pp.129-144).

Newspaper reports of these ceremonies in colonial South Australia showed that private and
corporate schools for boys were the most constant adherents to the use of ceremonies. From the
late 1840s, government-supported schools run by licensed teachers for both girls and boys joined
their ranks. More detailed accounts of ceremonies at schools run by women or schools for girls
were only featured on an infrequent basis from the late 1840s to the 1870s. This was rather
curious situation given that ladies’ schools in the United States held complex annual internal
examinations before audiences during the last decades of the eighteenth century. In early colonial
South Australia, other social occasions were often used to mark the end of a school period in
girls’ schools. The press carried reports from schools run by female head teachers that outlined
the staging of charity concerts or performances, as well as social functions such as picnics. This
was linked to attitudes about women as the caregivers or guardians of morality, good taste and
grace in social matters during this period. Regular reports that concentrated on the actual prize
ceremonies from girls’ schools did not become a feature until the late 1870s and early 1880s. This
delayed development may have been connected with the essentially private, familial nature of
many of these schools during the period and linked to a widespread unease with women being
heavily involved in academic pursuits and public displays of competition during the Victorian
age. Female activities associated with social events and philanthropy were far more acceptable
during the mid-nineteenth century. The increased incidence of the printing of reports of school
ceremonies in girls’ schools during the late 1870s and early 1880s coincided with press coverage
of the development of the Advanced School for Girls, and the increase in opportunities for girls to
become candidates in external public examinations (Edmonds, 1991; Jones, 1980; Mackinnon,
1984; Norton, 1980, pp.285-287; Young, 2005, pp.141-142).
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School prize ceremonies became a regular feature in Adelaide newspapers after the opening of
schools affiliated with the Church of England. The format for school examination and prize
ceremonies in South Australia changed over time during the colonial period. The awarding of
prizes was initially linked to internal school examinations, conducted within schools before
audiences of parents and members of the local community. Sometimes accounts of examinations
during the 1860s revealed the use of a mixture of written and viva voce examinations for the same
group of students. From the second half of the 1850s, ceremonies were presented in conjunction
with reports of examinations and associated newspaper accounts that featured prize lists.

Some accounts of school examinations and ceremonies were printed more than once in a range of
newspapers. When newspaper proprietors were associated with both weekday and weekly
newspapers they would publish the same material about schools in each of these different
publications. By the late 1860s, material published in the Register and the Advertiser was often
found elsewhere in other newspapers, such as the weekly Observer and South Australian
Chronicle. The Adelaide press also printed accounts of school ceremonies produced by people
called ‘observers’ or ‘correspondents’ from outside the Adelaide square mile who were
supportive of particular schools in their locality, or reprinted accounts originally published in
country newspapers such as the Mount Gambier Standard or Wallaroo Times.

While it is clear that newspaper managements in colonial South Australia were prepared to send
representatives to attend and report on events in schools, it is equally clear that entrepreneurial
educators carefully constructed school ceremonies and tried to shape the published accounts of
these ceremonies. Colonial newspaper proprietors had provided an outlet for educational
entrepreneurs to publicise their work, and many eagerly seized these promotional opportunities
with both hands. The lengthy lists of student prize winners were not included merely to extend the
space taken up under a boldly printed school name. Newspapermen and teachers such as Frances
Sheridan revealed that they were particularly concerned about the inclusion of student names on
lists. A letter from Mrs. Sheridan suggesting that student names had been omitted in a newspaper
report resulted in an editorial rebuke, implying that any error had come from her administration.
However, newspapermen were also happy to print additional names associated with prize lists
whenever required, and some pressmen actually participated in these school activities (Young,
2005, pp.139, 140, 142-144).

School prize ceremonies were frequently preceded by the publication of head teachers’
advertisements or notices that featured information about the staging of these events. By
December 1879, L.S. Burton’s advertisement for end-of-year events at the government-supported
Gawler School outlined a program that included a display of student work, the presentation of
singing performances from the school’s infant section, student athletics, and an evening
entertainment that included prize presentations and further pupil performances. The Gawler
Standard underlined the celebratory, theatrical nature of this school day by publishing this
advertisement in a column under the advertising title of “Amusements” (Young, 2005, p.139).

Even internal school examination ceremonies that were held as private events continued to attract
press attention. The Gawler Bunyip adopted a somewhat censorious tone when details of a private
examination ceremony at the government-supported Willaston school were not provided directly
to the press. An obituary for John Lorenzo Young suggested that he felt some unease with the
demands of his prominent school speech day ceremonies in White’s Rooms, and Young used a
private function in association with the prize ceremony proceedings for his school at Parkside in
1872. However, a brief newspaper account of this scaled-down event was still published by the
Adelaide press, and Young continued to prepare lists of prize-winning pupils for newspaper
publication during the latter years of his teaching career.

Accounts of school examinations were initially placed in news columns that provided a collection
of short paragraphs of information about recent events or prominent local figures. Some accounts
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of school ceremonies were incorporated into reports of events in particular district or local
council areas. Accounts of prize lists and ceremonies were occasionally printed in newspaper
advertising columns, and during the 1870s, they were often printed as separate items with prize
lists, but firmly identified by newspaper managements as advertisements paid for by school
administrations. Here at last was outright recognition of the way in which these reports of school
ceremonies served a commercial function.

Days set aside for examination and prize ceremonies were special and important places on school
calendars. During the period between the 1850s and the start of the 1880s, advertising notices for
school ceremonies as well as accounts of prize ceremonies in larger schools for boys were often
published in Adelaide newspapers twice a year, once for the ceremony held before the mid-winter
holidays in June, and again in December for the final ceremony that marked both the end of the
school year and the commencement of the Christmas holidays. Country newspapers, such as those
published for readers in the towns of Gawler and Mount Gambier, usually printed accounts of
school ceremonies just before Christmas each year. Members of teaching circles in local licensed
schools knew that newspaper accounts of their ceremonies were not as lengthy or detailed as
accounts of ceremonies in major corporate or private venture schools for boys, and one letter to
The Adelaide Times suggested that unfavorable comparisons and conclusions could be drawn
from the disparities in column space and printing ink. Support for private venture and corporate
schools promised greater financial returns for newspaper managements, but these circumstances
did not stop the continued inclusion of reports from government-supported schools in South
Australian newspapers as the decades rolled on (Young, 2005, pp.139-141).

The longest and most complex accounts often emanated from ceremonies held in corporate boys’
school, such as the Collegiate School of Saint Peter. These reports could take up several columns
of closely-spaced typescript. The complexity of an account of a ceremony may well have
reflected the resources of the school conducting the ceremony. However, these accounts also
suggested that the school administration believed that a particular effort was required in the quest
to build enrolments, especially for male students. By the late 1860s and 1870s, St. Peter’s faced
competition from Prince Alfred College, as well as a series of active private entrepreneurs, such
as John Whinham and his sons (Young, 2005, pp.138, 141-143).

As with press advertising, the Central Board of Education was shrewd enough to see potential
benefits from the adoption of the established private school practice of the school prize ceremony.
Licensed teachers such as William Cawthorne actually used the Central Board’s support for
annual examinations as a springboard for advertising and publicity. During the early 1870s, the
Board was happy to use an official publication to encourage the use of ceremonies as a means to
cultivate widespread interest in government-supported schools in the colony, and two board
members, James Bath and John Hartley, were actually well-versed in the practicalities and
consequences of actually running school examination and prize ceremonies. J.A. Hartley had
presided over school ceremonies when he had been headmaster of Prince Alfred College (Lock,
1981; Saunders, 1965; Young, 2005, pp.141, 288, 292).

Some educational entrepreneurs openly railed against the use of examination and prize
ceremonies. Mr. Bonwick was critical of the pressures placed on students through the use of prize
incentives and competitive examinations, believing that they could result in a lowering of student
health and confidence. Between 1857 and 1858, The Educational Journal of South Australia and
a prominent private teacher, John Whinham, likened the process of presenting prizes to a form of
puffery, which promoted the reputation of a school in a manner that appealed to the affections and
egos of doting families. Whinham’s comments drew some qualified support from his fellow
members of the Preceptors’ Association, but if the rate of publication of accounts of school
ceremonies can be used as any guide, the use of ceremonies continued unabated. Indeed,
subsequent newspaper accounts of school ceremonies at Whinham’s school for boys suggest that
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he was quite prepared to adopt similar processes to draw attention to his own school (Young,
2005, p.251).

Newspaper accounts of school ceremonies usually included descriptions of the locations used to
stage these events. Many schools conducted these ceremonies within the school. The most
prominent of these was the Collegiate School of St. Peter, but even small government-licensed
schools within and outside Adelaide opened their doors to parents, friends and local community
members. Some teachers chose to hold these ceremonies in halls that were separate from the
school location. The use of larger halls away from school premises may well have provided these
educational entrepreneurs with more logistical problems, but they also furnished a special
platform for a bolder presentation. White’s Rooms were fitted with a form of platform stage.
Founded by an entrepreneurial tailor and vigneron, George White, these Assembly Rooms had
become one of the major venues for concerts, theatrical performances, public speaking
engagements and visual displays in Adelaide during the colonial period. Whether the ceremony
was held in the school or another location, teachers paid attention to the interior decoration of the
room or hall. Evergreen plant material was positioned around the area, and displays of student
work were set out for viewing (Young, 2005, pp.212-214).

Newspaper lists of prize winners revealed instructional levels and the curriculum activities on
offer. The inclusion of information about conduct awards and their winners also indicated
concerns about school discipline and moral education. Time was sent aside in the school schedule
specially to prepare students for their participation in these school examination and prize
ceremonies. It is clear that the examination and prize ceremony required considerable planning
and this could even result in the disruption of the teaching schedule. Far from removing a sense of
showmanship in school prize ceremonies, the development of external examinations actually
provided head teachers with additional means to make their school ceremonies glisten. The
publication of external examination results in the Adelaide press amplified the process of drawing
attention to school successes, as a student’s name was listed alongside the school attended or the
means of instruction used to prepare for candidature, so parents and students were able to
compare the progress of candidates from different schools at a glance.

Researchers interested in colonial Australia’s cultural history should not overlook accounts of
school ceremonies. School ceremonies furnished vigorous educational entrepreneurs with a
platform to promote the development of a wide range of cultural activities. Subsequent press
accounts of ceremonies also revealed the ways in which cultural traditions had been transferred
from Europe. Press accounts of school ceremonies provided descriptions of special exhibitions,
decorative displays or student performances such as singing. Displays usually consisted of items
from those sections of the school curriculum that were most conducive to producing work with a
strong visual interest. This included student artwork, such as drawings and paintings, design
works in the form of architectural and engineering drawings, mapping, examples of penmanship
and calligraphy, and exercise books. Schools with female students also featured displays of plain
and fancy needlework, or fashionable craft work such as leatherwork or artificial flowers.

The theatrical nature of the speech ceremony was emphasised by the reliance on the presentation
of student recitations and music. Whinham’s school in North Adelaide continued to feature
displays of public speaking during the 1860s and 1870s. John Whinham’s son, Robert, a
prominent member of the school’s staff, may well have fostered the speaking skills demonstrated
by students at this school. Robert Whinham had become active as a public speaker and amateur
actor. School prize ceremonies provided specialist music teachers with a platform to promote
their work. These teachers prepared and presented a range of musical items, especially in the area
of choral singing. A number of these specialist music teachers were peripatetic instructors,
prepared to move between a number of schools, as well as form their own independent classes or
teaching schedules with individual private students. For some independent music teachers,
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performances at school ceremonies were part of a network of opportunities to foster and perform
music in colonial society. T.W. Lyons’ appearance at a school ceremony stood alongside his other
musical performances in Adelaide, such as conducting an independent performance of choral
singing.

From the mid 1860s, school ceremonies, especially in boys’ schools or licensed schools, began to
include displays of sport or physical exercises. In boys’ schools, the inclusion of team games such
as cricket and football were part of the cultivation of a so-called ‘manly’ spirit. The development
of athleticism was viewed as a vital aspect of encouraging masculinity and loyalty to the school.
The Adelaide press linked the inclusion of drill in South Australian private, corporate and
licensed schools to military displays established by the local volunteer forces. Drill was offered
by the private and corporate boys’ schools, but displays of calisthenics and drill in licensed
schools were also presented as proof of the development of good order and discipline, as well as
evidence of the teachers’ concern for the health of the pupils (Young, 2005, pp.248-252, 259-261,
265-274).

School ceremonies were used by teachers and their supporters to cultivate public interest in the
social networks linked to their educational activities. In addition to publishing lists of student
prize winners, newspaper reports of ceremonies could include references to special or notable
guests and members of the audience, plus details of comments or speeches made by the specially
invited chairman of the proceedings as well as the head teacher and invited examiners. In colonial
communities such as those found in Adelaide, Gawler and Mount Gambier, where settlers were
often well acquainted with each other by either direct or more indirect means, newspaper
accounts showed readers the type of families and social networks prepared to support a particular
school. By obtaining favourable attention in the press for a child, teachers were able to
acknowledge the trust placed in their schools by parents, and possibly ensure the continuation of
enrolments. The dependence on the public distribution of prize lists through press publication was
extended when larger schools for boys also began to rely on the awarding of new prizes from
their own old scholars.

Newspaper accounts of ceremonies often included references to special activities held in
conjunction with these events, such as picnics, suppers, and commemorative acts. Accounts of
examinations and prize ceremonies emphasised the care taken by teachers and school
administrators to cultivate the support of prominent citizens. Published accounts noted the
presence of colonial governors and their wives, members of government bodies and public
officials, members of the clergy, and prominent landowners and businessmen. Early examination
ceremonies required the active participation of well-educated men as examiners. The importance
of this network of support was revealed by the way in which the accounts of these ceremonies
were constructed. Special guests were invariably listed at the start of the account. Reports of
subject examinations named examiners, who were usually figures from outside the teaching staff
of the school, and either quoted or summarised their comments. Even when the examination
process was separated from the ceremony, information about the examiners and their findings
could be included in accounts of the ceremony. These events invariably included the presence of
an invited chairman, usually a long-time supporter of the head teacher or a socially prominent
member of the local community. Some of these chairmen were parents of members of the student
body.

Individual colonists contributed prizes, and boys’ schools that survived the first flush of
enthusiasm over their establishment eventually benefited from the support of old scholars. Both
corporate and private venture schools for boys encouraged the development of formally
constituted associations for old scholars. Members of these groups attended school prize
ceremonies, and also organised fund-raising efforts to supply additional scholarships or prizes for
current scholars (Munt, 1983; Young, 2005, pp.140, 281-293, 295, 318-322).
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CONCLUSIONS

This account of school prize and examination ceremonies shows how colonial school ceremonies
and associated newspaper accounts were deliberately constructed to attract attention to school
operations as well as the aims and objectives of educators. It argues that the promotional
techniques implemented by entrepreneurial colonial educators were important and influential.
There was a strong connection between educational promotion and the risk-taking,
entrepreneurial impulse of championing a particular activity through the use of advertising and
printed literature. For teachers who had established their own private educational ventures, these
events and accompanying newspaper items were part of carefully considered broader strategies
developed to boost their own social and financial status. Entrepreneurial teachers were shrewd
promoters. They adapted methods developed during the eighteenth century by British commercial
entrepreneurs and drew upon the support of a range of social networks.

It would be foolhardy to view the development of school prize ceremonies during the nineteenth
century purely through the lens of late twentieth century perceptions of educational marketing.
That approach would undermine the enormous value of the primary sources that have provided us
with accounts of these ceremonies. Early newspaper accounts of school ceremonies revealed that
promotional activities underlined the strength of the intricate web of connections between private
venture, corporate and government-supported schools in colonial South Australia. Knowledge
about the presentation of ceremonies developed by teachers in private and subsequent corporate
schools was adapted and taken up by public administrators and teachers to support the growth of
the emerging system of government-supported education in the colony during the second half of
the nineteenth century. The promotional activities of entrepreneurial licensed teachers under the
Central Board of Education and subsequent Council of Education were extended under J.A.
Hartley’s administration of the Education Department. Accounts of school ceremonies in the
South Australian press cast a beneficial glow over Hartley, his staff of inspectors, teachers and the
political masters whom they served.

Educational promotion in colonial Australian revealed the links between the development of
educational activities and the expansion of cultural consumption in the English-speaking world.
Interest in cultural display influenced the manner in which educational promotion developed.
There was an emphasis on particular elements of curricula and co-curricula activities that
provided outlets for the exhibitionary complex, and opportunities for display and public
performance. Some of the techniques used for the promotion of education also helped to extend
the growth of colonial cultural activities.

Colonial newspaper proprietors provided outlets for entrepreneurs engaged in educational and
cultural activities to publicise their work, and many of these entrepreneurs eagerly seized these
promotional opportunities with both hands. Examination and prize ceremonies were special and
important places on school calendars. School ceremonies highlighted the connections between
educational promotion and the development of supportive and influential social networks for
schools and classes. Educators were keenly aware that interest in local educational activities
relied upon ongoing patronage and the cultivation of a positive reputation. School ceremonies
actually helped to develop a civil colonial society.
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Multi-level selective classes for gifted students
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Research was undertaken to examine the level of support and general attitudes
towards multi-level selective classes for gifted students amongst the staff and parents
of an independent (non-government) boys’ Preparatory school, located in Adelaide,
South Australia. Questionnaires were sent to all parents and staff in the Preparatory
school and approximately 50 per cent chose to participate, which equated to 90
parents and 14 staff. The responses received reflected the range of attitudes noted in
the literature. This article examines some of these attitudes in the light of the research
on grouping for gifted students, and evaluates the benefits and disadvantages that
parents and staff expressed about the multi-level selective classes at the school in
question. A general overview of current provisions within South Australia for gifted
students, and findings from the Senate Employment, Workplace Relations, Small
Business and Education References Committee report into the Education of gifted
children in Australia (The Senate Committee, 2001) puts this provision into context.

Ability grouping, selective classes, multi-level classes, attitudes to gifted education programs

INTRODUCTION

The education system in South Australia is one that groups all children of the same age together
in classrooms and presents learning experiences that are designed to progress those children
through a curriculum, achieving certain standards and culminating in the award of the South
Australian Certificate of Education after 12 or 13 years of schooling.

Schools are places of learning. There are few who dispute the role of the school in nurturing and
developing ability. The Senate Committee (2001, p.35) stated

Above all, the duty to help all children reach their potential is a moral imperative. We
should not ask children to come to school to waste their time. Equity should be viewed
as equal access to an appropriate education.

Children of the same chronological age differ from each other in all sorts of ways, including
academic ability. This presents a great challenge to teachers who are faced with groups of diverse
learners with a wide range of academic ability and other needs, and whose task is to facilitate
each student’s development by providing a range of educational provisions appropriate to their
diverse needs.

Gifted students are found in all classrooms. Estimates of the incidence of giftedness vary, but if
measured by a threshold 1Q of 125, can be approximated to 10 per cent of the total population
(Gagne, 2003). Within this general group of gifted individuals, it is important to remember that a
range of profiles and defining characteristics are identifiable, and many of these differences from
the norm become more apparent the higher the degree of giftedness. While the literature presents
a range of definitions of giftedness, the researchers in the field agree that gifted students require
qualitatively different educational experiences in order to achieve positive intellectual, social and
emotional development (Braggett, 1997; Van Tassel Baska, 1994; Tomlinson, 1995). The current
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South Australian policy for gifted students (DECS, 1995 in DECS, 1996) highlights the
importance of special provisions in the development of giftedness, stating that:

Appropriate intervention by the family, community, schools and Children’s Services
can help a gifted student to reach full potential.

In terms of what schools should provide in terms of ‘appropriate intervention’, Feldhusen (1989,
p.10) concludes from his research that:

Gifted and talented youth need accelerated, challenging instruction in core subject
areas that parallel their special talents or aptitudes. They need opportunities to work
with other gifted and talented youth. And they need...teachers who both understand
the nature and needs of gifted youth and are deeply knowledgeable of the content they
teach.

The most important responsibility schools have for gifted students is to provide them with
educational opportunities equal to their unique needs such that their academic development is
commensurate with their natural ability, and their healthy social and emotional development is
facilitated.

What sounds reasonable in theory is often fraught with problems in practice. For a start, many
myths about giftedness are prevalent and present obstacles to appropriate provision. For instance,
a commonly held belief (that is discredited by research) is that gifted students will be successful
regardless of the quality of their education. GERRIC’s submission to The Senate Committee
(2001, p.15) put forward the following argument:

The catch-cries of ‘talent will out” and “‘the cream will rise to the top’ derive from the
assumption that all students of high ability will succeed, and that therefore those who
do succeed (and are therefore most easily identifiable as gifted or talented) represent
the full quota of those who have potential. Like most simplistic arguments, it is
extremely seductive; however it is contradicted by the many studies of
underachievement and serious demotivation among academically gifted children and
adolescents.

Because of this belief that the gifted will succeed regardless, some parents are resentful of extra
resource allocation for gifted programs that are seen to favour a few students, and some teachers
assert that their time and efforts are better invested in assisting the lower ability students rather
than the high ability students. What they fail to understand is that the gifted students, as different
from the norm as the low ability students, are equally to be considered to be *special needs’
students. As The Senate Committee (2001:34) found, “special needs (giftedness) should be seen
in the same light as special needs (intellectual disabilities) or special needs (physical
disabilities)”.

In some classrooms, the gifted students may be used as peer mentors to help teach the less able
students in the class, rather than having their own learning extended. Winebrenner (1993, p.1)
stated that:

In a class that has a range of abilities...it is the most able, rather than the least able,
who will learn less new material than any other group.

While in South Australia the policy of inclusion means that the composition of classes is inclusive
of a wide range of needs and abilities, it is debatable whether all teachers have been equipped
with the requisite special education knowledge and skills to cater appropriately for a range of
children with special needs, or even whether the task is achievable in classes of up to 30 or more
children.
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Teachers need pre-service and in-service training in gifted education in order to understand,
identify and provide appropriately for gifted students. The Senate Committee (2001, p.79) noted
that “teacher training [in gifted education] is fundamental, and is not being done well enough at
present”. Many teachers lack the understanding of and strategies associated with gifted education,
so are poorly prepared to cater for the gifted learners in their classroom. Without this training,
teachers often equate giftedness with high achievement, and fail to cater for the gifted learner
who, when presented with work that they have already mastered, or find too easy, or boring, may
not engage with the work and thus do not achieve at a level which the teacher expects of a high
ability student. Thus the gifted learner may be overlooked for any special provisions.

In addition, schools differ, not just in the leadership they provide for gifted education within their
school, but also in the nature of the provisions put in place, that are designed to meet the needs of
their gifted students. While all schools should have a range of provisions including acceleration,
extension and enrichment for gifted students, prioritizing resource allocation is always difficult.
Some schools may provide a pull-out program for an hour or two each week, or an extension
group out of school hours for those identified as being gifted. In South Australia, most gifted
students are taught within the regular classroom. Some schools use cluster grouping of several
gifted students placed together within the regular classroom.

An alternative provision is to group the gifted students into selective classes for all or most of
their school day. This is the principle behind the IGNITE program currently operating in three of
our state’s government secondary schools, and is applied in this independent boys’ Preparatory
School. Within this context, the remainder of this article addresses the provision of selective
multi-level classes for gifted students, and discusses the attitudes expressed by staff and parents
about their experience at this school.

MULTI-LEVEL SELECTIVE CLASSES

With about 380 boys, this school has offered two multi-level selective classes for gifted students
since 2003 — one which combines the middle years of primary school (Years 3, 4 and 5) and the
other which combines Years 6 and 7, each of which has about 24 students. Straight year level
classes operate concurrently, and students who are identified as being gifted may choose to be
placed in the multi-level class or remain in the straight year-level class. The gifted students who
choose to remain in the year-level classes, and those in the junior primary years are supported
with a weekly pull-out program which has a social and emotional focus.

The concept of mental age rather than chronological age is an important idea when considering
multi-level classes. This means that students of differing ages but all with high intellectual ability
work together, so-called ‘like minds’ together generating a relatively homogenous academic
group.

In the current research study, of the 50 per cent of staff and parents who responded, roughly 70
per cent were supportive and 30 per cent were not supportive of the multi-level classes for gifted
students. The parents of gifted children in the multi-level classes were unanimous in their praise
for the classes. At both ends of the spectrum, there were strongly expressed attitudes, either
praising or criticizing the arrangements. The 50 per cent who did not choose to respond may be
neutral about the issue, but for whatever reason, were not motivated to either praise or criticize
the arrangements.

Perceived Benefits of the Multi-Level Classes

Grouping gifted students in selective classes can provide them with the opportunity to work at a
faster pace, with more rigorous and challenging curriculum better suited to their intellectual
ability. The academic advantages both parents and teachers at this school observed were
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extremely positive, including the benefits of extension, faster-paced learning and creative and
challenging curriculum. In terms of academic achievement, Allan (1991, p.63) cites Kulik and
Kulik’s (1989) analysis of gifted and talented programs which “found that students in gifted and
talented classes performed significantly better than they did in heterogeneous classes”. Rogers
(1991) also concluded that:

While full-time ability grouping for regular instruction makes no discernible
difference in the academic achievement of average and low-ability students, it does
produce substantial academic gains for gifted students enrolled full-time in special
programs for the gifted and talented.

The reason for this is that in a homogenous grouping, more appropriate learning experiences can
be provided. According to a meta-analysis of the research into ability grouping, Rogers (1998)
found that:

High-ability and gifted students tend to benefit most from like-ability grouping,
because the strategy provides them with the opportunity to access more advanced
knowledge and skills and to practice deeper processing. Most likely, this access can be
provided when instructors are not forced to divide their teaching energies and efforts
among widely diverse levels of ability and achievement.

Grouping gifted students in homogeneous classes also has the advantage of being better able to
meet their social and emotional needs. Gifted children differ from their age-peers emotionally as
well as intellectually. Often it is their sense of feeling different that can make gifted students
vulnerable to negative social and emotional development. As Silverman (1993, p.3) states,
“Gifted children not only think differently from their peers, they also feel differently.” This sense
of difference is amplified the higher the degree of giftedness. Gross (2000, p.188) found that:

The problems of social isolation, peer rejection, loneliness and alienation which afflict
many extremely gifted children arise not out of their exceptional intellectual abilities
but as a result of society’s response to them.

Because of this, they need opportunities to be with other gifted students who are like-minded
peers, and not necessarily age-peers, who understand their feelings and perceptions and with
whom they can feel ‘normal’ and accepted.

Rogers’ (1998) research found that all children, not just gifted children, benefited from being
grouped with other children of like ability. The opportunity to work and socialize with other like-
minded students minimized the sense of ‘difference’ and isolation that gifted students often
experience when placed in regular classrooms. Many parent responses in this current study
acknowledged that their gifted children enjoyed and needed the company of like-minded boys,
had formed good friendships within the class (irrespective of age differences) and were socially
happy and more confident, “not being teased or called ‘weird’ by their classmates anymore”.
Allan (1991, p.63) analysed Kulik & Kulik (1982) and Kulik’s (1985) research on ability
grouping for gifted students and concluded that their impact on issues of attitude and self-concept
were “generally positive”.

In support of the classes, several parents in this current study expressed relief at finding a school
that met their child’s needs, such as the following from the parent of a Year 5 child who wrote:

We have spent five years battling an education system that has been unable to
effectively cater for our highly gifted son, trying to find the right educational fit for
him...l cannot remember seeing as much joy in my son’s face at the end of his first
day at [this school].
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Perceived Disadvantages of the Multi-Level Classes

The most frequently mentioned disadvantage parents saw in having multi-level classes related to
the gifted boys being isolated from their age peers, and the boys in the year-level classes finding it
hard to maintain friendships with their age peers in the multi-level classes. Both these issues
could arise simply by friends being physically separated and placed in different classrooms and
were not necessarily concerned with the nature of those classrooms. One of the most common
reasons why parents generally are reluctant to accelerate their gifted child is their perception that
children need to stay in a class with their age peers (Colangelo, Assouline & Gross, 2004) and yet
friendships are based on many factors other than age, such as common interests and shared
aspirations. Class placement decisions should be made on the basis of which class best will meet
the child’s academic needs, while supporting their social and emotional development.

While one teacher saw no disadvantages in having multi-level classes for gifted students, three
teachers echoed the parents’ concerns about boys being separated from their year level peers, but
most teachers saw the disadvantages as being for the students in the year-level classes when the
bright students were removed. Their criticisms centred around two main issues: the perception of
decreased self-esteem of the boys not selected, and the loss of academic role models for the less
able students in the year-level classes.

Interestingly, Allan’s (1991) research on the effects of ability grouping on self-esteem found that
the positive effect on self-esteem was more significant in homogenous groups of slower learners,
who experienced feelings of success and competency when in a classroom of students more
similar to themselves and without the brightest students to make them feel incompetent. Students
who previously were overshadowed by the brightest students are empowered, their abilities stand
out in different ways and they take on leadership roles in the class when the gifted students were
removed (Kennedy, 1989; Fiedler et al, 1992 in Allan, 1991). Perhaps other variables, such as an
individual student’s competitive nature and perception of the selection process as a form of
competition, could account for a loss of self-esteem.

With respect to role models, Schunk’s (1987) research found that children modelled themselves
on other children with whom they could identify as being roughly similar to them and who were
successful in valued tasks. According to Schunk, gifted students did not provide academic role
models for average or low-ability students because of the perception of difference. This
highlighted the importance of basing decisions about provisions for gifted students on reliable
research rather than on limited personal values and experience. If a teacher embraced the
opportunity to teach a class with a narrower range of ability and valued provisions which were
designed to maximise educational outcomes for the whole spectrum of diverse learners, rather
than lamenting the loss of bright students in the class, then their positive modelling would help all
students to see the benefits to be accrued in these classroom arrangements.

One parent of a Year 6 child (who was not identified as being gifted) wrote: my perception is the
brighter you are, the more help you get, which is quite disturbing.

Another Year 6 parent, whose child had not been identified as being gifted, wrote that:

| feel more remote from the so-called [school] community, | no longer want to be a
class rep, attend school events and try to be part of the school community that
engenders a philosophy of intellectual elitism.

This is a very negative response, and in the context of the general parent responses, this sentiment
was voiced by only one parent. However, it is interesting to note that the same sense of isolation
and disengagement is often reported from parents of gifted children in school communities which
neither recognized nor valued gifted students, as reported by the Gifted and Talented Children’s
Association of Western Australia (2001, in The Senate Committee, 2001, p.29) stating that:
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Many [parents]...find that public perception of the term ‘gifted” means that the
children and parents are ostracized, seen as ‘having tickets on themselves’, and parents
are seen as ‘pushy’ parents who have ‘hot housed’ their children.

What both groups of parents were experiencing was a sense of difference and alienation from the
culture prevalent in their school community. If parents - mature adults - were sensitive to and
upset by this sense of ‘lack of fit’, it raises the question of what children must feel when they
perceive that they are different from their peers. The parameters of this research did not include
asking the students themselves about their impressions of class provisions, but this could be
explored in a follow-up study. Shields’ (1995) research comparing students’ attitudes and
perceptions in homogenous and heterogeneous classrooms found that there was no evidence to
suggest that ability grouping impacted negatively on either students’ self concept or attitudes.

Three parents in this study observed that the segregation of students into the multi-level classes
and the associated charges of elitism levelled against such provision led to unrest and division
within the school community. Several of the staff also perceived the provision of special classes
to be elitist and one teacher observed that it was divisive of the school community. Such a small
number of responses to this effect would suggest that the school community was not divided over
this issue, but a few people within the community felt isolated. Communication is essential in
maintaining harmony within a community, and one parent highlighted the importance of this,
saying that there were no disadvantages in having the multi-level classes in the school:

As long as all parents in the school are educated in why [the multi-level classes] are
necessary and are not elitist or singling out one group of boys as better than the others.

The observation that special provisions for gifted students are elitist is commonly reported in the
literature and in submissions made to The Senate Committee Inquiry into the education of gifted
children (2001:30). Elitist attitudes could certainly be very divisive, polarizing people into a
‘them” and ‘us’ mentality (Elliott, 1968 in Stewart et al, 2003). A strong argument against elitism
is equity and social justice. A child who is gifted needs qualitatively different educational
provisions, just as the child who is a brilliant musician needs advanced tuition in music, and the
child who is an outstanding athlete needs to be given opportunities to train and compete with
other elite athletes. Each child’s needs are important and valued. The Senate Committee (2001,
p.32) recommended that:

It is essential to disconnect ‘high intellectual ability’ from the unwanted connotation
of general moral superiority. High intellectual ability, like high sporting ability, is
simply one of many morally neutral ways in which individuals can differ from each
other.

One parent of a Year 7 student in the multi-age class wrote that:

Every child has a talent — you just have to find it and cater for it. Parents [of boys not
identified as being intellectually gifted] may need to look at their children and see
their talents lie elsewhere, for example the ‘A’ grade football team, and be happy that
their child is gifted at sport but may not have the 1Q to be placed in a multi-level class,
just as my child does not have the skill to be placed in the ‘A’ grade football team.

Changing negative attitudes towards giftedness is an important precursor to providing the
necessary educational experiences in an atmosphere of recognition and acceptance.
CONCLUSIONS

Grouping is only a starting point for meeting the needs of the gifted students. The significant
element is the provisions that are developed for the students once they are in the group. Full-time
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ability grouping on its own does not produce any increases in academic achievement, nor
necessarily any benefits to social and emotional development (Kulik & Kulik, 1992; Rogers,
1993). It is only when the provision of a differentiated curriculum and the quality of the
instruction and learning environment within the grouped classroom matches the needs of the
gifted students that significant benefits are achieved. Gross (1997, p. 21) stated that:

A program which allows academically gifted students to undertake a fast-paced,
intellectually rigorous curriculum matched to their abilities and interests, in company
with other students of similar abilities, provides what Robinson and Robinson (1982)
termed the ‘optimal match’ between gifted students, the curriculum developed for
them, and the environment in which their talents are being fostered. A program of
fulltime grouping...meets Gagne’s (1993) criteria for content, setting and density, and
is the optimal environment for academically gifted children (Van Tassel-Baska, 1985).

The attitudes and values expressed by the parents and staff surveyed at this school mirror many of
the findings in the research literature. The majority of responses favour the multi-level class
provision for gifted students, and the parents of boys in the multi-level classes are unanimously
supportive of the classes and the programs they offer because of the positive outcomes their
children experience.

The Senate Enquiry Committee (2001, p.66) “accept[ed] the predominant evidence that ability
grouping is beneficial for the outcomes of gifted children” and recommendation 7 of their report
stated that:

MCEETYA [the Ministerial Council on Education, Employment, Training and Youth
Affairs] should develop a consistent policy exploring the options for ability grouping
and supporting ability grouping as a way of meeting the needs of the gifted.

With provisions put in place for gifted students that are soundly based on well-researched theories
and practices, and implemented by trained and effective teachers, gifted students are given every
opportunity to be successful, the rest of the students are not disadvantaged — in fact, all learners
are given educational opportunities more equal to their needs.
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The multiple-goal perspective has recently been applied to teacher behaviours in
primary school classrooms through experimental intervention (Linnenbrink, 2005)
and objective observation (Sideridis, 2005). However, there is evidence suggesting
that rather than centered only on teacher behaviour, classroom goal structures are a
whole class feature (Urdan, 2004c). Despite intended or observed classroom goal
structures, students’ perceptions of the same classroom can vary (Wolters, 2004).
Furthermore, students’ pre-existing personal goal orientations may shape their
perceptions of classroom goal structures (Lyke & Kelaher Young, 2006). An
investigation with tertiary students in naturalistic learning contexts will extend
achievement goal theory to a multiple-goal perspective of classroom goal structures.

Achievement goal theory, multiple-goal perspective, classroom goal structures, tertiary students

INTRODUCTION

Historically achievement goal theory has served as a prominent perspective of students’ personal
academic motivations. More recently goal theory has become a lens through which the
motivational emphasis of classroom environments has been viewed. Consistent with the interest
in concurrent student endorsement of different levels of different personal achievement goal
orientations (e.g., the interactive pattern of high mastery and high-performance goals, see Barron
& Harackiewicz, 2001), the investigation of multiple classroom goal structures has emerged in
primary school settings using experimental techniques (Linnenbrink, 2005) or observations of
teacher behaviours (Sideridis, 2005). There is currently no research that provides field-based
evidence that students themselves perceive interactive multiple goal structures in classrooms.
Moreover, relations between perceived interactive multiple classroom goal structures and other
student variables are not known, nor are the causal directions of these relationships. An
investigation with tertiary students in actual classroom settings can address such issues. However,
before these questions can be answered, there are a number of methodological concerns that must
be clarified and overcome. This paper identifies several important factors that require
consideration before the multiple-goal perspective can be extended to student perceptions of
tertiary classroom goal structures. First, an overview of the multiple-goal perspective is provided.
The need to capture holistic views of classroom goal structures is then identified before the
importance of student perceptions, and the significance of causal relationships between students’
personal attributes, such as goal orientations, with perceived classroom goal structures and other
environmental variables are discussed.
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THE MULTIPLE-GOAL PERSPECTIVE

Achievement goal theory is a conceptual tool for understanding motivation in academic contexts
(Kaplan & Middleton, 2002). Mastery and performance goals are considered the primary reasons
why students engage in academic behaviours. Mastery goals reflect students’ pursuit of
developing academic competence while performance goals are held by students whose primary
focus is on competing and demonstrating their ability relative to others (Ames, 1992). Early work
suggested that mastery goals were associated with beneficial learning patterns such as a focus on
effort and strategy to meet academic challenges, whereas performance goals were either not
linked or had a negative relationship with such adaptive patterns (Dweck & Leggett, 1988). A
revision of this normative theory saw the division of performance goals into approach and
avoidance forms (Elliot & Harackiewicz, 1996; Middleton & Midgley, 1997; Skaalvik, 1997;
Wolters, Yu, & Pintrich, 1996). When students adopt performance-avoidance goals and try not to
appear worse than others, research consistently reveals an association with unfavourable
outcomes such as a negative impact on academic performance and intrinsic motivation (Church,
Elliot, & Gabel, 2001; Elliot & Church, 1997). However, it is debatable whether the effects of
performance-approach goals, or those goals that students adopt when wanting to demonstrate high
relative ability, are good or bad in comparison to mastery goals (Harackiewicz, Barron, Pintrich,
Elliot, & Thrash, 2002; Kaplan & Middleton, 2002; Midgley, Kaplan, & Middleton, 2001). For
example, although performance-approach goals appear to be associated with higher grades, it is
often at a cost of factors such as interest, which is consistently related to mastery goals (Elliot &
Church, 1997; Harackiewicz, Barron, Carter, Lehto, & Elliot, 1997; Harackiewicz, Barron, Tauer,
Carter, & Elliot, 2000; Harackiewicz, Barron, Tauer, & Elliot, 2002).

Aside from whether factors such as the heightened comparative academic achievements
associated with performance-approach goals should be perceived as beneficial over mastery
goals, the performance—avoidance and —approach distinction has certainly advanced achievement
goal theory beyond a dichotomous framework. In fact, an investigation of a mastery-avoidance
goal orientation, whereby students aim to avoid misunderstanding or not learning, has resulted in
a four factor achievement goal model (Elliot & McGregor, 2001). In addition to the academic
motivations of mastery and performance goals, the importance of social goal orientations, based
on a long theoretical tradition (e.g., McClelland, 1955 cited in Covington, 2000; see also Urdan &
Maehr, 1995), is also emerging (e.g., Dowson & Mclnerney, 2001; Dowson, Mclnerney, &
Nelson, 2006; Elliot, Gable, & Mapes, 2006; Nelson, O'Mara, Mclnerney, & Dowson, 2006;
Wentzel, 1993). Although there is a need to extend further achievement goal theory through the
continued investigation of mastery-avoidance and social goals, it is the distinction between
approach and avoidance forms of performance goals that are central to the current multiple-goal
perspective and therefore the focus of this paper through its extension to the classroom
environment.

The multiple-goal perspective asserts that both mastery and performance-approach personal goal
orientations can and do have positive effects. Four potential multiple-goal patterns between
mastery and performance-approach goals have been suggested (Barron & Harackiewicz, 2001).
An additive goal pattern may exist when each goal independently has a positive main effect on
the same outcome (e.g., Wolters et al., 1996). A specialised goal pattern is thought to be evident
when mastery and performance approach goals are positively associated with different outcomes
(e.g., Elliot & Church, 1997). The interactive goal effect suggests that a combined high mastery
and high performance-approach goal orientation may be more advantageous (e.g., Pintrich,
2000b). A selective goal pattern would be evident if students chose different goals based on
situational cues (e.g., Linnenbrink, 2005). To test these four multiple-goal patterns of personal
goal orientations against normative goal theory, the multiple-goal perspective not only requires
the investigation of the independent versus interactive effects of mastery and performance-
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approach goals on multiple outcomes (Harackiewicz, Barron, Pintrich et al., 2002), but the
selective goal pattern also calls for an appreciation of the learning context relative to personal
goals.

Two popular approaches of evaluating situational cues in school classrooms have been the
TARGET (task, authority, recognition, grouping, evaluation, and time) system (Ames, 1992;
Epstein, 1988) and Patterns of Adaptive Learning Survey (PALS, Midgley et al., 1996). Based on
student reports of the salience of teachers’ instructional practices and policies in creating an
emphasis on particular goals in the school and classroom, the original PALS instrument has been
used extensively in primary (e.g., Anderman & Midgley, 1997; Kaplan & Maehr, 1999; Ryan,
Gheen, & Midgley, 1998; Urdan, Midgley, & Anderman, 1998; Young, 1997) and secondary
(e.g., Kaplan, Gheen, & Midgley, 2002; Roeser, Midgley, & Urdan, 1996) contexts. It is this
application of the achievement goal theory to evaluate the goal-related messages that students
receive from teachers in classroom environments that has provided the foundation for the
potential to extend the multiple-goal perspective to the classroom. By measuring classroom goal
structures the four personal multiple achievement goal patterns could potentially be applied
directly to the learning environment rather than only to personal goal adoption.

Like much of the early personal achievement goal research under the normative perspective,
many investigations measuring students’ perceptions of their classrooms goal structures have
been based on hybrid performance-approach and avoidance measurements (e.g., Gutman, 2006;
Turner et al., 2002; Urdan & Midgley, 2003). This has meant that although some earlier
classroom environment work has measured student perceptions of both mastery and performance
goal structures, without a defined approach and avoidance distinction of the performance goal
structure, the results cannot be directly conferred with the multiple-goal perspective. In order to
apply empirically the multiple-goal perspective to investigations measuring students’ perceptions
of actual classroom goal structures, the first step is the development of a survey instrument with a
distinct approach form of performance goal structures. The PALS instrument has provided an
opportunity for this development.

Some researchers have attempted to distinguish items pertaining to performance-approach high
school classroom goal structures from the confounding avoidance items in the PALS instrument
(Kaplan et al., 2002; Urdan, 2004c; Wolters, 2004). It seems, however, that they have done little
more than separate out the approach from avoidance performance goal structure scales. For
example, Urdan (2004c) identifies the two forms of performance goal structures, but does not
empirically divide them. In addition, mastery goal structures were not used in any analyses,
therefore precluding the application of the multiple-goal perspective. Conversely, Kaplan et al.
(2002) and Wolters (2004) report a moderately reliable performance-approach (oo = 0.79 and o =
0.69 respectively), as well as mastery classroom goal structures (o = 0.83 and o = 0.70
respectively), based on PALS scales from respective English and mathematics high-school
student perceptions. While both studies report findings consistent with some patterns of the
multiple-goal perspective as applied to classroom goal structures, neither study locate their
findings as such.

For example, while at a student level Wolters’ (2004) study can be interpreted as demonstrating
some multiple classroom goal structure patterns, the unintentional application has meant that to
date there has been no field investigation of the interactive multiple classroom goal effect. It is
not known, therefore, whether combined perceptions of high mastery and high performance-
approach classroom goal structures are advantageous, as suggested by proponents of the revised
goal theory (e.g., Barron & Harackiewicz, 2001), or whether the most adaptive associations occur
with mastery only goal structures, as recommended under the normative goal tradition (e.g.,
Kaplan & Middleton, 2002). Consequently, the question of whether or not students actually report
multiple contextual goals remains unanswered (Pintrich, Conley, & Kempler, 2003). Wolters’
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(2004) study, however, does confirm an additive multiple classroom goal pattern with mastery
and performance-approach goals each having independent, positive main effects on self-reported
cognitive and metacognitive learning strategies. A selective pattern also appears through the
relationship between perceived mastery and performance-approach goal structures and students
reports of their respective personal goal orientations. However, while mastery classroom goal
structures were positively associated with confidence in mathematics ability, motivational
engagement including effort and persistence and grades in mathematics, because performance-
approach classroom goal structures were not positively associated with different outcomes a
specialised goal pattern cannot be inferred. Without comparison against the interactive effects of
high mastery and high performance-approach classroom goal structures, these results from
Wolters’ (2004) study support the normative position that mastery only goal structures are most
favourable.

While substantial PALS-based classroom goal structure research has been conducted in primary
(e.g., Anderman et al., 2001; Ryan et al., 1998; Turner et al., 2002; Urdan et al., 1998) and
secondary (e.g., Kaplan et al., 2002; Urdan, 2004b; Wolters, 2004) settings, there is one such
study known in a tertiary classroom (Lyke & Kelaher Young, 2006). However, unlike some of the
school classroom research, the single tertiary study conducted in an American college, did not
consider the nested nature of students within classrooms. Similarly, other non-PALS studies
associated with perceived contextual classroom characteristics conducted at the tertiary level have
not considered the amount of variance within and between tertiary classrooms (e.g., Barron &
Harackiewicz, 2003; Joiner, Malone, & Haimes, 2002; Karabenick, 2004). In order to reduce this
notable gap in post-school classroom environment research, an investigation of Australian
university students’ perceptions of classroom goal structures and other classroom climate
variables at the student and classroom-levels must be conducted.

An investigation of tertiary students self-reported classroom goal structures will extend
achievement goal theory to a multiple-goal perspective of classroom environments which
includes the unexamined interactive multiple classroom goal structure effect. Questions of
whether tertiary students perceive multiple contextual goals and what is the most adaptive
contextual goal structure must be addressed. Testing of all multiple classroom goal structure
patterns is possible through an investigation of multiple potential outcomes including academic
self-concept, study strategies, and achievement. Additionally, indications of the influence
perceived classroom context and personal characteristics have on one another is possible through
the measurement of personal variables before and after semester long classroom interactions.
However, to design such investigations several methodological issues grounded in the major
underlying assumptions of previous work require careful consideration. The classroom goal
structure is predominantly accentuated by teacher behaviour. Between classroom differences
should be the primary unit of analysis. Furthermore, the learning context is the primary influence
on student outcomes including personal goal orientations. The following sections of this paper
address these assumptions.

WHOLE CLASSROOM GOAL STRUCTURES

Having a sound instrument to measure performance-approach as well as mastery classroom goal
structures is vital for extension of the multiple-goal perspective to learning environments.
However, it is important to consider whether the definition and meaning of the measurements are
representative of the construct. The popular method which assumes that it is the teacher’s
approach to instruction that dominates the classroom context, for example PALS (Midgley et al.,
1996), may not be best practice. This is reflected in the revision of the original PALS scales
(Anderman & Midgley, 1997; Midgley et al., 1996) to include additional scales that consider
perceptions of classroom goal structures that are not entirely based on teacher behaviour (Midgley
et al., 2000). Nevertheless, the original teacher-focused PALS instrument is still prominent in
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recent studies (e.g., Gutman, 2006; Kaplan et al., 2002; Turner et al., 2002; Urdan, 2004b; Urdan
& Midgley, 2003).

Teachers who involve students, encourage interactions between students, emphasise effort in task
engagement, and show support and concern about student learning are thought to exhibit a high
mastery focus. A high performance emphasis on the other hand suggests that teachers champion a
public comparison of students’ performances (Patrick, Anderman, Ryan, Edelin, & Midgley,
2001). While much attention has been given to such teacher behaviours, there is limited support
for the notion that what a teacher aims to emphasise, or appears to emphasise, in a classroom is
consistent with the messages that students receive. Although one study found that teachers’
reported instructional goal emphases were significantly associated with high school students’
aggregate perceptions of respective classroom goal structures (Kaplan et al., 2002), other studies
are less convincing. For example, research in primary classrooms has been unable to confirm
correlations between self-reports or observations of teacher goal referenced practices with student
perceptions of the same salient classroom goal structures (Anderman et al., 2001; Urdan, 2004b;
Urdan et al., 1998). Rather, students’ views of their common learning context varied
considerably. Inconsistent teacher-student views of the classroom suggest that there are other
factors which contribute to students’ perceptions of classroom goal structures in addition to the
teachers’ self-determined or objectively reported classroom goal emphasis. While these between-
student differences are important, and may be influenced by the manner in which students filter
the messages based on their own personal characteristics such as goal orientations, it may also be
that students themselves influence the functioning of whole classroom dynamics, not just teacher
behaviours. Another concern is that students’ responses to the PALS teacher-focused instrument
may reflect perceptions of teacher personality and likeability rather than measuring the intended
variable of the salience of the teachers’ mastery or performance emphasis in the classroom
(Urdan, 2004b).

The very fact that classrooms contain more than only a teacher means that the emphasis of
classroom goal structures for any given student may reflect more than just their teachers’ policies
and practices. As Urdan (2004c, p. 255) states in an argument for tapping into students’
perceptions about the shared culture of potential performance goal structures, “It is possible that
students may perceive a culture of competition and social comparison in the classroom that is
driven more by student attitudes and behaviors than by teacher behaviors.” The conception of a
shared classroom culture rather than one heavily reliant upon teacher practice reflects an interest
in the psychosocial climate of classrooms (Fraser, 1980) and means that the whole classroom
should be reflected in measurement items.

Urdan (2004c) presents a modified version of the revised PALS performance classroom goal
structure scale that asks students to report on both approach and avoidance forms which they
perceive as a function of their class as a whole. A unique feature of Urdan’s (2004c) performance-
approach classroom goal structure scale is its reportedly orthogonal, or slightly related,
relationship to the mastery classroom goal structure scale, although further analysis of perceived
mastery classroom goal structures were not conducted in the study. The orthogonal relationship is
an important consideration when interested in the potential of a perceived interactive pattern of
classroom goal structures (e.g., simultaneously reported high mastery and high performance-
approach classroom goal structures) because orthogonal reports of mastery and performance-
approach personal goal orientations are thought to increase the possibility of an interactive
multiple-goal pattern existing between personal achievement goals (Pintrich et al., 2003).
Orthogonally related classroom goal structure scales also reflect observational research findings
from primary school classroom contexts (Patrick et al., 2001). Therefore, investigations using the
slightly related mastery and performance-approach classroom goal PALS scales as modified by
Urdan’s research (2004c) enable a well established instrument to be used to extend the multiple-
goal perspective to classroom goal structures.
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A greater understanding of the ways that students view the functioning of their whole classroom
environment is possible if features of the classroom other than only goal structures are also
examined. Based on research spanning over a decade, Moo’s (1979) conceptualised that social
environments, including educational contexts, could be represented by three domains;
relationships, personal growth, and system maintenance and change. The College and University
Classroom Climate Inventory (CUCEI, Fraser & Treagust, 1986) was developed in Australia to
assess specifically students’ perceptions of small tertiary classroom environments consistent with
Moo’s three domains. Since its inception, the CUCEI has been successfully used in several
tertiary contexts including classrooms in Singapore (Myint & Goh, 2001), United States (Bruck,
Hallett, Hood, Macdonald, & Moore, 2001; Pulvers & Diekhoff, 1999), and Australia (Clarke,
1990; Fisher & Parkinson, 1998; Joiner et al., 2002). An investigation with tertiary students that
combines the measurement of classroom goal structures with an investigation of other classroom
climate variables as measured by the CUCEI can determine whether there is a pattern between
perceived classroom goal structures and other classroom climate features. Such an investigation
cannot only identify whether or not tertiary students’ perceive multiple classroom goals, but
whether those students who perceive classrooms with an emphasis on multiple or single goals
report similar patterns of classroom climate variables and ways that such environmental features
interact with specific personal variables.

Another requirement to apply the different multiple-goal patterns to classroom goal structures is
the investigation of multiple student variables. It has been suggested that negative effects of
performance goals may only be evident when students are faced with difficulty and their
perceptions of competence are lowered (Dweck & Leggett, 1988). Academic self-concept is one
aspect of a multidimensional construct pertaining to self perceptions of relative ability (Marsh,
1990). Thus, a shared achievement situation may present differing perceptions of difficulty for
students and therefore have differential effects on their academic self-concept. Although very
little is known about the interplay between self-concept and learning contexts, an investigation of
tertiary students’ academic self-concept and their reports of classroom goal structures, including
an application of a multiple-goal perspective, may facilitate an appreciation of the relationship
between these two dimensions.

WITHIN-CLASSROOM VARIATION OF PERCEPTION

In addition to the previous idea that whole classroom goal structures need to be investigated, it is
now suggested that despite the intended classroom goal structures, such as those managed under
experimental conditions (Barron & Harackiewicz, 2001; Elliot & Harackiewicz, 1996;
Linnenbrink, 2005), or objective observations of the goal structures in classrooms (Patrick et al.,
2001; Sideridis, 2005; Turner et al., 2002), students’ perceptions of the same classroom can vary
(Kaplan et al., 2002; Wolters, 2004). The potential for within-class variation calls for the
investigation of individual, subjective student perceptions of the classroom rather than a focus on
the intended or objective reality of teacher policies and practices (Ames, 1992; Church et al.,
2001; Meece, Anderman, & Anderman, 2006). Survey assessments offer a resource efficient,
practical, and non-intrusive method to gather such individual views (Fraser & Walberg, 2005).
The investigation of student perceptions does not, however, necessarily mean that an
understanding of those factors associated with whole classroom variance cannot be explained if
appropriate analysis techniques are employed.

Apart from researchers being able to create puzzle tasks that emphasise one goal condition over
another (Elliot & Harackiewicz, 1996; Senko & Harackiewicz, 2005) and combined goal
conditions (Barron & Harackiewicz, 2001), teachers in actual classrooms are observed also to be
successful at creating intended goal structures (Anderman et al., 2001; Urdan, 2004b) including
multiple classroom goal structures of combined mastery and performance-approaches
(Linnenbrink, 2005). It appears, however, to be difficult for teachers to enact consistently with
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purpose either a mastery or performance dominant goal structure (Anderman et al., 2001;
Linnenbrink, 2005; Urdan, 2004b) and experimental tasks are short-term controlled activities
unlike conditions in actual classrooms. Additionally, investigations of intended and observed
classroom goal conditions tend to focus on the environmental circumstances as the direct cause of
student outcomes (Urdan, 2004b is an exception) while they are unable to address questions akin
to “How do different students in the same classroom perceive and respond to potential goal
messages?” (Urdan, 2004b, p. 230). Studies that go some way in answering such questions and
explore the causal directions of the relationships between personal and classroom variables use
survey data of individual student perceptions.

There are several other main reasons why when interested in environment-person associations
that student reports of the psychosocial environment of classrooms are considered more important
than observed assessments (Ames, 1992; Wolters, 2004). Over the course of their education most
students spend considerable time experiencing a variety of different learning contexts. This is
particularly true by the time that students attend university, making students somewhat experts in
forming impressions about classroom environments. Student reports capture this so-called
‘expert’ data that an observer could miss or not identify as important. While day-to-day teacher
behaviour and classroom dynamics may appear to be inconsistent to an occasional observer,
students are in a position to obtain a long-standing, overall impression (Fraser & Treagust, 1986).
It is through the examination of the psychometric properties of survey instruments, including their
construct validity and reliability, that theories such as achievement goals can be applied to
contextual influences and tested with confidence. Furthermore, large sample sizes can efficiently
be obtained thus enabling the measurements gathered to afford generalisation (Turner et al.,
2002).

Consistent with the view that survey reports of the common contextual factors operating in a
classroom influence individual student learning related qualities, including personal goal
orientations (i.e., the selective goal pattern) (Meece et al., 2006), a between-class model is
expected to attain the best fit for goal structure variance. As a result, between classroom-level
differences of students’ perceptions of classroom goal structures are often favoured over an
interest in between student-level differences (e.g., Kaplan et al., 2002; Pintrich et al., 2003;
Sideridis, 2005). However, if questions pertaining to whether or not the different multiple-goal
patterns found with relation to individual personal achievement goals can also be found for
perceived actual classroom goal structures, not only does the subjective rather than objective
component of the learning environment need to be ascertained, but those individual perceptions
need to be central to the data analysis rather than only aggregated into class-level perceptions.
That is not to deny, however, that students’ are nested within classrooms and so the commonality
of the classroom environment contributes uniquely to patterns of students’ cognition and
behaviour (e.g., Urdan, 2004b). In fact, students in a particular classroom are expected to be more
similar to each other and to students in other classrooms of the same school (i.e., nested at
classroom and school levels) than they would be to students from a classroom located in another
school. This is because students are not randomly assigned to classrooms or schools, rather
students in the same classroom and school generally come from populations that are
homogeneous by geographical region in the very least (Osborne, 2000). Therefore, while some
variance between schools can be expected, the amount of within- and between- class variance
remains questionable.

Hierarchical linear modelling (HLM) is an analysis technique that not only enables the effects of
within-class variations of perception as well as between-class differences to be investigated, but it
has the potential to estimate the amount of variance that classroom-level influences have on
student-level differences by controlling for them. For example, school students self-reported
perceived mastery goal structure (16% and 28% in respective studies) and performance goal
structure (9% and 29% in respective studies) has been attributed to classroom level variability
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(Kaplan et al., 2002; Urdan, 2004b). Because tertiary students spend less time each week in the
same classroom than school students do for any given topic, an investigation of tertiary
classroom-level variance of goal structures may be less than those reported in school based
studies. Indeed, a non-PALS based investigation in tertiary classrooms reported a five percent
between-class variance for both mastery and performance-approach classroom goal structures
(Karabenick, 2004), far less than those school classroom studies formerly cited. However, further
research using HLM techniques is clearly required to extend the understanding of within and
between tertiary student perceptions of classroom environments.

CAUSAL RELATIONSHIPS

The recognition that goals are not traits, as defined by classic personality and social psychology
traditions, means that personal achievement “goals are assumed to be cognitive representations or
knowledge structures which are sensitive to both contextual and internal personal factors”
(Pintrich, 2000a, p. 102). The capacity for the learning context to exert some influence on
personal achievement goal orientations and other personal characteristics is therefore conceivable.
Indeed, there is considerable evidence that a relationship exists between the same respective
classroom goal structures and personal achievement goals at all levels of education (e.g.,
Anderman & Midgley, 1997; Karabenick, 2004; Wolters, 2004; Young, 1997). However,
relations are sometimes at low levels (e.g., non-significant relationship between personal and
contextual performance goals, r = 0.24 between personal and contextual mastery goals, Gano-
Overway & Ewing, 2004) and the causal direction is less well established.

Whether the classroom environment influences students’ personal goal orientations or other
personal variables (e.g., self-concept, study strategies, and achievement) has important
implications for modification of the classroom environment as a tool for motivating students to
learn. If the claim that the achievement goal messages evident in the learning environment can
influence individual personal goal orientations, or other learning related variables, then aspiring
to create a classroom where either interactive multiple-goal structures (i.e., under the revised goal
theory) or mastery only goal structures (i.e., under normative theory) may lead to the promotion
of adaptive personal learning goals and other positive outcomes for students (for recent reviews
see Meece et al., 2006; Urdan, 2004a). However, if perceived classroom goal structures are
largely due to the personal goal orientations, or other personal factors, that students hold prior to
their participation in a particular classroom, then attempts to improve environmental features can
yield little by way of student learning gains. This may be particularly true for older students
because context may have less of an influence with age. Postsecondary students are assumed to be
more able to self-regulate (Pintrich et al., 2003), therefore offering more support for the
hypothesis that students existing personal goal orientations will influence their perceptions of the
classroom environment at the tertiary level rather than the other way around.

While some experimental studies with college students using puzzle tasks (Elliot &
Harackiewicz, 1996; Senko & Harackiewicz, 2005) have suggested that it is possible to
manipulate participants to display certain goal related behaviours such as performance ability,
another experimental study with college undergraduates clearly demonstrated that the effects of
assigned goals were moderated by personality factors (Barron & Harackiewicz, 2001). The latter
study provides some experimental support for the hypothesis that existing personal characteristics
may influence student outcomes over and above the influence of environmental conditions. The
pattern of interaction between classroom environment and student outcomes has been
demonstrated in actual university learning environments, but generally in association with limited
environmental variables, without accounting for students being nested within classrooms, and
with unknown causal relationships.
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Studies in naturalistic environments with university students have generally either exposed all
students to the same lecture-based learning environment (e.g., Elliot & Church, 1997,
Harackiewicz et al., 1997) or differences within and between smaller classes were not reported.
For example, the classroom environment variables of lecture engagement, evaluation focus, and
harsh evaluation of two introductory chemistry courses, one with absolute grading the other with
normative grading, were considered by Church et al. (2001). However, the learning context that
was evaluated combined both lectures and small discussion groups and the potential between-
class variation of the discussion groups was not investigated due to too few classes in the sample.

In a series of other studies, Harackiewicz, Elliot and colleagues (Elliot & Church, 1997;
Harackiewicz et al., 1997; Harackiewicz et al., 2000; Harackiewicz, Barron, Tauer et al., 2002)
investigated psychology students achievement goals and educational outcomes, particularly
interest and normatively graded performance based on multiple choice exams, specifically in
lecture-only tertiary courses. To test the idea that it is the learning context which defines the
effect that personal goal orientations have on outcome variables, Barron and Harackiewicz (2003)
sought to examine the relationship between college students personal mastery and performance-
approach goals and perceived classroom goal structures to their interest, and final grades (based
on written assignments, class participation, presentations, projects, and essay exams) in seminar
classes with a cap of 25 students. Contrary to expectations, however, the study reported the same
relationships of mastery goals being linked to interest and performance goals predicting grades as
for the previously investigated lecture-based, exam-evaluated courses. However, the study did not
consider the nested nature of the students in tutorial classes, nor did it investigate the relationship
between students’ personal goal orientations at the beginning of the semester with their reports of
classroom goal structure toward the end of semester, despite having collected the data to do so.
Similarly, a study with college students attending physical activity classes did not directly
examine whether beginning of semester personal goal orientations predicted end of semester
motivational climate reports although the data to conduct the analysis was collected (Gano-
Overway & Ewing, 2004).

However, there is one known PALS-based study in a tertiary context that has considered the
causal direction between personal achievement goals and classroom goal structure. Lyke and
Kelaher Young (2006) found that pre-tested mastery goal orientations were positively correlated
with perceived mastery classroom goal structure (r = 0.33) and existing performance achievement
goals were related to reported performance goal structure (r = 0.19). They concluded that
“Classroom goal structure may very well be in the eye of the beholder” (Lyke & Kelaher Young,
2006, p. 487). In support of this finding is a much less recent study with younger students. It was
reported that 13-18 year old science students found that personal mastery goals affected later
reports of mastery goals both directly (t-value = 0.57) and through perceived teacher goals (for
students to master content and to think independently, t-value = 0.46) leading the researchers to
conclude that “it seems clear from this strong relationship that students’ task orientation colors
their perceptions of what the teacher is trying to achieve” (Nolen & Haladyna, 1990, p. 123).
Consequently, while personal achievement goal orientations have long been situated with the
influence of classroom context (for reviews see Ames, 1992; Blumenfeld, 1992; Meece et al.,
2006; Urdan, 2004a), it may be that the causal direction of the interaction is from personal goals
to perceptions of the classroom environment rather than the often suggested but unverified
reverse causality.

CONCLUSIONS

While personal achievement goal orientations and classroom goal structures are distinct
constructs (Urdan, 2004a; Wolters, 2004), this paper suggests that the multiple-goal perspective
currently applied to personal goals can be extended to the naturalistic classroom environment at
the tertiary level. Investigations of tertiary students’ perceptions of mastery and performance-
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approach classroom goal structures are needed to advance achievement goal theory by addressing
several underlying assumptions and gaps in previous research. Such investigations can extend the
work of Lyke and Kelaher Young (2006) by not only considering the causal relationships between
personal and contextual achievement goals but also explore the interactions between classroom
goal structures and other classroom climate variables from a whole classroom perspective. Within
and between classroom differences must also be investigated.
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Students amid pedagogic change: Partners or pawns?
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Within a wider study of pedagogic change, students from two innovating secondary
schools described their experiences of the changes presumed to be occurring in their
schools. The students exhibited scant knowledge of the innovations. While their
learning was promoted as the motive for change, their role appeared to have been
peripheral at best. There were indications, however, that enthused student
engagement with new learning approaches, or, conversely, apathy or resistance, had
the potential to intensify, or to sabotage, any change of pedagogy. An authentic,
informed partnership between learners and teachers may be an essential element of
any strategy for pedagogic innovation.

Pedagogic change, secondary schools, practical theory, students, teachers

INTRODUCTION

Schools are facing intensifying and simultaneous demands: (a) for improvement of current
performance, (b) for adoption of priorities relinquished by other community organizations, and (c)
for innovation to meet future educational challenges (Haseloff, 2005). They are, in fact, being
urged into a paradigm shift in pedagogy. Nevertheless, despite bold plans and rich resources in
the literature, deep and sustained change remains partial and scattered.

The interviews reported in this article were part of a broader research project, which examined
whether it was (a) the existing individual “practical theories” (Handal & Lauvas, 1987, p. 10)
about learning, teaching and managing change held by participants in pedagogic change; or (b)
the collective codes they shared with peers, that facilitated or blocked innovation; and, if so, (c)
what factors shaped the outcome.

Participants in structured programs of pedagogic change at the secondary level described their
own experiences. In the first strand, 183 trainee teachers provided reflective written comments on
their intensive one-year course; in the second strand, 36 experienced teachers and 10 groups of
students were interviewed.

The second strand of the investigation took place in two non-government, non-Catholic schools.
Both enrolled students across the complete range from Reception to Year 12, but in each school,
the study was restricted to the secondary section. Because confidentiality was an important factor
both in gaining access to information and in promoting the frank exchange of opinions, the
schools are identified merely as School A and School B. School B is a well-established boys'
school, while School A is a coeducational school that had been opened about a decade or two
before interviews took place.

There were several reasons for approaching these schools. Both were known to have undertaken
programs that featured modern priorities in pedagogy, particularly the encouragement of active
learning and the application of higher level cognitive skills in the middle years. School A had
undertaken a careful study of recent changes in middle schooling before adopting the Middle
Years Program (MYP) of the International Baccalaureate Organisation (IBO). School B had
explored innovations in the management of secondary school, particularly within the Coalition of
Essential Schools (Sizer, 1992), and eventually had selected Dimensions of Learning (Marzano et
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al., 1997) as the basis for refreshing pedagogy throughout the school. Dimensions of Learning
emphasises five types of student thinking essential to successful learning: thinking involved in (a)
managing attitudes and perceptions related to learning, (b) acquiring and integrating both
declarative and procedural knowledge, (c) extending and refining knowledge, (d) using
knowledge meaningfully, and (e) developing powerful habits of mind. It was expected that
Dimensions of Learning would provide teachers with guidelines for planning syllabus units and
assessing students’ use of knowledge, as well as offering a repertoire of learning strategies that
they might encourage their students to use. Within a few years, School B also decided to adopt
the IBO’s Middle Years Program, together with the Diploma and Primary Years programs. Other
factors, too, drew attention to these schools. Both stood alone in their decision making. On the
one hand, their plans were less encumbered by directives or constraints that might be found
within a structured school system; on the other hand, they did not have the same levels of
advisory support and resources often available within a system. Each school's educational
initiative was strongly motivated by the need to differentiate and promote its offering in a highly
competitive environment. Moreover, levels of staff morale and commitment appeared to be high.
It seemed, therefore, that these schools offered an excellent opportunity to study a single school's
effort to change itself. Here, too, the roles of individual practical theories and collective codes
might be seen in their simplest and clearest light. In short, the schools were ideal candidates for
‘purposeful sampling' (Wiersma 1995, p.214).

In each school, interviews were conducted with (a) teachers of English, mathematics and science,
(b) the heads of those subject areas, (c) the leaders of change, and (d) groups of students from
Years 8 to 12 inclusive.

LISTENING TO STUDENTS

It was seen as important that students should have an opportunity to describe their experiences of
change. They, too, had their own individual practical theories of learning (or perhaps, more
realistically, theories of ‘studenting’), which coalesced into a collective code that shaped their
behaviour, motivation to learn, and attitude to schooling. Such a code could be a potent influence
(for good or ill) on the outcomes of classroom activities.

Students were interviewed in small groups, for that seemed the most time-efficient, confidence-
inspiring, and prudent way in which a visitor to the school might operate. From each
administrative group list at each year level, one student was selected, more or less at random,
but maintaining gender balance, and ensuring that only those who had experienced the
innovation over at least two years were invited. Despite careful communication and reminder
notices, average attendance across the ten year—group interviews was a disappointing 55 per
cent. While this prompted more than the usual caution in drawing inferences from the
conversations, the smaller groups enabled a smoother development of rapport and probably led
to a less inhibited discussion.

Each interview was recorded and its transcript carefully examined and summarized. Each session
began with introductions and the distribution of name tags, a recapitulation of the information
already provided, a reaffirmation of confidentiality, and the opportunity for each student to ‘break
the ice” with a brief outline of his or her school activities. While this was happening, a rough
seating plan was sketched in field notes to aid recall of names during the transcribing process.
The interview then addressed the following agenda.

1. Have you heard about [the change project] at [your school]?
2. How would you explain to a visitor to your school what the project was all about?
3. In any of your classes, have you seen [the change project] in action? Please describe.
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4. Do you think any aspects of your school life have changed because of the project?
5. Have you formed any opinions about the worth of the project?

The questions themselves and their order of presentation were soon modified when few students
were able to identify the project without prompting or explanation. The sessions became much
more open-ended than the agenda might suggest. Indeed, the sounds of lunch-time activities
drifting into, and sometimes invading, the allocated meeting rooms might have posed later
transcribing problems, but at the time certainly enhanced the informality of the sessions, even
when the only available space in School A for the Year 8 meeting turned out to be the Principal's
office. Discussions with these young men and women confirmed and enhanced confidence in
young people; their openness, frank comments about their own schooling, and their obvious
relishing of a rare opportunity to discuss core activities of their young lives were impressive.

While items on the original agenda were seldom relevant to the daily routines of the students, it
was possible to discern not only what role in learning the students saw for themselves, but also
the role allocated to them by teachers. In addition, it was possible to test whether students had
been a bridge to innovation or a barricade against it.

WHAT THE STUDENTS SAID
Students were very clear about their role in the learning process and their involvement in the
school's innovation.
Students’ Collective Code for Learning

Discussions of learning addressed the roles both of teachers and of students. There was consensus
that teachers should ‘give us knowledge’, ‘pass on their knowledge [and] give us an education’,
‘give us information’, and ‘control the class’. The role of students was clear, too: they must
‘attend classes ... listen ... want to learn’, ‘put effort in ... pay attention ... understand ... ask for
help’, ‘remember information and write it in the test’, ‘write notes about what we're told ... [and]
do examples and tests’. This last comment came from a Year 9 student who had realized that ‘we
learn the way we are taught to learn’.

Senior students described the lesson typical of their five years in secondary school:

S. 2: You just go to the class and the teacher goes through the book and you write
down what she's said. [A good way to learn?] Sometimes. It used to be because you've
got to go through content. A lot of teachers are like that.

S. 3: In subjects like maths you basically go through it in class and go off and do the
practice problems to find out if you understand it and know how to apply it ... in your
own time.

Younger students told the same story:
What is the most frequent activity in your classroom?
S. 1: Writing in your book. Copying from the board.
S. 3: Listening to the teacher.
How do you gain information most frequently?
S. 2: The book. The text book. Or the teacher tells you.

Perhaps a Year 10 student summed up the dominant student theory of learning when he declared
it was best to ‘sit and let things happen’.
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Nevertheless, acquiescence to a traditional view of teaching and learning was not complete.
Rumblings of discontent were detected in Year 8 groups for whom the pedagogy of primary
education was a more recent memory. One student observed that his secondary experience
provided less time and less individual assistance for his learning:

Back at the old school ... we were doing stuff—Ilike we were studying it for longer, so you
got used to it a bit more. Like the fractions—we would have done that for longer than we're
doing it right now. I got used to that a bit more so | was pretty good at that ... but algebra
and stuff, we hardly did any of that and we get a fair bit of that in Year 8. | just don't seem
to understand most of it—it's really difficult.

Is teaching different in Year 8?

Sort of. I mean, you've got more people in these Year 8 classes so they can't single you
out and help you, unless you actually go up and ask for it sometimes.

How many in your Year 7 class?

23 or 24.

How many in Year 8?

27 or 28. So, it's not a big difference, but it's still a difference.

One inevitably suspects that a particular pedagogy rather than four additional students is the
factor shaping learning in this student’s classrooms. It may be relevant to note that his peers in the
other school complained of too much sitting and too much writing. Students at both schools
looked for teachers who could explain well, offer plenty of support and show them how to learn,
and promote active learning that was ‘more fun’. Senior students had come to realize the
importance of teaching that helped them ‘understand as well as know’. They valued teachers who
could boost motivation through varied approaches and accommodate late developers, and who
encouraged mature interaction between teachers and students.

Students’ Knowledge about the Change Project

Students develop insights into learning and teaching that seem rarely to be acknowledged. During
the interviews, an attempt was made to ascertain whether students involved in innovation had
been kept fully informed about the project and drawn as full partners into the new approach to
their learning. The answer to both questions in both schools was an unarguable negative.

It is possible that students from the school adopting Dimensions of Learning were more alert to
pedagogic matters; certainly, these were the interviews that mentioned understanding as crucial to
new learning, and a variety of approaches as central to catering for diverse learning styles.
Additionally, in the conversations there was a faint undercurrent of the concepts and vocabulary
of Dimensions of Learning:

You make links between—they'll, | suppose, give you an algebra equation and you've got
to make the link between that and the basic learning. So, | suppose, instead of having a
long drawn-out formula to do something, you can use a quicker one that will work for
everything. And you extend everything and make links between it. (My emphasis)

Despite these hints of the subliminal influence of the second and third of the Dimensions of
Learning, it has to be acknowledged that attempts to elicit detailed understanding drew
embarrassed silences, and indeed an inability to even name the dimensions. The scorecard for this
school would have to read: No Idea: 1 (the Year 8 group) vs Very Fuzzy: 4.
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In the other school, the score for understanding the innovation might be: A Vague ldea: 1 (the
Year 12 group) vs No ldea: 4. Year 8 students, now in the third year of their Middle Years
Program, were surprised to hear that the IBO was an international organization:

The International Baccalaureate Organization is worldwide. You are part of a
network that spans the world and not just this city. Does that come as a surprise?

All: (An animated chorus) Yeah. Yup. Yes.
What do you know about the IBO?
S. 1. Didn't we get a big thick folder of information?
S. 3: Yeah.
S. 2: Yeah, we did.
S. 3: Yeah, we had information, but it was too big.
(Laughter)
So you didn't read it?
All: No.
S. 3: Wasn't it for our parents?
S.1&S.2: Yeah.
But isn't it about your learning?
S. 3: They can tell us.
Is the folder still available at home?
S. 3: lthinkso ...
S. 2: Somewhere.
S. 3: ... somewhere.
Perhaps you could read it sometime.
S. 1: I read the first page.
A little later, the conversation turned to the Middle Years Program:
What do you know about the MYP?
S. 2: They give a points system, 1 to 7. That's all.
S. 1: When you get a project there's all like criterias.
S. 3: Yeah, and it tells you how to get a B and C.
What are criteria?

S. 3: Something that, when you do your work, you need to meet up to, something you
need to complete to sort of get assessed on. To get a high mark or low mark depends
on what you've done for the criteria.

This was a commendable effort on the part of Year 8 students to catch the essence of a reasonably
sophisticated approach to assessment, and their confusion between the 1-7 and A—-F scales echoed
the misunderstandings of some teachers. It was what they did not mention—the attempts to meet
their pastoral and pedagogic needs, the centrality of Approaches to Learning, the focus on the
environment, and the Homo Faber component, for example—that showed how slight their grasp
of the Middle Years Program was.
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Similarly, for other year groups at this school there were no indications that initiatives in middle
school pedagogy or inclusive teaching were made explicit to students. When they met them, they
recognized some of the inclusive teaching strategies, such as the six box framework for planning
essays, but seemed unaware of the role of students in applying the principles of the middle school
template. In this respect, they were like their peers in the other school, who might have a few
blurred recollections of Dimensions of Learning but, in general, were unwitting participants in a
change of pedagogy.

Students Explained Their Non-Participation

Students, themselves, explained this situation in a variety of ways. Some suggested that they were
not interested at the time, or that students' interests were directed away from macro issues to those
that impinged most directly or forcibly on their immediate concerns, such as the Tuck Shop or the
Year 12 Common Room. It seemed clear, however, that they were seldom taken into their
teachers' confidence (except by a few enthusiasts) and that the patchy nature of communication
and implementation persuaded students that the innovation had no relevance for them. While
discussing Dimensions of Learning, a Year 12 student put it this way:

| was just thinking ... Dimensions of Learning was something that | hadn't heard about
since my first few days in Year 8. And when I'd come to the school previously when |
was in Year 7, and we were sitting around in the Assembly Hall, people were telling
us this is Dimensions of Learning. It was almost as if it was a direct explanation to
parents, which kind of seemed like it was more advertising the school, like this is our
plan, but I don't think the students have ever had any really direct contact.

Perhaps, this is one of those rare occasions when the last word is left to the students!

STUDENTS AS BRIDGES TO INNOVATION

It is clear that students themselves were only minimally aware of the pedagogic innovations
thought to be surrounding them, and that they exerted little influence on the outcomes of the
projects. Nevertheless, there are grounds for suggesting that students are potential allies or
adversaries for innovators, as well as being perceptive commentators on the process.

At the very least, students in the two schools being studied seemed content to comply with
teachers' demands, betraying a practical theory of learning that ceded almost all authority on
pedagogic matters to teachers. The pockets of discontent in Year 8 and the maturing insights of
Year 11 and 12 students, however, pointed to a readiness to do things differently. This was
revealed in the somewhat nostalgic accounts of learning experiences that had been engaging and
valued. A Year 12 student spoke enthusiastically about his Group 4 Science Project:

I looked at the effect of caffeine on physical ability. Me and another guy got tanked up
on coffee and ran up and down stairs. That's the one thing where they said, 'Go your
own way and bring us back your results'.

Can you comment on the quality of learning in that context?

Well, the results were an abysmal failure, because | drink coffee a lot, so it had no
effect on me, and the other guy is one of the fittest guys in the school. So, we didn't do
a very good job of selecting out our variables, but we learnt a lot about how you go
about doing a practical, especially about planning.

In the same interview, another student described her satisfaction with an art project:

| had to develop the project, conduct different tests and come back with the conclusion. It
was a good project and was very interesting.
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A third member of the group said of an English assignment:

We could come back and ask for suggestions, but most of it was just us doing it. |
learnt so much more than probably | would have just doing it in class. | spent about 20
hours, but | was doing something | was interested in.

Words on the page offer only a faint suggestion of the lively enthusiasm that bubbled into these
segments of the interview, but the experiences being described appeared to have been rare.
Indeed, a question that had earlier sought to find out how frequently they had been challenged to
work something out for themselves, rather than being told the principle or formula, drew the
response, ‘That's a bit revolutionary!’

Students in other year groups seemed also to glimpse the potential for more active and engaging
learning. A Year 11 student, for example, supported her peers' wish for more facilities but added:

Sometimes | think | need more research stuff and sometimes | think | could achieve
something quite good like that.

A girl in Year 10 probably voiced the views of many when she described her appreciation of the
opportunity to influence the choice of topics that she investigated:

Some teachers sort of compromise with what they want to do and with what the
students want to do. You might have an idea of what you want to do and it might be
different from what the teacher said ... Sometimes a compromise is made where you
do part of what the teacher wants and part of your own idea.

One of the most interesting, and possibly most relevant, responses was the joy and satisfaction
that accompanied episodes of effective learning. Some of this was revealed in the extracts already
quoted from the interview with senior students, but the following exchange with Year 8 students
best caught the freshness and sense of achievement that might be the innovator's strongest allies:

What, would you say, were the best bits of learning you've done in recent weeks?

S. 2: Art. We did print making. I did a dolphin. [What made you feel good about it?]
| was happy with what | did. [Did you learn new things in order to do this?]

S. 2: (confidently) Yes. We learnt the process of printmaking and how to do it.

S. 3: Well, I finished all my sheets in maths. There's, like, 18 to do. [Why pleased?]
Most of the things we did, I've never done before, so | had to, like, learn them, like
how to do algebra. | took weeks to do them—Iike all last term—eight weeks. [Relief
or sense of achievement?] Bit of both. I'm relieved I've finished them all.

S. 1: In art we were starting to make puppets. We started collecting all the stuff. We're
in the middle of it now. [Enjoying?] Yes! [Learning?] Yes! A lot.

In summary, the strongest student-based facilitators of innovation are likely to be the excitement,
the fulfilment, and the recognition of successful learning promoted by the innovation. Other
factors provide useful support. The content has to be seen as interesting and worth the effort of
learning, and teachers must be able to strike some spark of motivation. Surpassing all other
factors is the academic trust that students place in their teachers—the comments reported earlier
might well be repeated in this context: the Year 10 boy was content to “sit and let things happen’,
while the Year 9 told us that “We learn as we are taught to learn’.

STUDENTS AS BARRICADES AGAINST INNOVATION

As attention shifts to factors that block innovation, it soon becomes apparent that academic trust
is a double-edged sword. In six of the ten group interviews, students indicated that typical
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learning activities required sitting, listening, writing notes and doing tests. Teacher talk may, at
times, have been excessive, too; as Year 12 students put it:

S. 2: ...the teacher talks all the time, and it gets really boring, like we say can we have
a bit of discussion but he just keeps talking. You just get so bored, and people fall
asleep. Maybe, sometimes, there should be class discussions on different topics.

S. 1: You need a balance between the two 'cos too much of either one and you won't
get anything done.

Isolated or frequent occurrence?

S. 2: Oh, I've had a few ... like, | remember back in Year 9 we had [a subject] where
the teacher talked most of the time. It got boring. The class eventually went wild and
was naughty all the time...

Nevertheless, in spite of hints of mutiny when provocation became extreme, students generally
were compliant, especially when hand-outs and work-sheets filled lesson time with busy work,
and success was attained through recall of information and practice of skills. The group
interviews indicated that, in many classrooms, often over a span of years, teachers' and students'
expectations had coalesced into a shared code that protected the status quo. It was probable that
the persistence of that prior code posed the strongest barrier to any paradigm shift in pedagogy,
for it continued to govern decisions made about learning.

Assessment policies were potent forces, also. Reflecting a more widely held idea, Year 10
students saw the purpose of their schooling as ‘getting good grades’; to do so, they had to
‘remember information and write it in the test’. Such an emphasis on grades rather than learning
outcomes, on memorizing rather than understanding, on teacher effort rather than student activity,
could only strengthen resistance to approaches that advocate unfamiliar and threatening learning
processes.

Even though there were spirited efforts to establish a new approach to learning in both schools,
powerful influences locked students into the existing paradigm. For example, few of them had
more than a passing interest in the actual processes of learning, deeming this to be the territory of
parents—‘They can tell us’—or teachers—‘The teacher gives you information and you store it’—
rather than a matter of great relevance to their daily activities. Careful explanations of
Dimensions of Learning or the goals of middle schooling had been lost on most students
interviewed, or at best recalled in part and incoherently. Year 12 students, for example, struggled
to describe an innovation which was thought to have influenced their five years of secondary
education:

S.4: All I know about it, it was some five-step thing. We were told about it by some
teachers in the first few weeks when it was brought in, but since then we haven't heard
a thing about it. You're not really conscious they're using it at the school.

S. 6: Occasionally you see a poster about it.

S. 3: It hasn't been much really. It hasn't been enforced in the classroom. Basically, |
learnt about it in the Outdoor and Transition Education Week in Year 10.

S. 5: To be perfectly honest, I'd forgotten about it. It's just not really applied in the
classroom ... Maybe they are applying it, but there's certainly not much talk about it
around the school.

In a similar conversation, Year 11 students offered useful insights into student thinking about
changes in their school:
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S. 1: The problem with change is [that] most often it's gradual, so most often you say,
'Oh, they're doing that next year', and it sort of happens gradually, so you basically
make an impact for the younger people. If you're at the senior level, you impact on
them more than for yourself ... the change can't be immediate; it has to be got round

S. 3: I think some of the changes that are going to be made will happen after our time.

S. 2: The other thing is, like the air pollution thing, any change made now is going to
make a difference down the track. If you want to make a difference now, it should
have started before you had a chance to. It's always going to keep changing because
what we think's good now will change by the time the Year 8s become the Year 12s.

The indication here is that students may have assumed a future orientation for the current
innovation, and have sensed that their involvement needed only to be avuncular and altruistic,
failing therefore to see the immediate gains available for the quality of their own learning.

Given that students recognize the capacity of enthusiastic teachers to lead them into new
experiences (for example, the Year 10 student who enjoyed Geography because ‘the stuff was
worth learning ... and the teacher just made the subject interesting and showed us just lots of
things about it and the way to do it’), questions ought to be asked about why students weren't
engaged in discussions of their important and daily tasks. Students have some suggestions to
explain this state of affairs.

The perception of Dimensions of Learning held by Year 12 students was that the program
attracted mere lip service from many teachers, and was, therefore, only partially and
spasmodically implemented. Year 11 students put the same point more devastatingly:

S. 1: With certain teachers, like, | mean, you notice [Dimensions of Learning] with
some teachers who, sort of, not ram it home but just say this is declarative knowledge.
One thing that just sort of triggered something in my mind is [Name] who—she would
use that even now, even though I'm doing the IB. She would still use that or say this is
Dimension Five. | had [Name] a year or two ago; he would do that too, but some other
teachers, especially the new ones, don't have a clue, to put it bluntly. You wouldn't
know they were doing anything different or whether they knew anything about it or
not ...

S. 3: Just then you were saying about graphic organizers [as one of the Dimension
Two strategies for organizing declarative knowledge]. The only time that | really
encountered that wasn't from a teacher—it was from a past Year 12 who came back to
speak to the school and said he remembered all his stuff for Year 12 exams (he was
dux of the school) and he put posters up on his walls of what he wanted to know ...

S. 2: 1 think ... students have become—they're not really sure what it is—unless they
actually sat down and read it for themselves and tried to get a grasp on what it is, they
don't—because they see a bit here and a bit there and then a whole chunk of it here,
and they have to, sort of, piece it together to try and get an idea of what Dimensions of
Learning is.

Moreover, it became clear during this last interview that a four-hour mini-course for Year 10
students about students' use of Dimensions of Learning had been cut from the previous year's
program, thereby signalling an administrative shift of priorities and, probably, a confirmation of
student perceptions that the place of Dimensions of Learning in the curriculum was not really
important, despite what school leaders might be saying to the contrary. A Year 11 student
summed up the significance of the innovation when he suggested that Dimensions of Learning
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was ‘not ... the icing on the cake, it's the eggs and stuff’. However, a Year 12 student went to the
heart of the matter:

S. 5: It kind of sounds as if it's a little bit—it's almost as if the teachers are saying it
because they feel, like, it needs to be said, and it's not really enforced, if that makes
sense. It's touched on at the beginning of the year, and now when exams are coming
up it's touched on again, but it doesn't really seem like it's a really enforced kind of
concept.

Students were aware, however, of the contrast between the low profile of Dimensions of Learning
and the frequent reminders about assessment procedures required by the International
Baccalaureate Organization:

S. 4: 1 first heard about this Dimensions thing in Year 7, but—no offence—I don't
think it's done anything, because teachers haven't used that within their teaching as
much. If they were to incorporate that into everything they do, I think we'd look at the
Dimensions of Learning, then attack whatever we were doing. It's just that the 1B,
because it's a whole lot of different criteria [and] because we keep using that criteria
and get reminded to use it, we know it's different and approach something differently
and to how we learn it. Because Dimensions of Learning isn't really talked about much
at all, I think that's why it hasn't had too much of an impact.

CONCLUSIONS

Senior students appear to be saying that pedagogic innovation is more likely to be successful if
students are helped to perceive the immediate, personal gains that they may achieve, and if the
basic principles are both clearly understood and kept at the forefront of their minds. No students,
in any of the ten group-interviews, gave any indication that these conditions had been met in their
experience. Again, the question ought to be asked: Why did these things not occur? Other
questions inevitably follow. Are the students correct when they claim that their opinions are not
valued or heeded by teachers and parents? Do teachers remain silent about the principles of
learning because they believe that students are incapable of understanding them? To what extent
does the non-involvement of students release the pressure on teachers to be innovative? Do
teachers avoid public descriptions of new teaching approaches in order to protect themselves from
accusations of failure? Is it a reluctance to share power? Or is there an outmoded but intransigent
collective code operating in this situation?

The change initiatives that formed the background for this article recommended that students be
regarded as valuable allies for pedagogic change rather than encumbrances. The IBO requires that
their middle years' curriculum feature Approaches to Learning as a precursor to the senior subject
of Theory of Knowledge. The Dimensions of Learning model also values students' informed
involvement in the learning process, and urges teachers to encourage metacognition in their
pupils. Elsewhere, the incorporation of students into school restructuring programs is a feature of
the Coalition of Essential Schools (Sizer, 1992) where students may write their version of the
principles that underpin school activities, be informed guides for visitors to their schools, and
mingle constructively with teachers at the annual conferences or, indeed, attend their own
student-led conferences.

Are these or similar features characteristic of Australian secondary schools? In some, probably,
but we can't be sure how widespread they are. Perhaps it is time to take note of the broad and
longitudinal study of 1,000 children mentioned by Csiksentmihalyi in his interview for
Educational Leadership (Scherer, 2002, p. 12), and to use his model to conduct an extensive
census of Australian students' school experiences. Would Australian students prove to be partners
in the process of pedagogic change—or pawns?
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This paper addresses the need for systematic and replicable research methods for the
examination of student learning using so called interactive whiteboard technologies.
As a basis for these methods a model is developed of the cognitive concomitants
evident in students’ use of these technologies. While interactive whiteboards are
shared spaces, it is important for educators to recognise individual cognitive
outcomes from the interactions. Through extending an existing model of cognitive
concomitants that has been used in the successful analysis of interaction in shared
online discussion spaces, this paper outlines a systematic approach to the analysis of
whiteboard interactions that can provide insights into the cognitive processing
occurring. Recent notions of imprinting and cognitive tracks, drawn from research
into online interactive behaviours, in the context of such methods, may inform the
development of effective pedagogies for interactive board use.

Interactive whiteboards, research methods, interactions, cognitions, computer mediated learning

INTRODUCTION

From the cave paintings at Lascaux to today’s interactive board technologies homosapiens have
used public displays for the inscription of information, concepts and procedures. Indeed these
visible boards have been historically critical for presentation to learners and to the creative
processes of scientists, inventors and artists. Often such creative processes have been
collaborative with the board inscribing the mutual insights of the collaborators. Until recently
such boards have taken a passive role in presentation and creativity. The advent of computer
supported interactive board technologies and their widespread uptake suggests new possibilities
for learning and creativity with supporting computer technologies potentially enriching
interactions and shared online connections expanding the notion of the publicly visible.

Various types of passive boards have long been traditional tools in the classroom with the
whiteboard and marker more recently displacing the original blackboard and chalk. However,
when using such boards the teacher remained at the front, directing much of the learning. With
the introduction of computers there was a shift towards placing learning in the hands of the
student and the teacher moving to the role of facilitator. While interactive virtual boards (IAVB)
have been available for some years, (e.g. NetMeeting) more recently so-called ‘interactive
whiteboards’ have been developed and are being adopted enthusiastically by teachers, schools
and education systems. To avoid confusion we describe the latter as computer supported
interactive physical boards (IAPB) and refer to both jointly as interactive boards. IAPBs allow
participants to interact directly with the board assisting a more student-centred approach to
learning. Despite this both interactive boards also allow teachers to develop more engaging
presentations and re-assert teacher centred practices. Of critical importance in the uptake of these
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interactive boards is the extent to which student learning actually occurs when students
themselves use them. However while there is much literature on case studies of student use with
IAPBs (Curhell, n.d.; Glover, Miller, & Averis, 2003; Lee & Boyle, 2003) there is a lack of
systematic and replicable studies that actually demonstrate student learning, linking it to the
specifics of student interactive board activity and theoretically underpin findings in our current
understanding of cognition and learning. There is thus a need to develop research methods for
interactive board use that have a firm basis in learning theory and that can establish findings
capable of informing teacher pedagogical practice.

INTERACTIVE BOARD TECHNOLOGIES

It is important to consider the interactive boards in relation to their passive predecessors. There
has been a tendency for passive boards to be more the domain of the teacher and not used
extensively for student interaction. Where such boards are shared it is necessary to adopt
agreements or practices that address processes for board use. Agreements about erasure are a
definite consideration. Courtesies and consideration of other user practices will be important. For
multiple users, agreements about writing and erasure can be quite complex. Such agreements,
tacit or otherwise, could be considered as ‘protocols’ governing board uses. There will be at least
an equal need for analogous protocols in the shared use of interactive whiteboards. Such protocols
ensure that teachers can focus on their teaching and student learning.

Researchers have tried to understand the variables in classroom instruction and have found that
teachers have a significant and lasting impact on student achievement (Rivers & Sanders, 2002
cited 2006). Wenglinsky (2002) also found that student learning was “a product of interactions
between students and teachers with both parties contributing to the interaction”. He suggested that
classroom practices had the greatest effect on student performance which supported the
importance of utilising effective pedagogies. Hence 1APBs, which have found their way into
classrooms, may offer the capacity to enhance teaching supported by effective instructional
practices. They are able to offer specialised utilities that can scaffold teaching, such as screen
highlighting, moving objects around and printing the screen, thus expanding on the teacher based
instructional effectiveness of traditional passive boards.

The growing recognition of the value of computer supported interactive whiteboards in the
classroom led to the development of specific classroom software for various curriculum areas
which helped to optimise student participation. The multiple representations and explicit
modelling cater for the range of learning styles evident in every classroom. A primary benefit of
IAPBs in the classroom is the students’ increased motivation due to their presentation
capabilities, their high level of interactivity and their capacity to present and discuss students’
work. (British Educational Communications and Technology Agency (BECTA), 2003).
Qualitative research currently suggests that the use of IAPBs has a positive impact on student
engagement and hence on student achievement (Beeland, nd, cited in Tom Snyder Productions,
2006). Thus there is a need to develop pedagogies that exploit interactivity (Glover et al., 2003).
Some notable outcomes of investigations through observation and videoed lessons into the use of
interactive whiteboards (Glover et al., 2003) showed that students became attentive immediately
the teacher spoke suggesting that students had little opportunity to move off-task when using
IAPB (observed pupils were seen to be ‘on-task’ on average for 87% of the time). Further
observations also indicated that effective use of IAPBs is still in its infancy. With increased
experience, teachers will be able to match their teaching methods with students’ learning styles
and will be more fluent in managing episodes of interaction within the focus of the lesson
duration.

A further study on the use of IAPBs (Miller, Glover, & Averis, 2004) suggested that there were
three major features that encouraged student motivation and these included, intrinsic stimulation,
sustained focus and stepped learning. Intrinsic stimulation came from the dynamism and
attraction of the lessons which resulted in neater exercise books, greater use of colour and
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presentational techniques not previously seen with more conventional boards. Sustained focus
was possible because of the constant interactivity that was occurring which maintained the pace
of the lesson and helped students to stay on-task. Stepped lessons were possible with the ready
recall of previous lessons which allowed a revisit of earlier concepts to strengthen understanding.
The immediacy of the responses and fewer behavioural issues were recognised as further benefits.

While it would appear that IAPBs are a powerful teaching tool there are practices that underpin
their effectiveness. Research by BECTA (2005) has identified a number of tips on how to use
interactive boards effectively. However, it would appear that there are other interaction protocols
that also need to be identified, such as, who has the right to erase another student’s work or make
changes, whether minor or major. Other considerations include the management of the interface
and function and skills with the tools.

There is no reason why such physical interactive whiteboards are limited to a single classroom,
some versions allow multiple computer input and some allow internet connectivity between
multiple boards, considerably expanding the number of interactive modes and transcending the
distances between users.

The shared online interactive virtual boards, which may also be referred to as a conferencing
board, offers an online environment where participants from multiple locations can communicate
and develop their ideas cooperatively or collaboratively. Typical products of this type are
NetMeeting and Centra, where the board display is combined with conferencing tools. Various
aspects of these three technologies are summarised in Table 1.

Table 1. Comparison of various whiteboards

Passive Board Computer Supported Interactive Computer Supported Online

Physical Board (IAPB) Interactive Virtual Board (IAVB)
technology passive board physical active board online virtual board and
conferencing
typical product ActivBoard, SmartBoard NetMeeting, Centra
basic writing and colour physical colour pens, physical cursors, virtual colour pens, virtual
drawing tools markers, erasers and virtual pens and erasers
erasers erasers
the shared space the display the screen of a computer shown on application windows displaying a
surface the board surface board and conferencing
components
other interactive face to face face to face or online through conferencing tools, chat, email,
modes multiple boards and computers video, voice
advanced writing ~ none software supported visual effects, software supported visual effects
and drawing OCR
other resources digital pictures, sound and maps files and applications not on board
etc. on board
teacher presence nearby nearby and/or on computer lurking or participating online
archiving no facility stored screens and saved files, no archives of conferencing, stored
direct facility for capturing screens
discussion

Participants in online environments may not know each other personally nor be privy to the body
language of the other person. IAVBs will be successful as a collaborative tool once certain
protocols have been established that thus require the identification of common ground. After a
basic introduction, if needed, certain codes of behaviour need to be established to ensure
successful collaborative goals are attained. Once such awareness has been established a number
of participants can work together successfully on ideas and design.

The virtual environment allows each user to act independently with the shared space that may
only take up a part of the user’s screen. A sense of common intent may be absent due to the
proliferation of application windows and non-board applications. In order to improve this sense of
immersion investigations have been undertaken in the use of avatars to identify users in this
virtual setting where the goal is to provide a convenient environment for participant interactions
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(Tseng, Shae, Leung & Chen, 2001). IAVBs in such an environment allow users to interact with
their virtual applications. The board behaves as a display surface and responds to pen strokes
which may be more comfortable for users who struggle with the rigidity of computers. For some
applications the whole board session can be recorded and later replayed to show users how they
arrived at the design that was finally generated.

In order to understand better the difficulties encountered in shared spaces it may be convenient to
discuss the use of the shared interactive boards in the context of an exemplar task and learning
purpose. Consider children being given the task of designing a house using a white board. The
task may be, at least initially, that each student should design their own room in various parts of
the board and bring these together to form a workable house. As part of the task students will
need to discuss and negotiate roles. There should be learning outcomes for students in terms of
scale and measurement, design, living skills, sustainability and basic science (among others).
When discussing the design students need to ensure that they are talking about the same room or
area of the house. There may be a need to indicate who has the control for a particular period of
time. The establishment of early protocols will allow students to attain their final goal more
successfully and efficiently.

With the evolution of new technologies there is much to learn about effective pedagogies that will
ensure enhanced learning for the student. Further development of such pedagogies comes from an
investigation of the learning theories and research literature on the value of interaction,
collaboration and cognition in learning.

THEORETICAL UNDERPINNINGS

This article draws on both cognitive and social constructivist learning theories with cognitive
constructivists focusing on the individual and thought processes of the mind and the social
constructivist emphasising the impact of social and cultural contexts that take into account other
people’s perspectives in their learning. Henri (1992) and Garrison (1992) have outlined models
with discrete indicators that provided guidance on identifying cognitive learning processes, with
consequently less attention to the type of interaction occurring. Hence the need to consider the
social constructivists’ interest in the interactions that support the learning.

Research into learning has shown that students learn best when they are actively engaged with the
content and build their own knowledge based on prior experience through interaction with the
social environment (Anderson & Garrison, 1995). Through interaction and collaboration, learners
can discuss, interpret and negotiate, so that together they co-construct their understanding. This is
made possible through the use of interactive technologies where through collective efforts
students can create exciting learning experiences. Learning occurs when participants are active in
shared activities while bringing different experiences and perspectives into the socio-cultural
context.

The theory of social interdependence (Johnson & Johnson, 1996) emphasises the importance of
relationships within groups. It identifies the types of relationships that should be encouraged and
fostered in cooperative environments where higher order cognition is a desired outcome. A
supportive community where strong collaboration is evident will more readily integrate learners
from diverse backgrounds. Learners are more likely to be motivated and committed if they
experience constructive encouragement and support. Such theories recognise the potential of
technology to support interactive and collaborative activities.

Interaction and collaboration are considered key ingredients in both the traditional classroom and
in online learning communities and can have powerful influences on learning (Gilbert & Moore,
1998; King & Doerfert, 1996). Interaction can be defined from many perspectives and takes on
new dimensions with the emergence of interactive technologies, such as shared and interactive
whiteboards, which add to the complexities of devising suitable pedagogies. Dynamic interactions
support learners in their development of higher order cognition. An analysis of cognitive
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development provides insight into the quality of the learning outcomes. Insight into the learning
occurring when using various interactive boards may be gained from the research on shared
discussion spaces and on technologies for collaborative activities.

INVESTIGATIONS OF INTERACTIVITY:
THE EXAMPLE OF SHARED EMAIL DISCUSSION FORUMS

An investigation of the discourse of approximately 275 students across 15 discussion forums in a
first year teacher education course found that students exhibited consistent interactive behaviours
(Geer, 2005b). In this study students were required to respond to four classroom related topics
through the discussion forums held at various times throughout the semester. In order to analyse
the behavioural and cognitive interactivity that was occurring in the discussion forums an
evaluative tool, ‘A Model for social behaviour, cognitive development and interactive analysis’
(SCIA), was developed by Geer (2005) to assist in the analysis of archived discourse. This model
originated from a tool used by Gunawardena, Lowe and Anderson (1997) who drew on Henri’s
(1992) and Garrison’s (1992) cognitive indicators of critical reasoning and thinking to examine
the social construction of knowledge in computer conferencing. Such indicators provided a
reliable basis for examining the cognition of digital archives no matter what the technology.
However, it was recognised that different technologies may require an expansion of the indicators
to identify interactive and cognitive behaviours specific to the characteristics of the technology.

The model, SCIA (Table 2 — non-asterisked items) proposed that certain types of interactive
behaviours could be extracted from the digital archives which captured the learner’s sense of
social presence and their learning preferences as they discussed the four topics in their first year
course. Thus by utilising SCIA an analysis of the discourse showed that students tended to adopt
a particular type of orientation (social, individual or group) in their first interactions, and which
was repeated in their future interactions. From an analysis of the discourse it was possible to
determine whether the students were responding as individuals or whether they acknowledged
others in the forum and saw themselves as being part of a group. Those students who were group
oriented also tended to be more social. Students with an individual orientation adopted an
approach that saw them contributing to the discussion but with no appreciation of being part of a
group. They had less understanding of using multiple perspectives to build their own
understanding. Overall, the communication patterns established in their first interactions appeared
to flow through to other interactions.

The effect of initial communication patterns being replicated in subsequent interactions led to the
notion of ‘imprinting’. Hence initial communication patterns are shown to be powerful in
determining subsequent interactive behaviours in the forums. The effects of imprinting then
become a consideration in the formation of discussion forums or online learning communities.
This has implications for the instructional design where interaction is encouraged and particular
outcomes required. Therefore the research highlights the importance of developing appropriate
pedagogies to ensure that desired learning outcomes are evidenced in the first interactions. Time
must be spent ensuring that students understand clearly the purpose of the interactions. There was
also sufficient evidence from the investigation to suggest that imprinting may be a valid predictor
of students’ academic achievements (Geer, 2005b).

Using the evaluative model, SCIA, the discourse was also analysed for evidence of cognitive
indicators. An analysis of cognitive development provided insight into the quality of the learning
experiences. A pattern of indicators emerged which showed the development of what has been
referred to as cognitive tracks as successive learning-related cognitions(Geer, 2005a). A canonical
correlation analysis was performed between cognitive indicator on Topic 1 and the aggregated
scores on the other three topics (Geer, 2005b). Further examination of the cognitive indicators
showed that students appeared to exhibit particular interactive and cognitive behaviours over
time.
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Table 2.
interactive board use

A model for social behaviour, cognitive development and interactive analysis in

S. Participation S1 Individual disclosure

and social
behaviour

S2 Social behaviour

S3 Common Ground *

S4 Protocols *

S5 Mutual Consideration

S1-a Basic introduction.

S1-b Extended revelation

S1-c Self evaluation

S2-a Courtesy

S2-b Level of dominance/authority

S2-c Seeking help

S2-d Willingness to initiate

S3-a Agreed purpose

S3-b Speaking the same language

S3-c On the same page

S3-d Distinguishing work level and meta level
S4-a Distribution and ownership of work
S4-b Indicating assent and understanding
S4-c¢ Assigning tool control

S5-a Identifying mutual interest

S6-b Willingness to exchange

S6-c¢ Valuing others' views

1. Cognitive
behaviour analysis
at individual level:

11 Elementary clarification

12 Computer Tools
Competence*

13 Elementary Contribution*

14 In-depth clarification

15 Synthesis and application

11-a Observing/studying a problem

11-b Identifying its elements

11-c Observing/studying their linkages

12-a Understanding and managing the interface

12-b Appreciating the functions of tools

12-c Transparent skills with tools

13-a Initiating a contribution

13-b Making changes

13-c Minor additions

13-d Major additions

13-e Extensive changes

14-a Analysing a problem

14-b Identifying assumptions

14-c Establishing referential criteria

14-d Seeking out specialized information

14-e Thematic changes and additions*

15-a Drawing primary conclusions

15-b Proposing an idea based on links and relevant information
15-c Value judgment on relevant solutions

15-d Making final decisions and deciding on the action(s) to be taken
15-e Suggesting protocol changes and new common ground*

G. Interactive and
Cognitive
behaviour analysis
at group level:

G1 Planning

G2 Sharing/ comparing/

contributing of information

G3 Inconsistency of ideas,
concepts or statements

G1-a Organizing work/planning group work/setting shared tasks
G1-b Initiating activities/setting up activities for group work

G1-c Setting protocols*

G2-a Defining and identifying a problem

G2-b Stating opinions regarding the problem

G2-c Asking and answering questions to clarify details of statements
G2-d Sharing and exchanging knowledge, resources and information
G2-e Corrohorating examples provided by one or more participants
G2-f Challenging others to engage in group discussion

G2-g Help and feedback giving

G2-h ldentifying and discussing common ground*

G3-a Identifying and stating areas of disagreement

G3-b Asking and answering questions to clarify the source and extent of disagreement

G3-c Restating the participants' position and advancing arguments supported by
references

G3-d Recognising and communicating differences about protocols*

G3-e Recognising and discussing new common ground*

G4-a Negotiating the meaning of terms, areas of agreement and disagreement

G4-b Proposing new statements embodying compromise and co-construction

G4-c Integrating or accommodating metaphors or analogies

G4-d Negotiating new protocols and new common ground™

Gb5-a Testing against existing knowledge and information

G5-b Testing against personal experience

G5-c Testing against formal data collected

G6-a Summarization of agreement(s)

G6-b Application of new knowledge

G6-c Statement of new common ground and protocols*

G4 Negotiation of meaning/
co-construction of
knowledge

G5 Testing and modifying of
proposed synthesis or co-
constructing knowledge

G6 Agreement statement(s)
and application of newly
constructed knowledge

*New indicators appropriate to interactive boards denoted with asterisks in bold type
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The cognitive levels achieved in the first response were predictors of cognitive levels achieved in
later responses. The pattern of indicators provided insight into the type of cognitive track students
had adopted while further supporting the notion of imprinting. Two types of imprinting were
evident with some students manifesting the dominance of one particular cognitive indicator over
time and across interactions. This type of track was referred to as a static and narrow cognitive
track, while others demonstrated a set of cognitive indicators for each topic that were repeated for
subsequent topics, referred to as static but broad. Where imprinting may not be a desired outcome
a dynamic and broad cognitive track may be a preferred outcome with students moving through
various cognitive indicators that indicate students are utilising differing strategies and developing
further cognitive skills over time.

It is an important finding that such a methodology and analysis provides educators with the
opportunity to influence students’ cognitive behaviour (Geer, 2005b). From a teaching and
learning perspective this implies that the cognitive behaviours that occur in the first topic
therefore need to reflect the desired learning outcomes, if the discussion forums are to meet
course objectives. Educators need to be clear about the purpose and the type of interactions they
wish to encourage and the desired outcomes including cognitive development. Educators must
build into the design strategies that will ensure desired outcomes are evident. Thus the notion of
‘imprinting’ assumes the need to ‘get it right” from the start to ensure cognitive development is
supported and sustained. This then has implications for the instructional design where scaffolding
and modelling are critical to ensure adoption of a suitable cognitive track that supports cognitive
developmental processes over time.

Such findings have possible implications when using other types of technologies including board
technologies. Careful consideration needs to be given to the development of practices and
protocols that ensure participants understand suitable interactive behaviours that can further the
cognition of students. Hence relevant indicators need to be identified to ensure effective use of the
technology leading to desired learning outcomes.

It is significant to note that the notion of imprinting is not confined to the types of interactions
and cognitions that students experience but also to the actual choice of technologies in group
work contexts. Huysman, Steinfield, Jang, David et. al. (2003) found that the type of technology
used by students for early collaborative tasks continued to be used throughout their interactions.
Students exhibited a type of media ‘stickiness’ related to the initial choice of and competency
with interactive computer tools.

EXTENDING COGNITIVE ANALYSIS OF DISCOURSE TO
INTERACTIVE BOARD TECHNOLOGIES

The foregoing suggests that an analysis of the discourse generated in use of interactive board
analogous to that of SCIA may provide a clearer picture of the learning occurring as well as be
suggestive of pedagogical strategies that might optimise that learning.

Interaction has been shown to be critical in effective teaching and learning. However, it is
important to go beyond the mere acknowledgement that interaction is occurring and analyse its
impact on learning and the cognitive development of the individual. It is important that processes
be examined that help students to arrive at the end product rather than just attain the end product
itself. Analysing these processes at the group and individual levels is often very difficult, time
consuming and costly thus highlighting the importance of instructional design and the
achievement of desired learning outcomes from the beginning.

The above research points to the importance of establishing protocols or strategies that will
support students in their collaborative interactions. Educators must be able to model good practice
and provide sufficient scaffolding that will enable students to attain the learning outcomes. Also it
may be important to establish certain protocols from the start to ensure the effectiveness of the
various tools. Although interactive boards have been around for a long time and certain implicit
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protocols are evident this does not necessarily mean that established protocols will necessarily be
applied to online and varied forms of interactions. Good practices need to be developed and
established to ensure that the greatest benefit is gained from the use of these tools and that good
habits are established allowing for higher cognitive development and more collaborative
interactions. For example there are certain board etiquette rules for the passive board which need
to be followed to enable learning to occur for other users, for example, don’t use permanent
markers or tape things to the board as it can ruin the surface, and also you should erase your work
once it is no longer needed,; just to name a few. By abiding by such simple principles time can be
saved and learning can occur. If such rules are not established from the beginning bad habits can
form which affect the effectiveness of the tool and the efficiency of the teacher. The
establishment of such protocols become more critical in the online environment where students
do not know each other and assumptions cannot be made that participants are talking about the
same aspect.

Research is still very much in its infancy when considering the type of modelling and etiquettes
relevant to the various interactive board technologies. There exists a further challenge in
establishing appropriate strategies that will allow higher cognition to be present in online
interactions. The logging of the individual interactions would provide some indication of the
cognitive development but this appears to be more complex than the recording of textual
exchanges in a discussion forum. Hence this emphasises the importance of establishing clear
goals and ensuring that there is some likelihood of these goals being achieved from the outset.

Based on the studies that have raised the notions of imprinting and cognitive tracks, consideration
must be given to establishing appropriate practices before the initial interactions. Protocols should
be instigated from the outset to ensure that the full benefits of interactive technologies are
attained. Established patterns need to be set early because they may be difficult to change later on.

A NEW MODEL FOR INTERACTIVE AND COGNITIVE CONCOMITANTS
OF INTERACTIVE BOARD USE

Successful application of SCIA in a number of different technological contexts suggests its value
for developing a model for interactive board use. Observation and initial research in the use of
interactive boards implies the need for additional indicators to be presents in a new form of SCIA
appropriate to such technologies. The use of SCIA with the addition of indicators for board use
may offer further insight into the development of research methods when using various
technologies.

Designing a model that extends beyond email discussion to tools such as interactive boards and preserves a
linkage from the discourse generated to the implied cognitions and learnings is a considerable challenge. A
convenient artifice is to consider all three boards (passive, IAPB and IAVB) as positioned along a number
of dimensions such as technology complexity, proximity and virtuality (as in Figure 1).

lowtech —ememeememee > high tech
faceto face @~ ----m-meoeeee- > online
physical = - > virtual

Figure 1. Dimensions for considering boards

As the proximity of participants moves from face to face to online there is increasing reliance on
various technologies to carry the communication. Hence what was once perhaps implicit in face
to face interactions may need to be made explicit in online interactions. Aspects of the social
interaction such as dominance and courtesy may need direct attention. At a deeper level it will be
important to be clear on the common ground of the participants, hence the need for a new section
on common ground S3. The purpose needs to be mutually agreed (S3a) and the language needs to
be the same (S3b). A given individual needs to know what another is alluding to. As the board
itself has more items on it, uncertainty about the intention of others can grow. With the use of off-
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board applications (e.g. WWW), confusion about “being on the same page” (S3c) both
conceptually and physically can abound. Importantly participants need to be able to draw
attention to such matters and be able to discuss them. Hence they need to be able to recognise
what the exchange has to do with the work and purpose, or how to proceed, and what is the basis
of agreement (the meta level) (S3d). Inability to attend cognitively to the meta level will stymie
higher levels of interaction such as cooperation and collaboration. It is important not to see
‘common ground’ as a ‘given’ at the beginning of the interactions but as a dynamic and growing
aspect of the interaction. As interaction (and perhaps collaboration and cooperation) proceeds
mutual understanding of what has been achieved should grow.

Another critical feature of IAPBs and IAVBs is the need for agreed protocols, hence the new
section S4. Some of these relate to uses of the tools such as erasers but agreed protocols about
eraser use becomes much more critical in a more virtual environment, where capacity totally to
erase is a click away and in a more online environment where one participant cannot physically
stop another from an action. Protocols may need to be in place about the divisions of work and
tasks (S4a). They are also needed in relation to the ownership of work and the related nature of
assessment (group, individual, etc.). Participants need agreed signals for indicating assent or non-
assent and understanding or misunderstanding (S4b). Such protocols can more easily be
established in the face to face mode than online. Participants also need protocols about tool use
and transfer of control (S4C).

Individual participants using whiteboards need some basic skills in tool use, hence section 12. As
these tools become more virtual the degree of skill needed to achieve the same result generally
becomes higher and will require an understanding of the function of the tool (I12b). However,
many more extensive tools are available, some such as copy and paste with no analogue in the
passive board. Importantly successful interactions will occur for IAPBs and online IAVBs when
all participants’ skill levels move beyond a threshold to become routine and transparent to the
task involved (I2a, 12¢).

Through the use of tools participants will actually demonstrate their understanding of the task and
the purpose, hence section 13. Elementary contributions ranging from minor to major changes
(13b, 13e) and additions (I13c, 13d) should be visible in any archived history of the board. Some
whiteboards such as Centra support a form of archiving. But deeper understanding of task would
be demonstrable with thematic changes. In the context of our example of participants each
designing a room of a house, a thematic change might be the repositioning of the rooms and
adjusting window positions to give the bedrooms the morning sun. Finally in terms of individual
cognitions, suggestions for protocol changes and restatement of newly developed common ground
indicate deep levels of synthesis and integration.

Similar sorts of indicators should be evident in interactive behaviour that are more the results of
group rather than individual effort (hence G1b, G2h, G3d, G3e, G4d, G6c¢). In our house example
a group outcome might be the relative position of participants rooms around the hall and
corridors, ensuring adequate distance of bedrooms from entertainment areas. Such changes may
require individuals to reduce their aspirations for door and window positions and negotiate with
each other. The capacity of the group to set up new protocols and agreeing on new common
ground (e.g. no bedroom adjacent to the family room) may be critical. The new common ground
is indicative of a new learning about the house as a social space not just a collection of
individuals and their bedrooms Teachers who are alert to evidence of G4d and G4c in the
discourse of participants are more likely to be assured that such learning has occurred.

CONCLUSIONS

An attempt has been made to develop a model of the cognitive concomitants of students’ use of
interactive board technologies. As these technologies populate our class rooms and become
important in distance education, teachers will need ways to assure themselves that they are
achieving the desired levels of interaction and the targeted learning outcomes. They also need to
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be assured that their pedagogical approach is successful and they are achieving the type of
interactive learning desired. We know, however, that higher levels of cooperation and
collaboration are difficult to achieve and that group activities make it difficult to see if individual
learnings are occurring. Whole group outcomes may be evident in the final board result but it will
be impossible to untangle individual cognitions without examining the interactions among
participants. The approach above provides a useful model for examining this discourse of
interaction. Indicators of certain cognitions should be evident in the interactive discourse. Certain
key indicators appear to be critical for performance within specific interactive pedagogies. The
absence of these indicators within the early interactions of participants should be a signal to
teachers that that their direct engagement in the process of learning is needed. The dangers of
imprinting and media stickiness may jeopardise creative use of these technologies.

The model is also useful in helping to frame a discussion of the many unanswered questions about
board use. How do imprinting and media stickiness manifest themselves with these technologies
and what teacher practices should be adopted? How do we best support the development of
effective protocols and a sense of common ground in online environments? To what extent do
these agreements need to be explicit or implicit? The focus on specific cognitions also allows us
to discuss developmental capacities of children to use such technologies. Can junior primary
students actually achieve a group orientation and whole group learning outcomes? What social
skills are needed for successful participant engagement and what are the specifics of the
successful protocols. Do imprinting and stickiness impact on younger children to the extent they
appear to do on adults? What is the impact of off board activities on the sense of common ground
in the online domain? The full realisation of the extensive possibilities felt by many teachers for
interactive board technologies awaits a systematic program of research into these and other
questions.
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Can Indicators on school websites be used to
determine the level of ICT integration and ICT
leadership in schools?
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As schools continue to invest resources into the integration of Information
Communication Technologies (ICTs), many are also utilizing the Internet as a medium
for promoting and marketing their facilities and educational programs to prospective
families. Tailored and personalised school websites provide a wide range of
information for members of the school community and for any interested members of
the public. As a preliminary stage of a larger scale research project, guidelines and
evaluation criteria have been formulated to determine if website content and design
can be used as an indicator of either novice or expert ICT leadership within a school,
and in addition if it reflects the level of ICT integration.

Information communication technologies (ICTs), ICT integration, school websites,
novice, expert, ICT leadership

INTRODUCTION

An increasing number of schools are investing considerable time and resources into the
development and maintenance of school websites, in order to promote their school and
communicate not only with their school community, but also with members of the public.
However an examination of school websites reveals that the quality of the websites, both in
content and design vary significantly between schools. Leask (2001) acknowledges that “A good school
website will reflect the development of ICT within the curriculum and support the school’s ICT
activities and policies.” The actual extent to which school websites do reflect ICT integration and
school leadership is of broad interest to parents, the community and policy makers. One of the
aims of this paper is to discuss the type of content and the elements of school website design that
may contribute to the development of functional, engaging and informative websites.
Examination of school websites was also conducted to determine if evidence of ICT leadership
and integration existed on school websites and if effective criteria could be established that
measure these aspects. This investigation was predominately exploratory in nature, with the
intention of acquiring an understanding of the type of content and design viewed on school
websites, in order to enable the synthesis of criteria discussed in the novice expert literature with
the criteria discussed in the literature on ICT integration and leadership.

DESIGN OF THE STUDY

The research presented here is part of an initial stage of a larger scale research project
investigating the impact and influences of leadership styles and management strategies on
transformative ICT integration, using the methodology of novice-expert contrast. “Comparing
experts with novices makes it possible to specify how experts and novices differ in understanding,
storing, recalling, and manipulating knowledge during problem solving” (Bruer, 1993). One
source of evidence and information collected has been drawn from school websites, as they are
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readily accessible, and have enabled preliminary investigations to be conducted to further
dimensionalise the novice expert contrast. General preliminary analysis of school websites in the
area of ICT leadership and ICT integration has led to the identification of four categories.

Category 1: Those websites whose main purpose is to disseminate information.
School websites in this category tend to:
(a) provide a general overview of the school’s curriculum policies and a brief explanation of
facilities; the information reflects mostly what one would expect in a school prospectus;
(b) no interactive elements or engagement with the audience is evident.

Category 2: Those websites whose main purpose is to inform and communicate.
Schools in this category provide features on their websites such as:

(a) external access to school’s infrastructure (e.g. by school Intranet);

(b) correspondence by Email,

(c) communication by means of chat rooms, blogs, and message boards.

Category 3: Those websites whose main purpose is to inform, communicate and entertain.
Schools in this category:
(a) provide features on their websites such as video, animation, graphics, pod casts, and
virtual tours;
(b) exhibited students’ work, where there is very much recognition of the importance of
engaging and entertaining the wider school community as an audience.

Category 4: Those websites whose main purpose is to inform, communicate, entertain and
showcase innovation.
Schools in this category:

(a) describe and promote innovative concepts in education, innovative design both in the
structure of their website and in the structure of their educational organization and overall
innovative practices, processes and implementation not only of ICT but of education in
general;

(b) demonstrate an understanding not only of the potential of ICT in education, but also of the
educational philosophies required to support integration that reflects expertise in ICT
integration and ICT leadership.

Preliminary analysis suggests that schools in Categories 1 and 2 demonstrate a novice approach to
ICT leadership and ICT integration on their website, while schools in Categories 3 and 4
demonstrate an expert approach to ICT integration and ICT leadership on their website. From the
initial analysis a total of 15 novice and 15 expert schools in the area of ICT leadership and ICT
integration were chosen by categorising school websites. Other considerations in the selection
process included the geographic location of the schools; schools were selected to represent each
region in the Adelaide metropolitan area: northern, southern, eastern, and western. One school in
a rural setting was also selected for both the novice and expert group, although findings for this
group might not be entirely generalisable, the inclusion of rural schools was deemed valid as it
might provide indicators and issues not considered or evident in schools from metropolitan areas.

School size was also taken into account, with the schools selected grouped into those that had
student enrolments less than 150 students, schools with student enrolments between 150-300 and
schools with student enrolments above 350. The sample group contained schools from education
systems across South Australia, namely five novice and five expert schools from The South
Australia Education Department, five novice and five expert schools from Independent sector and
five expert and five novice schools from The Catholic Education Department. It is important to
note that this selection process has been considered and applied in order to achieve a broad
representative sample. The intent of this stage of the research project is not to make comparisons
between schools, regions or systems, but rather to identify the elements associated with ICT
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integration and leadership that are pertinent to novice and expert schools, irrespective of their
size, geographic location or affiliation with a particular education system.

THE NOVICE-EXPERT CONTRAST METHOD

The novice-expert contrast method was selected for the initial stage of the research project as it
provided a basis for comparative analysis between the two groups. It also enabled the testing of
constructs such as survey instruments developed later in the research project. In addition it provided
a means by which to identify and categorise those skills, qualities, attitudes and strategies utilised,
demonstrated and practised by experts that could potentially be transferable to other school
contexts, in order to assist with the wide scale improvement and progress in ICT integration and
leadership. The process might also help to explicitly identify and address the needs of schools that
were classified as novice in the area of ICT leadership and integration and to provide subsequent
support for schools in this category, targeting the identified needs and areas requiring
improvement. Research and literature including Leinhardt, (1989); Sternberg and Ben Zeev,
(2001); Schunk (1991); Bruer, (1993); Hogan, Rabinowitz and Craven (2003) that compared the
characteristics and traits of novices and experts was analysed and considered. Examination of the
research and literature provided a basis from which to develop understandings of the practices and
metacognitive processes experts and novices undertook when completing tasks and problem
solving. The information extracted from previous research and literature that addressed issues
associated with novice and expert has been applied to the task of developing criteria for the
selection of the sample group for the novice expert contrast.

When considering the qualities, skills and attitudes attributed to experts in any given field
Sternberg and Ben Zeev, (2001) identified that experts utilised their knowledge base, this required
not only having the knowledge but also applying knowledge as required and analytical thinking,
namely being able to analyse problems even if the field was unfamiliar.

Particularly pertinent in the field of ICT, is the rate at which innovative technologies are
introduced onto the market and their complexity. Experts exhibit creative thinking, which is
characterized by the application of innovative skills and approaches to tasks and finding creative
ways of gaining people’s attention. Experts also exhibit practical thinking, strategies and skills
whereby skills and knowledge are processed and applied to situations and tasks in a logical and
methodical way in order to achieve outcomes.

Schunk (1991) wrote, “compared to novices, experts possess more declarative knowledge, have
better hierarchical organisation of knowledge, recognise problem formats more easily, monitor
their performances more carefully and understand the value of strategy uses.” Bruer (1993)
explained that expert chess players saw patterns and relationships between pieces and long-term
consequences of actions. Anderson and Leinhardt (2002) discussed that “experts' performance can be
differentiated by the reasoning in which they engaged.” They further elaborate explaining that
experts frequently knew the solution instantly, or had mastered strategies for arriving at a
solution. In contrast, novices and pre-service teachers were not able to resolve promptly the
problems; they had fewer strategies to draw on and could not construct functional rules to help
resolve the issue.

When considering the qualities, skills and attitudes attributed to novices in any given field Hogan,
Rabinowitz and Craven (2003) argued that novices “tend to focus on short-term plans, tend to
generate highly scripted and mentally well-rehearsed instructional strategies.” Novices also
tended to not be as well prepared for unanticipated situations and have less complex schema and
often provide less alternatives in any given situation. Glass, Kim, Evens, Michael and Rovic
(1999) found that “novice tutor dialogues were less organized, so that effort needs to be tried
again in a different way.” The authors also discussed the difficulties of explaining the “novice
tutors® transcripts using the same style of goal structure” used for the expert tutors. Daley (1999)



106 Can school websites be used to determine the level of ICT integration in schools?

found that “novices and experts identified different organizational factors that facilitated or
hindered their learning. Experts were able to articulate systemic issues that affected their learning,
whereas novices identified disparate individual issues.” Bransford, Brown, and Cocking (1999)
discussed the value of understanding expertise, acknowledging that it provided information about
thinking processes and approaches to problem solving.

Investigations into the novice expert literature reveals that some of the characteristics displayed
by experts are evident irrespective of the context or setting, for example an expert in a medical
field may share similar traits with a computer game expert, such as the systematic approach to
problem solving and the organisation of schema. Similarly characteristics displayed by novices
are evident irrespective of the context and setting, for example a novice teacher shares similar
traits to a novice engineer. This suggests that the characteristics displayed by both novices and
experts can be applied to different contexts and settings. This is supported by research conducted
by Anderson and Leinhardt (2005) who concluded, “that similar observations and conclusions
concerning expertise can appear in very different subject areas”. As a result a selection of novice
and expert indicators have been extracted from the literature and referred to during the
preliminary selection process of the sample group.

GENERAL CONSIDERATIONS IN DEVELOPING INDICATORS OF
EXPERTISE IN ICT INTEGRATION AND LEADERSHIP

An important linkage in expert novice literature to ICTs is the widely used four types of ICT
integration, first proposed in the influential Making Better Connections study (Downes 2002).

Type A: Encouraging the acquisition of ICT skills as an end in themselves.
Type B: Using ICTs to enhance students’ abilities within the existing curriculum.

Type C: Introducing ICTs as an integral component of broader curricular reforms that
are changing not only how learning occurs but also what is learned.

Type D: Introducing ICTs as an integral component of the reforms that alter the
organization and structure of schooling itself.

“Type A’ indicates a relatively basic approach (novice approach) to the integration of ICT in
comparison to ‘Type D’ which indicates a relatively complex and confident approach to the
integration of ICT (expert approach)

The content on school websites was analysed and indicators, including the type and provision of
ICT facilities provided for students and the wider community of the school, were examined in
order to determine the approach to ICT integration adopted and practised by the school
community, and the priority given to the integration of ICT. Examination of school websites was
also conducted to determine if policies, content, and practices described on the website supported
a particular type of integration. For example, some websites explained ICT as a curriculum area
taught specifically by an ICT specialist teacher in a computer pool, then the likelihood is that the
type of integration would be closer to a Type A or Type B than the more expert levels of Type C
and Type D.

Other indicators such as clarity of purpose, clear plans and directions for current and future
integration of ICTs, and information value and relevance can be applied to school websites. It is
relevant to determine if the purpose of the website is evident and clearly identifiable and if the
school portrays not only its strengths, but also its intentions with regards to future development of
ICT. Private School Resource Exchange Program (PREP), (2006) explained that “good school
website reflects the needs of prospective families, students, faculty, administrators, parents,
alumni, and friends of the school”. And that “Each constituency needs to be represented and
catered for in the vision, design and content of the website”. The inclusion by schools, of content
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on their websites that addresses the needs of the wider school community and demonstrates
evidence of consultation with various members of the school community indicates an intention to
provide an informative relevant website. Investigations into school websites help to determine if
information value and relevance is evident on either or both novice and expert school websites,
and if it can then be considered an indicator of an expert or novice in the area of ICT integration
and ICT leadership.

Furthermore, in the process of evaluating websites in general some of the criteria suggested by
Schrock (2006) and Beck (2006) were considered relevant and were applied to the task of
formulating the selection criteria for determining expert and novice school websites. The criteria
included:

e Currency: How current is the content and is there evidence that the content is regularly
updated?

e Bias and Objectivity: is there any bias or sponsorship evident? Is information provided in
an objective manner?

e Authority: Who is responsible for providing the information on the website? What are the
credentials of the author? Can the credentials be verified?

e Coverage of Content: Is the information superficial or does it comprehensively address
what it claims to address?

e Website Design: Is the site easy to navigate, appealing and is information easy to locate?
Are there any broken links?

e Accuracy: Is the information provided accurate and reliable?

INDICATORS OF EXPERTISE IN ICT INTEGRATION AND LEADERSHIP

In developing the indicators for novice expert school websites, consideration was given to the
four types of ICT integration outlined in Making Better Connections study (Downes, 2002) and
the evaluation criteria suggested by Schrock (2006) and Beck (2006). These indicators were then
synthesized with criteria identified in the novice expert literature, in particular the criteria
identified in Leinhardt, (1989); Sternberg and Ben Zeev, (2001); Schunk (1991); Bruer, (1993);
Hogan, Rabinowitz and Craven (2003). The aim of the process was to develop a comprehensive
list of indicators, formulated by marrying the novice expert literature with the literature available
on ICT, in order to assist in the identification of novice and expert school websites.

The following are website indicators formulated for identifying novice and experts in the area of
ICT Leadership and ICT integration:

When evaluating the ability to utilise knowledge base the following indicators were considered.

(1) Was there evidence of school leadership applying knowledge of relevant pedagogies and
innovative practices in their school setting?

(2) Had leadership demonstrated an understanding of relevant pedagogies for cohesive ICT
integration? This could be evidenced in school policies, and in the general approach to
schooling and education promoted and practised within the school context.

(3) Did the infrastructure described on the school website support transformative ICT
integration?

When evaluating the ability to think analytically in various situations the following indicators
were considered.
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(1) Was there evidence that leadership have thought through potential issues that might arise
in ICT integration?

(2) Had leadership provided possible solutions or discussed logical consequences for actions
related to the integration of ICT?

(3) Was there evidence that leadership had anticipated future directions in ICT integration?
For example did the school have wireless broadband or interactive whiteboards?

When evaluating the ability to apply creative thinking skills in various situations the following
indicators were considered.

(1) Had leaders demonstrated a creative approach to ICT integration? For example were
examples of innovative practices evident on the school website whether through students’
work samples or by the design of the school’s website?

When evaluating the ability to apply practical skills in various situations the following indicators
were considered.

(1) Had leadership demonstrated that it had thought through the practical issues and
implications of the way their school was portrayed on the internet?

(2) Was there logic and structure and a sense of cohesiveness and clear purpose on the
website?

(3) Did leadership demonstrate innovative practical, achievable and manageable solutions to
ICT integration?

(4) Had leadership demonstrated their personal self-efficacy in ICT on the school website?
(5) How much evidence was there that leadership had contributed to the school website?

When evaluating the ability to plan effectively for the long and short term the following indicator
was considered.

(1) Did policies predominately address current ICT related issues with no evidence or
discussion of future directions or was there clear evidence of short and long term
objectives?

When evaluating the ability to provide alternatives in any given situation and evaluating the
merits of each alternative the following indicators were considered.

(1) In the process of ICT integration did the school demonstrate a broad or narrow focus?

(2) Was the focus on one identified priority or were there multiple priorities organised in a
manageable time frame?

(3) Did the ICT integration process reveal a cohesive approach?

When evaluating the flexibility and the willingness of leadership to deviate from the initial
planned pathway the following indicators were considered.

(1) Was leadership supporting integration at a higher level (Type C and D) or at a basic level,
(Type A and B)? Downes (2002).

When evaluating how well prepared and organised leadership is for unanticipated situations the
following indicators were considered.

(1) Were ICT policies provided on the school websites?

(2) Were ICT policies comprehensive, did they reveal how thoroughly they had anticipated
possible scenarios related to ICT integration?
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When evaluating the complexity of schemas leadership developed in the area of ICT integration
the following indicators were considered.

(1) Was there comprehensive coverage of issues related to the integration of ICTs?
(2) To what degree did ICT related decisions impact on the school community?
When evaluating the currency of the website content the following indicators were considered.
(1) Were current newsletters available?
(2) Was information about current school events available?
(3) Were past newsletters archived and still accessible?

(4) Was there evidence of maintenance? (e.g. updated information about current or future
school events.

When evaluating the coverage (depth and organisation of information) of the website content the
following indicators were considered.

(1) Were links to useful information, resources, and contacts provided?
(2) Was information available for parents?

(3) Was information available for students?

(4) Was information available for staff?

(5) Was information available for the wider community?

(6) Was the information provided for each of these groups relevant, current and organised in
such a manner that was easy to locate?

(7) Were school policies available online? Were ICT policies available online? And if so did
the website confirm the policy claims and content? Was the philosophy driving the
integration process explained?

(8) Was the intended audience clearly identified? Had clear consideration been given as to
what was being offered and for whom it was being offered? (Helmschrott, 2006)

(9) Did the information meet the needs identified by the target groups?

(10) Were there examples of students” work or regular contributions from various members of
the school community?

(11) Was there a reason to return to the website on a regular basis? (Freyer, 1997)

(12)Was there access to the intranet on the school website? Were there any interactive
aspects? How did the website engage the audience, blogs and Chat rooms?

(13) Were curricular goals and plans for ICT integration evident on the website?
When evaluating the authority of the website content the following indicators were considered.
(1) Was it obvious as to who had contributed information, content to the website?

(2) Were there external links to resources? If so were the authors of these websites clearly
identifiable and credible?

When evaluating the quality of the design of the website content the following indicators can be
considered:

(1) Had a design template been adopted or was the design tailored to reflect the school
community?
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(2) Did the design reveal an innovative approach to promoting the school?

Although the above list was not exhaustive it did provide a reference, which suggested indicators
that addressed a broad range of issues in the area of novice and expert in the area of ICT
integration and ICT leadership.

GENERAL FINDINGS

The investigations into school websites revealed that school websites that demonstrated a novice
approach to ICT leadership and ICT integration, as determined by analysis of the identified
criteria tended to:

display basic web design and at times an adaptation of a template (e.g. SINA or at times
no website at all i.e. no online presence);

provide a Category 1 website, (i.e. the main purpose being to inform its audience, for
example school providing a home page only with contact details);

contain broken links (e.g. either within the website or to external links);

show no evidence of maintenance and not be updated (e.g. links only to outdated
newsletters);

describe infrastructure and setup to be of Type A (e.g. ICT teaching by a specialist teacher
in a computer pool once a week);

consist of contributions from a selected few (e.g. by leadership only);
reveal policies that predominately address surface issues in the process of ICT integration;

provide incomplete information on the school website (e.g. sentences not completed and
blank spaces left)

The investigations into school websites revealed that school websites that demonstrated an expert
approach to ICT leadership and ICT integration, as determined by analysis of the identified
criteria tended to:

share or pool resources across schools and systems (e.g. shared lesson plans);
demonstrate proficiency at utilising innovative ICTs;
experiment with innovative technologies;

contain contributions from a large number of staff and the wider school community (e.g.
class pages);

promote the website as a community forum;

demonstrate a clear attempt to meet the needs of the learning community, and demonstrate
flexibility;

reveal sound policies and clear future directions;
reveal partnerships with the wider community;

demonstrate an understanding of the various components and potential of ICT in
education;

provide comprehensive coverage of information- organised so that it is easy to locate and
navigate.
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e describe and provide evidence of a well established infrastructure;

e provide access to an intranet and provision for online communication;

e be appealing and interactive;

e reveal integration of innovative technologies (e.g. in students work samples);

e provide broad coverage of associated issues (e.g. safety, ethical considerations, and
flexible learning).

CONCLUSIONS

Evaluation of websites revealed significant differences between the novice and expert groups.
This included differences in the coverage of content on the website. Websites ranged from those
that mentioned the existence of an ICT policy to websites that revealed innovative practices in the
area of ICT integration both in their policies and in the design and structure of their website.
Those websites that were categorised as experts did not necessarily display a level of expertise in
all areas related to ICT integration and ICT leadership, but often demonstrated specific expertise
in an area or two, (e.g. ICT facilities, website design). It was interesting to note websites that
tended to fall in the novice category were more easily identified, some because there was no
current website available and some because the main purpose was purely to inform. In
comparison, expert websites were more difficult to identify (i.e. the aspects that indicated
expertise were not as evident on the school website). The reasons contributing to this observation
require further research.

The investigations conducted into school websites have raised the following important research
questions.

(1) Does ICT leadership, or a lack of leadership, determine the development of school
websites?

(2) Does a lack of funding and resources impact on the quality of school websites?

(3) What type of support structures and training programs can assist schools to develop
further their school websites if identified as a priority?

(4) Do leaders feel that school websites reflect the schools attitudes towards ICT integration?
(5) Are school websites an indicator of the level of ICT leadership and ICT integration?

(6) What processes are required to make the transition from novice school website to expert
school website?

(7) What external influences impact on the development of school websites? (e.g. the
employment of professional website designers).

The preliminary allocation of schools to expert and novice groups will be further analysed in
subsequent stages of the research project. This will provide additional measures of the novice-
expert contrasts, with the broader aim of continuing to develop a deeper understanding of the
thinking processes, attitudes and approaches both of novices and experts towards ICT leadership
and ICT integration.
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The concern that educational research is often divorced from the problems and issues
of everyday teaching practice, is strongly influenced by the chosen paradigm in which
the research is framed. Modelled on design-based research methods, this paper
presents the development of a theoretical research framework that accommodates
complex interventions, such as the adoption of ICT into mainstream classroom
practice, which can be informed and improved through empirical study. It is hoped
that in developing the Design-Based Research in Innovative Education Framework
(DBRIEF), the desirable outcome of providing a practical and adaptable instrument
with the potential to find applicability, currency, and promote the sharing of
knowledge in the wider educational research community, is achieved.

Design-based research, educational research framework, paradigm, innovation, ICT adoption

INTRODUCTION

The concerns of educational leaders and researchers that educational research is often divorced
from the problems and issues of everyday teaching practice, resulting in “unusable knowledge”
(Lagemann, 2002, p.1), is strongly influenced by the chosen paradigm in which the research is
framed (Bauder et al., 1997). The United Kingdom’s leading agency for ICT research in
education raised this issue:

A common framework should be developed for evaluating ICT in schools which
incorporates a core set of measures, which can serve the needs of schools themselves
as well as policy-makers and researchers. (Becta, 2003, p.2)

In order to produce professional knowledge that can be applied in practice, Haertel and Means
(2004) called for (a) research that addresses the questions that educational leaders and teachers
care about, (b) integration of local understanding driven by researcher-policymaker partnerships
with disciplinary knowledge, and (c) the use of research findings to inform and transform
practice. In response to the concern to produce usable findings, this article argues for research that
is born out of the collaborative partnership between researchers and policymakers focused around
inquiry that is of interest to educational leaders and teachers with the intention of informing
practice. Moreover, this article argues that such research needs to be framed in an appropriate
paradigm that furthers the understanding of how and why an innovation works within and across
settings over time (Bauder et al., 1997; Brown and Campione, 1996; Terashima et al., 2003).
Accordingly, this paper presents the development of a theory-driven research design that
accommodates complex interventions that can be informed and improved through empirical
study. The recent emergence of an important research method, called ‘design-based research’
(Design-Based Research Collective, 2003), provides a sound basis from which a more explicit
framework is developed.

DESIGN-BASED RESEARCH

The premise of design-based research, to promote, sustain, and understand innovation in the
world, particularly in an educational context, has maintained a close synergy with the
development and adoption of ICT in educational practice. Design-experimentation has become,
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over the past decade, an increasingly accepted mode of scholarly inquiry appropriate for the
theoretical and empirical study of change in everyday educational settings brought about by
complex educational interventions (Bell, 2004; Cobb et al., 2003). In particular, Bell (2004)
states:

Scholars came to engage in design-based research in order to better understand how to
orchestrate innovative learning experiences among children in their everyday
educational contexts as well as to simultaneously develop new theoretical insights
about the nature of learning. (Bell, 2004, p.244)

Design-based research brings together research on educational practice and its effects by
employing the scientific processes of discovery, exploration, confirmation and dissemination
(Kelly, 2003). This interconnection of research and practice complements the fundamentally
interventionist nature of education and provides practical and theoretical progress in the field by
conducting empirical research in naturalistic settings. Cobb et al. (2003) suggest:

Design experiments ideally result in greater understanding of a learning ecology—a
complex, interacting system involving multiple elements of different types and
levels—by designing its elements and by anticipating how these elements function
together to support learning. Design experiments therefore constitute a means of
addressing the complexity that is a hallmark of educational settings. (Cobb et al.,
2003, p.9)

The importance that context and local interpretation plays in the successful adoption of ICT
becomes salient when examining cases in which teachers develop different strategies to achieve
similar learning outcomes. Just as there are many guiding principles when it comes to effective
teaching and learning, there is no single right approach when it comes to embedding ICT into the
curriculum successfully. The differences brought about by school, teacher, and student
characteristics result in many models of successful implementation that yield positive outcomes.
Accordingly, by not externally imposing a set of instructional methods of embedding ICT into
teaching practice, research is underpinned by this philosophy and indicative of good design.

In order to explain the context and conditions associated with change in educational practice,
design-based research should exhibit the following five characteristics (DBRC, 2003).

(1) The design of learning environments and learning experiences are intertwined with
theories of learning.

(2) Development and research take place through a continuous cycle of design, enactment,
evaluation and redesign.

(3) Research on design leads to sharable knowledge and practice that can be communicated to
practitioners and other designers.

(4) Research must account for how and why designs work in authentic settings.

(5) Accounts of research must describe and connect processes of enactment
with outcomes of interest.

However, because of these characteristics, there are a number of challenges faced by design-
based research, centred around the issue of credibility and arising from unscientific research
approaches in educational research (NRC, 2002), and the detachment of research from practice
(Lagemann, 2002). Providing further clarification, Robinson (1998) argues that educational
research is detached from practice when it does not account for the influence of contexts, the
emergent and complex nature of outcomes, and the lack of understanding about which factors are
relevant for prediction. In order to promote credibility and generalisability, the effective use of
ICT in learning requires that the effects of ICT need to be studied across a number of contexts
over time (DBRC, 2003). Furthermore, the research design needs to view educational innovation
holistically. The design process is enacted as a product of the context in which the innovation is
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adopted and emergent as one of the outcomes. By doing so, the disparity between well-designed
research and that of unscientific detached research that is unable to claim credibly success or
failure of an innovation in context is lessened.

Typically, design-based research relies on techniques used in other research paradigms in order to
maintain objectivity, reliability, and validity. Triangulation of multiple sources of data to connect
intended and unintended outcomes to the innovative practice is commonly employed. When data
are collected using standardised instruments repeated on a number of occasions, validity can be
tested. Since it is not logistically possible to pursue all possible factors equally that may
contribute to the outcomes, particularly in complex longitudinal studies (for example, Dix, 2006)
that span multiple settings over a number of years, the reliability of findings depends on the
triangulation of data and repeated use of standardised instruments (DBRC, 2003).

A further logistical problem in design-based research results from the need to maintain a
productive collaborative partnership between researcher and participants over a long period of
time (Cobb et al., 2003). In maintaining these relationships, by the negotiation of a shared
enterprise, regular opportunities for debriefing and further planning are necessary (Dix, 2006).
Moreover, because a single line of research investigates multiple cycles of design, enactment and
research, the study often spans years and potentially challenges teachers’ and researchers’ closely
held beliefs. Successful examples of design-based research (for example, Dix, 2006; Linn and
Hsi, 2000) minimise the potential tension between researcher and teacher to sustain a cooperative
partnership. This tension is best summarised by the Design-Based Research Collective:

The challenge for design-based research is in flexibly developing research trajectories
that meet our dual goals of refining locally valuable innovations and developing more
globally usable knowledge for the field. (Design-Based Research Collective, 2003,

p.7)

Furthermore, the success of design-based research should be measured by its ability to inform and
improve educational practice. Its choice as a paradigm for educational research, lies in its
potential to explore novel learning and teaching environments that support and promote the
adoption of ICT in real settings, and to increase human capacity for innovation through the
exchange of ideas and expertise across academic and educational communities.

TOWARDS A RESEARCH FRAMEWORK FOR ICT ADOPTION

In developing a research framework that positions design research as a socially constructed,
contextualised process resulting in educationally effective outcomes that can inform teaching
practice, a review of existing theoretical models on the teaching and learning process and
emerging frameworks used in design-based research was conducted. However, during the review
process, it was evident that the terms ‘framework’ and ‘model” were generally not defined and
were often used interchangeably, resulting in a need for clarification.

Frameworks and Models

Dictionaries generally define a framework as a set of assumptions, concepts, values, and practices
that constitutes a way of viewing reality. Smyth (2004) reflected on the purpose of a framework
as a:

research tool intended to assist a researcher to develop awareness and
understanding of the situation under scrutiny and to communicate this. As with all
investigation in the social world, the framework itself forms part of the agenda for
negotiation to be scrutinised and tested, reviewed and reformed as a result of
investigation. (Smyth, 2004, p.168)

For the purposes of this paper, a framework provides a fundamental structure and a practical
instrument that enables a researcher to think through ways of doing things. Frameworks are
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commonly presented as structured tables with clearly defined interrelated concepts. However,
frameworks are also portrayed in diagrammatic form and are often referred to as models.

Keeves (1997, p.386) defines a model as a hypothetical structure, that “is used in the investigation
of interrelations between the elements”. In investigating such interrelations, a set of hypotheses,
“developed from intuition, from earlier studies, and from theoretical considerations” are
proposed, tested and confirmed or rejected (Keeves, 1997, p.386).

A distinction can then be drawn between a framework, as a general structure that provides an
overarching set of concepts and processes, and a model, as a specific structure of interrelated
factors hypothesised to be tested. Indeed, a framework may include or reflect a model, or guide
the development of a model or number of models. Such a distinction is necessary, particularly
with the emergence of design-based research, where interrelated processes are represented
alongside concepts and factors.

A Review of Educational Research Frameworks and Models
All models are wrong, but some are useful. (George Box, 1976)

Of the many models reviewed for this paper (for example, Jones and Paolucci, 1998), those of
Carroll (1963), Biggs (1989), and Huitt (1993), in addition to the frameworks of Orrill (2001),
Keeves (2003), Bannan-Ritland (2003), and Sandoval’s (2004), are considered pertinent to the
development of the framework presented in this paper.

Carroll introduced a model of school learning in 1963 that still has currency in educational
research, some four decades later. The original model, presented in Figure 1, is formal and quasi-
mathematical in design (Reeves, 1997). Carroll’s (1963) model explains variance in school
achievement through three time-related variables, namely aptitude, opportunity to learn and
perseverance, and two classes of variables that focus on a student’s ability to understand
instruction and the quality of instructional events.

Opportunity to
leam
Time available

Ability to
understand
instruction

Aptitude
Tirme needed
to learn

Academic
Achievemnent

Quality of
instructional
events

AN
N2

Perseverance
Time student is
willing to learn

Figure 1. Carroll’s (1963) model of school learning to explain school achievement

Biggs (1989) proposed the 3-P model, which posits presage, process, and product as the main
features of a learning system. Figure 2 presents the 3-P model and the paths of influence. The
overarching assumption is that learning outcomes are a result of the interactions of teaching and
learning contexts with student approaches to learning. Presage, what comes before the learning
situation, involves student learning characteristics and teacher characteristics, which are
embedded in the context of the learning environment, set by teacher and school. Both student and
teaching presage factors interact to produce an approach to learning that produces characteristic
outcomes. In the process phase, what happens in the learning situation, particular approaches to
learning result in either deep or surface learning (Entwistle and Ramsden, 1983). Accordingly,
processes used in learning are not simply a fixed attribute of the learner, but a function of both
learner characteristics and teaching factors. The product phase of the 3-P model, the outcome of
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learning, suggests that study approaches influence qualitative differences in learning outcomes.
Deep approaches to learning produce high quality learning outcomes, while surface approaches
result in lower quality outcomes.

Presage Process Product
Characteristics of
the student
eg. previous
expearience, current
understanding
Students’ Beliefs Students’ Approaches Students’ Leaming
of Context . to Leaming Outcomes
eg. good teaching How they leam Ly Wwhat they learn
(surface or deep) {guantity and quality)

Teacher and School
Leaming Context
ed. lesson structure,
teaching methods,
assessment

Figure 2. Biggs’ (1989) 3-P model of the learning process consisting of presage, process,
and product features

A useful review of models (including Carroll, 1963; Proctor, 1984; Cruickshank, 1985; Gage and
Berliner, 1992) on the teaching and learning process, culminated in the development of Huitt’s
(1993) transactional model of the teaching and learning process, shown in Figure 3 as reported in
Mcllrath and Huitt (1995). The transactional model was developed to categorise factors that
influenced variance in student learning and academic achievement in the context of classroom
and school. According to the model, the factors were classified under four categories: context,
input, classroom processes and output. Context included all those factors outside the classroom
that might influence teaching and learning. Input was defined as those qualities or characteristics
of teachers and students that they brought with them to the classroom experience. Classroom
processes examined what was going on in the classroom and involved teacher and student
behaviours as well as other variables such as classroom climate and interpersonal relationships.
The last category, output, measured student learning separate from the classroom learning process

(Huitt, 1993).

CONTEXT

________________________

State

International i Characteristics Policies

conditions

CLASSROOM :
PROCESSES : OUTPUT

INPUT

Religion

Student

Teacher !
i Achieverment

Behaviour

Teacher :
characteristics |

Family

Student | Student Other
characteristics ! Behaviour :

Mo les

Television Other

' Peer
School | Group
Processes

Community

Figure 3. The transactional model of the teaching and learning process (Mcllrath and
Huitt, 1995)

Orrill’s (2001) professional development framework centred around a context-based three-way
interaction between the processes of enactment, reflection and goal setting. The objective of the
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framework was to support middle-school teachers to become more learner centred when
implementing computer-based instruction in their classrooms, and was grounded in the belief that
“change is individual and needs to be supported in context and over time” (Orrill, 2001, p.15).
The five key aspects of the framework, presented in Figure 4, included reflection, proximal goals,
collegial support groups, one-to-one feedback, and support materials for the teacher.

Support
Materials
Enactment  Reflection
Goal
Setting S

Figure 4. The professional development framework (Orrill, 2001)

Applying the ideas presented by Cobb et al. (2003) and the Design-Based Research Collective
(2003) to extend the work of Turner’s (1991) analysis of Giddens’ (1984) theory of structuration,
Keeves (2003) developed a design-based research framework, presented in Figure 5. The
framework consisted of inter-linked but discrete concepts that proceeded through five phases of
design. Reading the diagram from right to left, the phases moved through an exploratory mode of
operation with structural freedom, to a confirmatory mode with imposed structure reflecting good
design.

Operational Materials Pattern of Exploratory Discussion of Unconscious
and Resources Successful Operation Routines Change Motive for Change
ReqLlations + Prlnc:|ples Characteristcs Interactions Consaous Latent
Programs Of of Successful Promatng Ideas Meed for
Operation Operatlon COperation Change about I Change
harnge
Formatwe Functlonal Innovatlon Actlo Case Study
Evaluation Research Intervention Research Research
Research
Structure Mo Structure
Confirmatory Exploratory

Phases of Design

Figure 5. Design-based research phases of design (Keeves, 2003)

During the case study phase, in Keeves’ (2003) framework, the researcher examined the
unapparent needs for change and helped to make conscious the underlying reasons and
motivations for the desired change by identifying and specifying the nature and the purpose of the
innovation. The action research phase collected evidence that would further assist in identifying
the appropriate processes of change by promoting discourse about planning and designing the
change. During the intervention research phase, the researcher and practitioners explored the
different possible modes of change and sought to identify and introduce successful types of
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change. At this stage, the intervention was designed and detailed, and the nature of
implementation was planned. The functional research phase examined the operation of change
and related the context and conditions of enactment to the outcomes achieved. In the final stage,
the formative evaluation phase, iterative cycles of innovation and intervention allowed the
researcher to examine how and why the changes introduced succeeded or failed to deliver the
desired outcomes. Informed decisions guided modification of the subsequent cycle in ways that
leads to better design.

Bannan-Ritland (2003) proposed the integrative learning design framework. This model
emphasised the stage of sensitivity of (a) research questions, (b) data and methods, and (c) the
need for researchers to conduct analyses at earlier stages in the research that could then be
profitably used to inform later stages. The framework drew from product design (Ulrich and
Eppinger, 2000), usage-centered design (Constantine and Lockwood, 1999), instructional
research (Dick and Carey, 1990), and diffusion of innovation (Rogers, 1995), in addition to
established educational research methods (Isaac and Michael, 1990; Keeves, 1988). The
integrative learning design framework consisted of four broad phases: (a) informed exploration,
(b) enactment, (c) evaluation — local impact, and (d) evaluation — broader impact. The first phase
provided the foundations of the research by undertaking the fundamental processes of problem
identification, literature review and development of research questions, supplemented by the
identification of contextual factors through needs analysis and stakeholder perceptions. These
activities were informed by the views of the researcher, school leaders and teachers, but also by
school and classroom observation. Based on these findings, appropriate methods of intervention
would emerge. The enactment phase was an iterative process, where the intervention was
conducted, reviewed and refined, and might involve multiple cycles of design. At the evaluation
phase, the local impact was assessed through data collection and analysis using an iterative
process of formative and summative evaluation, and might well necessitate revisiting the
enactment phase. The final phase, that of evaluation on a broader scale, extended the
dissemination stage of educational research, which typically saw publication of findings as an
end-point, by promoting ongoing research practices and interventions.

In Sandoval’s (2004) framework of design-based research, presented in Figure 6, learning theory
was developed through an iterative process of refining conjectures embodied in educational
designs. Theoretical principles or conjectures were embodied in tools and materials, and
structures of tasks and participants. These predictors of intermediate outcomes, which were
embedded in the learning context, informed and modified the theory and the nature of the
intervention in a micro-cyclical process. The refined intervention then led to the prediction of
outcomes, which might, for example, examine the effects on learning motivation. These
outcomes, in turn, re-inform the original conjectures and the intervention in a macro-cyclical
process.

In undertaking a review of educational research frameworks and models, similarities and
differences emerge. The similarities exist because the frameworks and models have been born out
of the same field of research, that of the educational sciences. The differences exist because each
framework or model considers a particular aspect or is designed to serve a specific purpose. They
can be considered as part of a greater whole, or rather, the pieces of jigsaw puzzle, where the
different pieces interlock at similar edges. It follows then that any new aspect of educational
research potentially requires the development of a new framework or model, another piece of the
puzzle. Driving the development of new educational research frameworks is usually the
insufficient ability of previous frameworks or models to anticipate and embody the parameters of
new studies.
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Rather than just develop another piece of the puzzle however, the question begs, are there enough
pieces to anticipate the greater picture and develop a framework with general application? This
author contends that there are enough pieces, and through the synthesis of previous frameworks
and models, presents the resulting “picture’ of educational research, aptly named, DBRIEF.

DBRIEF: DESIGN-BASED RESEARCH IN INNOVATIVE EDUCATION FRAMEWORK

In order to provide a theoretical foundation to guide the development of a study, in addition to
encapsulating the major features of the research design, a general framework is generally
required. Influenced by previously developed educational research models and frameworks,
detailed in the previous section, the resulting framework builds upon the emerging field of
design-based research but remains firmly grounded in existing theory about the factors that
influence teaching and learning in an innovative environment. This section presents the new
framework and details its features.

The Design-Based Research in Innovative Education Framework (DBRIEF) is presented in
Figure 7, and combines influential elements from previous research in the field of education
(Carroll, 1963; Biggs, 1989; Huitt, 1993; Orrill, 2001; Keeves, 2003; Bannan-Ritland, 2003;
Sandoval, 2004). For example, the stages of presage, process, and product are attributable to
Biggs (1989), while the concept of moving from unstructured exploratory analysis through to
structured confirmatory analysis originates from Keeves (2003). In fact each feature, discussed in
detail further below, can, in one form or another, be attributed to a previous model or framework,
but it is their presentation in this paper as an integrated whole, that offers new worth.

More importantly, DBRIEF attempts to provide a visual representation of a research paradigm
that embodies what is currently considered good research design. Gage and Berliner (1992) argue
that diagrammatic models make the process of understanding a domain of knowledge easier
because it is a visual expression of the content. They found that students who studied models
recalled as much as 57 per cent more conceptual information than students who received
instruction without the benefit of seeing and discussing models. In accordance with Gage and
Berliner’s (1992) findings, the presentation of DBRIEF in diagrammatic form is chosen in order
to, as the acronym implies, share knowledge.
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Figure 7. The Design-Based Research in Innovative Education Framework (DBRIEF)

DBRIEF proceeds through five main phases: (a) informed exploration, (b) presage, (c) process,
(d) product, and (e) extended evaluation. The elegance and power of DBRIEF is realised when an
entire study can be mapped upon its main features.

Informed Exploration. Most educational research studies follow a standard format. Figuratively
speaking, they begin in an unstructured exploratory mode by identifying the problem, usually
presented in the first chapter, followed in the next by a review of related literature. In the
following chapter, conjecture, informed by contextual factors derived from school and classroom
observation, and stakeholder perceptions, leads to the development of research questions and
model hypothesis (Bannan-Ritland, 2003; Keeves, 2003; Sandoval, 2004). All of this activity,
conducted as an intuitive and iterative process and represented in Figure 7 by curved two-way
arrows, is conceptualised under the banner of ‘informed exploration’.

Presage. Reflecting Carroll’s (1963), Bigg’s (1989), and Huitt’s (1993) models of the learning
environment, the interrelationship between the presage factors of context, teacher and student are
presented in a causal model defined by straight arrows or paths of influence. From these basic
components, combined with process and product factors, detailed models are hypothesised for
subsequent testing, and by doing so, more structure is imposed. Chapters containing rich
descriptions of context and participants are presented along with discussion about data collection
methods and instruments used.

Process. At the heart of DBRIEF is the ‘enactment cycle’, where innovative programs of
classroom intervention, such as the adoption of ICT in learning, are developed and evaluated in
an iterative process of micro-cycles. Contextual factors along with teacher and student behaviours
are measured to provide intermediate outcomes that support reflection and further development of
proximal goals, and refinement of the intervention (Orrill, 2001). The complexity of studying
such activity is best represented by Keeves’ (2003) framework (see Figure 5) of educational
change through the use of multiple research strategies. Such a framework is too complex to
embed in DBRIEF but does provide an example of one of many suitable methodological
approaches. Related chapters would contain observation, descriptions of interventions and
intermediate outcomes generated through interaction, and data collection.

Product. During the product phase of research, quantitative longitudinal data are rigorously
analysed and hypothesised models, informed by qualitative data, are tested. By this stage, analysis
takes a highly structured form and is confirmatory in nature. Other outcomes, such as intervention
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programs and implications, are prepared for dissemination and evaluation to the broader
educational research community. But rather than viewing the publication of findings as the end-
point of the research, a final macro-cycle phase is necessary and fundamental to the design-based
research method.

Extended Evaluation. Similar to those models of Bannan-Ritland (2003) and Sandoval (2004),
this final stage is designed to promote ongoing research and development of further theory and
interventions. Accordingly, the outcomes, findings and implications feed back into and re-inform
the original theory and conjectures with the underlying premise that change is sustainable and that
innovation in classroom practice should be ever evolving. With this outlook, long-term
relationships between practitioners and researchers better ensure that educational research does
inform teaching practice.

SUMMARY

The Design-Based Research in Innovative Education Framework (DBRIEF), developed and
presented in this paper, derives from the early works of Carroll (1963) and Biggs (1989), and
more recently from the works of Huitt (1993), Orrill (2001), Keeves (2003), and members of the
Design Based Research Collective (2003). It is hoped that in developing DBRIEF, the desirable
outcome of providing a practical and adaptable instrument with the potential to find applicability,
currency, and promote the sharing of knowledge in the wider educational research community, is
achieved.
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This study is exploratory, examining to what extent the Thai ICT (information and
communication technology) schools have classroom learning environments that are
associated with certain teacher characteristics using questionnaires, interview
surveys, and computer-based classroom observations in order to collect data from 13
Thai ICT model schools. The data analysis was carried out using statistical analysis
techniques as well as using descriptive analysis. It is proposed that students can be
assisted to learn critical thinking skills that have particular supportive learning
environments. The significant findings offer opportunities to develop and support
students’ critical thinking skills through co-operation between students and their
peers to achieve their student assignments among cooperative classroom learning
environments with ICT. In particular, the findings of this study have major
implications for teachers and school management where ICT schools are being
established and incorporated in Thailand.

Information & Communication Technology (ICT), critical thinking skills,
ICT model schools, ICT-integration into teaching and learning process

INTRODUCTION

One of the intentions of the National Education Act of B.E. 2542 (1999) (‘the NEA’) in Thailand
has been trying to provide principles and guidelines for educational reform. It is hoped that
Section 24 in Chapter 4 of the NEA will:

(a) provide training in thinking processes, management, how to face various situations and the
application of knowledge for obviating and solving problems;

(b) organise activities for learners to draw from authentic experience; drill in practical work for
complete mastery; enable learners to think critically and acquire the reading habit; and
develop a continuous thirst for knowledge (Office of the National Education Commission,
1999, p.11).

In particular, this statement aims to ensure that the learning process for students starts with
curiosity and is followed by planned learning activities. Through teacher-student interaction, it is
also expected that students should be assisted to learn critical thinking skills, such as gathering
knowledge, comprehension, application, analysis, synthesis, and evaluation in classrooms where
supportive learning environments are presented.

Considering the essential role of technology for education in enhancing the competitiveness of
Thailand and its people in a knowledge-based economy and society, both the 1997 Constitution of
the Kingdom of Thailand and the Amended National Education Act 2002 identified the possible
importance of computer technology for education (Office of the National Education Commission,
2002).
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Sections 40 and 78 of the 1997 Constitution and Section 63 to 69, in Chapter 9, of the 1999
National Education Act proposed that major action should be taken to promote the use of
technology for education. These actions included: (a) the establishment of an organisation to
introduce ICT, (b) the development of ICT policies and plans, (c) the planning of infrastructure
and networking systems, (d) the construction of materials and other technologies for education,
and (e) the advancement of educational personnel and learners in the use of ICT. Therefore, the
introduction and implementation of ICT strategies have become essential for Thai people, in
particular, under the educational reform in Thailand.

Recently, Thailand has placed an emphasis on the use of technology in education to facilitate the
advancement of teaching and learning processes (Office of the National Education Commission,
2002). It was anticipated that the adoption of new technology would also enhance higher-order
thinking skills, critical thinking skills, systematic, and other relevant thinking skills for all
students (Office of the National Education Commission, 2003).

In order to investigate the effectiveness of new technology, the Thai Government in 2003 set up
the ICT Schools Pilot Project. It was a three-year pilot project (from fiscal year October 2003 to
fiscal year October 2006) to be conducted in six primary and six secondary schools, which were
the pioneer ICT schools in Bangkok and surrounding suburbs. One year after the project began, in
2004, two new schools applied to participate in this pilot project. One of them was in Chiangmai
in the northern area of Thailand. The main objectives of the ICT Schools Pilot Project were to
apply and integrate ICT into teaching and learning processes within classroom learning
environments with ICT by developing the students’ body of knowledge and promoting students’
self-learning through the development of learning activities in elementary and secondary model
ICT schools under this project (Office of the National Education Commission, 2002). Therefore,
the purpose of the project was to provide a model in teaching and learning by integrating ICT
through the teaching and learning process into classroom learning environments. The aim was for
these model ICT schools to use ICT as a teaching and learning tool. In addition, they would use
ICT to facilitate independent self-paced learning for all students.

Thus, this present study aimed to investigate how effectively ICT was being used to support
students’ critical thinking skills by ICT that was integrated into the teaching and learning in the
elementary and secondary schools involved in the ICT Schools Pilot Project in Thailand. This
exploratory study sought to examine to what extent these model ICT schools had classroom
learning environments that were related to students’ critical thinking skills; and to what extent the
classroom learning environments were associated with certain teacher characteristics.

PURPOSE OF THE STUDY

In order to achieve the purpose of this investigation, the current study examined relationships
among predictor variables at the student level, including student gender, computer experience,
academic background, computer usage, and students’ perceptions of ICT classroom learning
environments and at the class-teacher level students’ in classes with different teacher personal
backgrounds, different teacher attitudes toward ICT, and different teacher critical thinking skills
which might impact on students’ critical thinking skills. These relationships are presented in
Figure 1.

RESEARCH METHOD

Sample

Both analytical and descriptive research methods were used to investigate relationships in the
research model. Data were collected from 13 Thai model ICT schools by means of questionnaires
(150 students and 16 teachers from eight ICT schools), interview surveys (30 students and 5
teachers from 10 ICT schools), and computer-based classroom observations in 22 classrooms
from all 13 ICT schools.
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Hypothesis for Two-Level HLM Model

Students in Classes Students in Classes Students in Classes
with Different with Different with Different
Teacher Personal Teacher Attitudes Teacher Critical
Background toward ICT Thinking Skills

e
Students’ Critical
Thinking Skills
Experience
Academic Computer
Background Usage
Figure 1. Two-level model of students’ critical thinking skills

Variables Used in the Study

Table 1 lists the student level (Level-1) variables as well as the classroom-teacher level (Level-2)
variables that are examined in this investigation.

ICT
Classroom
Environment

Table 1. List of variables

Variable Name Description Value
Student Level
GENDER  Student Gender 0 = boy student; 1 = girl student

COOP_ENF  Perceptions of the Actual-Preferred High value means high perception degree of Co-operation
Interaction on Scale of Co-Operation

CRI1 Deduction-Assumption Critical High value means high degree of deduction-assumption critical
Thinking Skills thinking skills
Classroom-Teacher Level
TOTALCT Total Scores of Teachers’ Critical High value means high degree of total critical thinking skills

Thinking Skills (Induction,
Deduction, Evaluation, Inference, and

Analysis)
COMCLASS The Use of Computer in the High value means high perception degree of attitudes on the use of
Classroom computer in classroom
COM_EX1 Computer Experience 0 = Teacher who had computer experience equal or less than 3 yrs
1 = Teacher who had computer experience more than 3 years
NET_H1 Use the Internet at Home 0 = accessed the internet at home

1 = Did not access the internet at home

DATA ANALYSIS

Statistical techniques as well as qualitative analysis were used to examine the research
propositions that were constructed from the research model. Because of the hierarchical nature of
the data, hierarchical linear modelling (HLM) was used to examine the relationships between the
student outcome and the independent predictors, which were influenced by teacher factors such as
their teachers’ individual backgrounds, teachers’ critical thinking skills, and teachers’ attitudes
toward ICT.

As shown in Figure 2, the impact of teachers at the classroom level (class-teacher level or Level-
2) on student outcomes (students’ critical thinking skills) at the student level (Level-1) is
examined. As has also been documented in prior studies (Rowe, 2001), a multilevel statistical
modelling technique that was more appropriate in such cases was employed (Bryk &
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Raudenbush, 1992; Goldstein, 2003). These techniques are now commonly referred to as
applications of hierarchical linear modelling (HLM).

Class-Teacher Level

Classes with Classes with Classes with
Teachers of Teachers of Teachers of
Different Different Critical Different Attitudes
Individual Thinking Skills towards [CT
Background

Students’ Perceptions of
Classroom Leaming
Environments with ICT

Student Outcomes

h 4

Student-Level

Figure 2. Diagram showing the impact of teachers at class-teacher level on student
outcomes at the student level

In this way, the HLM analyses was able to produce better results, with each level estimating the
effect of every predictor variable in the model on the student level outcome (students’ critical
thinking skills). Moreover, the HLM procedures not only provided the direct effects from the
various levels but also the cross-level interaction effects between predictor variables and outcome
variables at the two levels (student and class-teacher levels).

Therefore, this current study examined various potential relationships among predictor variables
at the student level (Level-1) and at the class-teacher level (Level-2) on the students’ critical
thinking skills as the outcome variable using two-level hierarchical linear modelling (HLM)
procedures.

RESULTS

The fixed and interaction effect is presented in Figure 3. Only COOP_ENF was found to be a
significant predictor of CRI1 at the student level (Level-1). Two variables at the class level
(Level-2), including COM_EX1 and NET_H1 also influenced CRI1 directly. In addition,
TOTALCT and COM_CLASS at Level 2 interacted with COOP_ENF at Level 1 influencing
CRIL.

The final model for the variable, deduction-assumption critical thinking skills, at student level
(Level-1) and class-teacher level (Level-2) can be denoted in Equation 1 and the results are
shown in Figure 3.

Level 1 Model
Critical Thinking Skills = By + B; (COOP_ENF) +e
Level 2 Model
Bo= Y00+ Yor (COM_EX1) + yoo (NET_H1) + g
B1=v10+ y11 (TOTALCT) + y12 (COMCLASS) + us (Equation 1%)

! Bold Italic: Grand-mean centred
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As shown in Figure 3, at the student level, students who had high perceptions of cooperation
between themselves and their peers to achieve their assignments (COOP_ENF) had higher scores
on students’ deduction-assumption critical thinking skills (CRI1). Thus, the deduction-assumption
critical thinking skills (CRI1) were positively influenced at the student level by COOP_ENF (y =
0.20, p < 0.05). This finding implies that students who had positive perceptions of co-operative
classroom learning environments were more likely to have higher scores for the deduction-
assumption critical thinking skills.

Class-Teacher Level

_EX1
Student Level o. 05(0 0 3(0.01) -2.20(0 49) 2.62(0.55)

Critical
Thinkin
0.20(0.08)

Figure 3. Direct and interaction effects for students’ critical thinking skills

Moreover, scores of critical thinking skills are affected negatively by teachers’ computer
experiences (COM_EX1 y = -2.20, p < 0.05) and positively by teachers’ internet accessibility at
their homes (NET_H1 y = 2.02, p < 0.05). The negative effect of the differences in the length of
teachers’ computer experiences indicated that students in classes with teachers who had less
computer experience performed at a higher level in deduction-assumption thinking skills. It may
be that students in classes with teachers who had shorter periods of computer experience had
more opportunity to share learning experiences and worked together with the students, using their
own limited technological knowledge and skills to develop students’ critical thinking skills. They
perhaps were more likely to share instructing and learning resources and computer experiences
with one other in their classroom, by using other ICT material such as television, video, camera,
and multimedia equipment. In addition, NET_H21 shows a positive effect on students’ deduction-
assumption thinking skills (CRI1). It is possible that students in classes with teachers who did not
access the internet at their home generated learning and instructing material resources, together
with their own students, through accessing the internet during class hours. It seemed that students
were more likely to develop and improve their deduction-assumption thinking skills by searching
for information or knowledge together with their teachers to complete class assignments.

According to participant students’ views, the ideal teacher to develop students’ critical thinking
skills needs to have a high understanding of the skills and knowledge necessary to teach their
students, to search effectively for new information from any sources such as the internet, books,
articles, and other material resources, and to provide attractive lesson materials to apply this
modern technology in their classroom. In particular, there is a need for teachers to develop
students’ critical thinking skills through the use of the internet in classroom environments in all
subjects. This is consistent with prior research. Admiraal et al.’s (1998) research similarly found
that the use of technology in the classroom through computer conferencing, in particular the use
of the internet, could support and develop cooperative learning between students and between
students and teachers. Moreover, the teachers’ constructive understanding of skills and
knowledge enabled their students to have a high quality learning outcomes, such as the students’
achievement of critical thinking skills.

In addition, at the class-teacher level, there are two cross-level interaction effects. Teachers’
critical thinking skills (TOTALCT y = 0.05, p < 0.05) and teachers’ attitudes towards the use of
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computers in the classroom (COM_CLASS y = -0.03, p < 0.05) interacted with students’
perceptions of cooperation between students and their peers (COOP_ENF) in influencing
students’ deduction-assumption thinking skills (CRI1).

Figure 4 shows the positive interaction effect between cooperation among students and their peers
to achieve their assignments (COOP_ENF) and teachers’ critical thinking skills (TOTALCT) on
students’ deduction-assumption thinking skills (CRI1). The effects of students’ perceptions of the
actual-preferred interaction on the scale of Co-Operation (COOP_ENF) on deduction-assumption
thinking skills (CRI1) had a greater impact in classes with teachers who had high scores for
overall critical thinking skills (high TOTALCT). The results indicated that it would be more
beneficial for students with high COOP_ENF to be in classes with teachers who had high overall
scores for critical thinking skills. That is, teachers with high TOTALCT appeared to facilitate the
participation between students and teachers or between students and their peers through class
discussion, student tasks and class activities, in using ICT instructional material in their classroom
environments.

High TOTALCTl

CRITI1

...........

LOW COOP ENF HIGH

Figure 4. Effect of teachers’ critical thinking skills on cooperation between students and
peers to achieve their assignments

Figure 5 shows the positive impact of COOP on students’ critical thinking skills is lessened when
the students were in classes where teachers were perceived to be high in the use of the computer
in their classrooms. In addition, the negative interaction effect for COOP_ENF and COMCLASS
on the deduction-assumption thinking skills (CRI1) implied that where students were taught by
teachers who were less interested in using computers in their classrooms, they could share
learning resources and work together through individual or group activities and student tasks,
using a computer outside their classroom, such as the school library or the school computing
room. Another possible explanation is that students with teachers who were more interested in
using other instructional ICT equipment, such as television, video, camera, slides, and multimedia
in their classroom with ICT, may have developed higher deduction-assumption thinking skills
through the use of equipment other than computers in the classroom. They further expressed the
opinion that the best teacher, in their students’ eyes, to develop critical thinking skills in their
students, needs to have high technological skills and knowledge to teach their students in an
active way. In particular, there is a need for teachers to develop technological literacy, including
basic computer operation, professional use of technology, and the applications of technology in
instruction. They strongly agreed that the most important factor is that all teachers ought to try to
teach their students through the use of a variety of teaching procedures and skills. These teaching
skills could change from complex content to simple lessons that would develop fully and clearly
students’ understanding of ideas with or without the ICT environment.
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DISCUSSION

Findings of the study assist to establish and enable the successful implementation of ICT
integration in primary and secondary schools in Thailand. On the basis of the main research
findings, recommendations are made for teaching roles to advance students’ learning and school
management.

Low COMCLASSl

...................

Figure 5. Effect of teachers’ attitudes toward the use of computer in the classroom on
cooperation between students and peers to achieve their assignments

The study’s findings have several important implications for school teachers through their
teaching roles, (namely, to promote active and autonomous learning, increase more cooperative
learning and assignments, and assist students to construct their own knowledge and share it with
other students). Recommendations that can be made include:

Teachers’ efforts ought to try to promote an active and autonomous learning among students
through ICT-integration into teaching and learning processes. School teachers need to transform
their teaching roles from information delivery specialists to guides and facilitators of learning.
This means that teacher roles must be changed from lecturer to consultants, guide, and resource
providers. Moreover, teachers should make a large effort to assist their students by supporting
their ideas or creating projects, such as an ICT club or an ICT camp rather than controlling or
limiting the scope of their imagination or, creative learning activities.

Teachers need to try to increase more cooperative learning among students. This is achieved by
supporting students working as group members, group interaction, and teamwork, because the
findings showed that students who lacked computer experience would prefer more student
involvement with each other to complete their assignments. In this way students would
understand better what they had learned through sharing and exchanging their computer
experiences with others.

Teachers ought to try to assist students to construct their own knowledge and share it with other
students. Therefore subject teachers and students should work together to generate the *‘Reading
Circulation’ or the “Website for Learning’ where they could search for new information in any
learning sources and spend time on discussion through online communication tools, such as email
or web board.

Importantly, the results of the present study suggest that the success of incorporating ICT into
teaching and learning is fundamentally dependent on teaching roles and school management
which were comprised of the allocation of school budgets for ICT, the use of classrooms’ ICT
infrastructure, and the establishment of schools’ organisational structures. From these findings,
further recommendations can be made.
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School principals or school administrators need to allocate a budget or distribute money for
introducing, setting up, or using ICT as a teaching and learning process in classroom
environments.

School administrators, particularly principals need to support subject teachers to set or manage
their classrooms’ ICT infrastructure. These classrooms’ ICT infrastructure needs to include the
hardware, software, internet servers, networking and connectivity requirements that are necessary
for the teaching and learning process. So some subject teachers developed their classroom
environments by incorporating flexibility of ICT into teaching and learning in a range of subject
areas by choosing portable computer, computer laptop, or wireless technologies, as they are
convenient tools for the job.

Principals should establish their schools’ organisational structure to build effective school
environments. The roles of school principals involves the ability to bring the appropriate types of
school staff, such as curriculum coordinator, teacher-librarians, technological support officers to
assist other subject teachers or ICT teachers to provide the necessary balance of teachers’
technological knowledge, skills, and capabilities with ICT and to incorporate ICT into the
teaching and learning processes. Another interesting and important issue which was found from
the findings of this study is there were some students who could not access the computer or the
internet in their homes, due to budget constraints or the limitation of family support. Therefore,
school principals need to focus on the importance of ensuring equity of access to computing
equipment at school.

CONCLUSIONS

The overall findings showed that students could be assisted to learn critical thinking skills
through integrating ICT into teaching and learning processes under the Thai ICT Schools Pilot
Project. The present study concluded that successfully incorporating ICT into teaching and
learning is fundamentally dependent on teaching roles (i.e., to promote active and autonomous
learning, increase more cooperative learning and assignments, and assist students to construct
their own knowledge and share it with other students) and school management, regarding the
allocation of school budgets for ICT, the use of classrooms’ ICT infrastructure, and the
establishment of effective school organisational structures.

In particular, the improvement of classroom learning environments with ICT involves the
potential ways of providing effective and efficient instruction through both teachers’ and
students’ integration of ICT into overall teaching and learning processes in the school classroom
environments.

It is hoped that the findings of this study can stimulate future development and guide further
improvements of classroom learning environments with ICT to enhance effective and efficient
instruction that combines the roles of teachers’ and students’ learning into teaching and learning
processes through the use of ICT.
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This study aimed to extend previous studies into resilience, by identifying the roles
that teachers played in fostering resilience (N=57: females n=43; and males n=14). A
guantitative scale was administered to teachers in South Australia’s Catholic
education sector to determine the extent to which they were involved in fostering
resilience. A qualitative questionnaire followed which determined teachers’
understanding of this phenomenon. The latter results suggested that teachers may be
able to describe readily those circumstances which place any child ‘at risk’ (e.g.
poverty) but they failed to recognise that those children identified as resilient also
experienced circumstances in which they are potentially “at risk’. Instead, teachers
appeared to be describing some children as ‘resilient’ on the basis of displaying
competence in coping generally but not because of experiencing ‘at risk’ life
circumstances. This paper argues that teachers may be confusing the profile of a
competent student: one who does not have ‘at-risk’ circumstances, with that of a
resilient one, who also manages competently despite the *at risk’ circumstances in
their lives. Recognising these differences is considered essential for teachers to be
able to identify those children requiring intervention and support both at the personal,
interpersonal, social and emotional levels.

Resilience, non-resilience, ‘at risk’, teachers’ attitudes

INTRODUCTION

Research into ‘resilience’ has emerged from studies of children ‘at risk’, a term used by
researchers to describe children who have experienced adverse or stressful life experiences
(Garmezy & Rutter, 1983; Masten, 1997). Such experiences include: living in poverty, being part
of a chaotic or dysfunctional family, being disabled or low 1Q, being yelled at or abused, being
emotionally neglected or abused, being sexually or physically abused, looking after siblings
(although studies have suggested this could be a protective factor), experiencing long-term
absence of a caregiver, witnessing extreme violence, separation, divorce, death of a loved one and
frequent family moves (Garmezy & Rutter, 1983). Masten (1997) argued that children are
considered to be “at risk’ if more than one of these risk factors are present in their lives. By virtue
of their nature these adversities are often seen in multiple forms as opposed to unitary factors.

As previously highlighted, studies exploring children considered to be ‘at risk’ predated and
consequently led to the adoption of the terms ‘resilience’ and ‘non-resilience’. This latter concept
enabled researchers to understand individual differences particularly in terms of how people
respond to stress and adversity (Rutter, 1990). Consequently, researchers considered factors
which enabled children to cope with stresses and adversities in their lives. Such protective
mechanisms were categorised into: internal (characteristics, traits) or external (school, family,
community), that reduce or mitigate the impact of, or exposure to, negative life experiences. Upon
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considering protective mechanisms in these categories it is fair to say that research into resilience
is strongly underpinned by Bronfenbrenner’s (1979) Ecological Systems Theory. This theory
views the child as developing within a complex system of relationships that are affected by
multiple levels of the environment. The child, as the central being of this nested system, is
consequently affected by their environment and its actions. Thus, Bronfenbrenner’s system
consists of the ‘microsystem’ which encompasses the child and their immediate environment,
namely the family; the surrounding ‘mesosystem’ which refers to the interactions among the
components of the microsystem; the *exosystem’ which includes factors in the wider community;
and the outer ‘macrosystem’ which consists of values, laws and customs.

Rutter, Maughan, Mortimore, Ousten and Smith (1979) found that children said to be ‘at risk’
were more likely to be resilient if they attended a school with attentive, caring teachers.
Researchers have shown that influences such as teachers’ actions and expectations, school-wide
policies, classroom and school climate play a key role in enhancing resilience and motivating
positive attitudes towards school (Wang, Haertel & Walberg, 1997). Thus, teachers, merely by the
amount of time spent with children, including children “at risk’, have the opportunity to develop
strong relationships with them. These relationships can provide the ‘at risk’ child with a warm
supportive adult figure who can act as a protective buffer against adverse circumstances.
Therefore, this current study focused on one particular aspect of Bronfenbrenner’s (1979)
Ecological Systems theory that is the ‘mesosystem’ and in particular the role of schools and
teachers.

In a study investigating the roles of schools in relation to fostering resilience, Oswald, Johnson
and Howard (2003) examined the beliefs and perceived roles of a group of teachers randomly
selected from South Australia’s government education sector. Using a survey of junior primary,
primary and secondary teachers they found junior primary teachers placed a higher importance on
the influence and role schools play in fostering resilience and less importance on the role of the
family. In contrast, primary and secondary teachers identified the individual and families as being
the most important aspect. Interestingly, collectively teachers undervalued their role and that of
the school in providing protective factors for students considered to be “at risk’. Dryden, Johnson,
Howard and McGuire (1998) also found that teachers lacked efficacy when fostering resilience as
compared to the perceived role of the family and community. These findings highlight the
importance of recognising and enhancing the interaction between all levels of the ecological
system. It is therefore important to note that these complex interactions have far-reaching impacts
on children’s development and well-being (Berk, 1997).

A number of studies have explored the possible relationship between religious affiliation and
resilience (Antonovsky, 1979; Anthony, 1987a, 1987b; Blum, 1972; Cook, 2000; Lewis &
Looney, 1983; Moskovitz, 1983; Murphy & Moriarty, 1976; Regneruis & Elder, 2003; Werner &
Smith, 1982). Such studies have found that resilient children tend to have a long-term relationship
with a competent adult, possess a religious faith and hold perceptions of themselves as worthy
and competent individuals. It has been argued that religious beliefs can act as a protective
mechanism by providing an individual with a sense of coherence and rootedness (Antonovsky,
1979); an optimistic outlook (Segal, 1986); and empathy and compassion (Moskovitz, 1983).
These findings leave open the question of whether the ethos of a religious school (that included
many of the schools in this study) would further foster resilience in *at risk’ students; an issue
requiring further research.

With particular interest to this current study, a longitudinal study, known as ‘Project
Competence’, conducted by Masten, Best & Gamezy (1990) explored factors attributing to the
successful or unsuccessful development of Minnesota children considered to be “at risk’. In this
study three groups of children were compared: competent children growing up with little
adversity; resilient children growing up with high levels of adversity; and maladaptive children
who had not overcome their adversities. Findings indicated that the resilient children and
competent children had a history of more resources and support which helped them cope with
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adverse situations. In contrast, maladaptive children lacked resources, such as individual
characteristics and family support, which if present serve to act as protection for human
development. This study is important as it raised the concept of a ‘competent’ child as a further
dimension of ‘adaptive development’. Although both of these terms refer to the positive
development of an individual, resilience is a more complex multi-layered phenomenon. For
instance, Masten (1997) argued that resilience includes a significant threat to the individual or
exposure to severe adversity and also the quality of adaptation skills. Thus one significant
difference between resilience and competence is that of adverse circumstances or significant
risks. A further important difference is that while competence involves personal attributes,
resilience requires the interaction between personal and favourable environmental factors.

While the concept of resilience has been extensively researched, it appears to be constantly
evolving. This current research contributes to the body of knowledge by highlighting the
perceived roles and beliefs of teachers in South Australia’s Independent education sector.

METHODOLOGY

The main aim of this study was to investigate teachers’ understandings of resiliency and of the
factors which contribute to students being “at risk’. Teachers were drawn from the Independent
education sector of metropolitan Adelaide, in South Australia.

A mixed method approach was used to enable a holistic picture to be gained of resiliency and the
roles teachers play in fostering it. This “triangulation of method” (Neuman, 2000) enabled the
phenomenon of resilience to be explored through quantitative and qualitative data analysis.
Qualitative data were used to supplement and illuminate the data collected in the quantitative
phase of the study.

Quantitative Phase

The sample was drawn from five primary school sites, each operating independently of one
another. The quantitative phase of this study comprised of 57 participants: two principals; 46
teachers; and nine specialist teachers or teaching support staff. Following the approval of the
Principal, an introductory letter together with an information sheet and a copy of the
questionnaire were sent to all teachers in the selected schools.

The quantitative questionnaire was used to identify teachers’ current roles with regard to
interacting with students as a means of helping them cope with difficulties in their lives. A
number of situations which described protective mechanisms for children “at risk’ were posed for
teachers to indicate their responses using a Likert scale. The Likert scale indicated a range from
one to five; where one indicated ‘never’ and five indicated ‘about once per week’. This
questionnaire was modified and adapted from the questionnaire ‘What teachers do to foster
resilience’ (Oswald et al, 2003).

The sample for this phase of the study included 57 teachers from five separate Independent
schools: 14 (25%) males and 43 (75%) females. Sixteen (28%) teachers taught junior primary, 24
(42%) teachers taught middle and upper primary years and 17 (30%) teachers were either
specialist teachers or teaching support staff. The “What do you do to foster resilience” Scale listed
a number of protective mechanisms and was used to identify coping strategies that teachers used
to encourage students in times of adversity (see Table 1). Teachers were asked to indicate how
frequently they encouraged students to use these strategies as a means of coping.

All quantitative data collected from this initial phase of the study were analysed using the SPSS
for Windows, Version 12.
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Table 1. “What do you do to foster resilience’ Scale

Coping Strategies

| offer opportunities for students to share their problems and gain appropriate social support.

I assist students in developing problem-solving strategies.

I encourage my students to work hard and achieve.

I point out the value of having good, close friends.

| offer opportunities and guidance to my students about ways to cope with criticism from their peers.

I offer my students opportunities and strategies to be actively involved in social actions.

| offer opportunities and guidance to my students about ways to reduce stress and tension in their lives.
| offer guidance, information and practice in the use of different coping skills.

I discourage my students from blocking out problems by ignoring them.

I discourage my students from blaming themselves all the time when things go wrong.

I offer opportunities for students to discuss issues of concern and positively encourage those who tend to keep to
themselves.

I encourage my students to pray and seek spiritual guidance when things go wrong.
I teach my students to look on the bright side of things and be positive and optimistic.

I actively encourage students to investigate and use the various professional help organisations and personnel
available to them.

I stress the importance of relaxing diversions such as reading, listening to music and watching T.V.
I emphasise the importance of playing sport and keeping fit.

I emphasise the importance of being involved in the school community.

I emphasise the importance of individual differences.

I emphasise the importance of religious affiliation.

| offer opportunities for students to discuss moral and ethical dilemmas.

Adapted from Oswald, Johnson and Howard (2003)

Qualitative Phase

Further to this, a qualitative study was implemented with a sample of 14 teachers; ten females and
four males. Data were collected by using an open-ended questionnaire comprising six questions.

(1) What characteristics do children considered to be “at risk’ display?
(2) What do you understand ‘resilience’ to mean?

(3) How do you identify resilient children?

(4) How do you identify non-resilient children?

(5) In your experience, is it possible to foster resilience in the classroom? If so, how can this
be achieved? If not, why?

(6) Please comment on your understanding of the stability of resilience over time.

These questions were designed to elicit information from teachers regarding their understanding
of children considered to be ‘at risk’, as well as differentiating between those perceived to be
‘resilient” and ‘non-resilient’.

Individual responses were collated and entered into a Microsoft Word document. Responses were
summarised, separated into common themes with teachers’ responses categorised and reported
(Fraenkel & Wallen, 2003). Specific comments were identified as relevant for enabling individual
voices to be heard, thus adding to the richness of the analysis while enhancing understanding.
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RESULTS

Quantitative Phase

Results showed that teachers placed more importance on ‘working hard and achieving’ (X = 4.9)
than any of the other protective mechanisms listed. On the other hand, ‘encouraging children to

investigate and use various professional help organisations’ (X = 2.9) was considered to be the
least important strategy in helping students cope with difficult times in their lives. Repeated
measures ANOVAs were applied to examine whether there was a significant variance between
the mean gender scores and dependent variables. This illustrated that only two variables showed a
significant statistical difference between mean gender scores. These variables included the extent
that male participants encouraged students to be involved in sport (F= 3.2, p<0.05) and social
actions (F = 3.9, p< 0.08) as coping strategies. In both instances trends suggested that male
participants placed more emphasis on the importance of sport and social activities as a means of
coping than female participants. Using a similar questionnaire Oswald et al. (2003) found that

both male and female participants yielded the same mean scores on the sub-scale of sport (X =
3.9) thus indicating they both used this strategy frequently. However, female participants in their
study recorded a higher mean score than males in the sub-scale of social activities (females X =
3.9; males X =3.5).

Qualitative Phase

The sample for the qualitative phase included 14 teachers from three separate Independent
schools: four (29%) were male and ten (71%) were female. Specialist teachers and teaching
support staff did not respond to this survey but those involved in the quantitative phase did make
additional responses which formed part of the qualitative discussion.

What characteristics do children considered to be “at risk’ display?

This question was used to identify teachers’ understanding of the term ‘at risk’ together with
characteristics they used to identify these children. Responses were summarised and categorised
into common themes and presented in Table 2, from which two main categories were evident;
emotional characteristics and relationship styles.

Table 2. Common themes: Characteristics of children considered to be ‘at risk’

Theme Frequency of responses % of Total
Emotional
Disruptive or aggressive behaviour 9 28
Unhappy, sensitive or anxious 6 19
Withdrawn 6 19
Relationship
Inability to share or unwilling to participate 4 13
Lacking friends 3 9
Over-reliance on parents or lacking responsibility 2 6
Absenteeism from school 2 6
Total 32 100

What do you understand resilience to mean?

Responses to this question illustrated teachers’ understanding of the concept of ‘resilience’. When
responses were summarised and categorised into common themes 12 participants (86%) stated
that resilience was concerned with coping, bouncing back or moving on despite perceived
adversities.
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How do you identify resilient children?

Teachers responded to this question by using key words to describe characteristics or attributes
that helped them identify children they perceived to be resilient. Themes were coded according to
their commonality and summarised in Table 3. It is noteworthy that all identified characteristics
were positive.

Table 3. Key words: Characteristics of resilient children

Responses Frequency % of Total

Good communication skills and openness 8 26
Being independent, confident and high self-esteem 5 16
Taking responsibility for actions and making sensible choices 5 16
Having a the ability to move on 5 16
Having positive attitude, being optimistic 4 14
Being strong willed 2 6
Having good social skills 2 6
Total 31 100

How do you identify non-resilient children?

This question elicited responses concerning characteristics displayed by children perceived to be
‘non-resilient’. Response patterns fell into two main categories; ‘interpersonal’ and “attitudinal’
characteristics. These findings further suggest that teachers considered friendship problems,
social issues, particular emotional traits and disruptive behaviour to be the major indicators of
non-resilient children. The responses are summarised in Table 4.

Table 4. Key words: Characteristics of non-resilient children

Responses Frequency % of Total
Interpersonal
Friendship problems 12 34
Emotional characteristics 9 26
Attitudinal
Disruptive behaviour 6 16
Low self-esteem 3 9
Lacking effort at school 3 9
Lacking responsibility 2 6
Total 35 100

Comment on your understanding of the stability of resilience over time.

Eight of the 14 (71%) respondents gave information about resilience but did not comment on its
stability as was asked in this question. Only three teachers answered both parts of the question
and they believed that resilience could change and was thus unstable. Two of the respondents
indicated that resilience was dependent on circumstances, experiences and the coping
mechanisms of the child. Three teachers chose not to answer this question (21%).

DISCUSSION

Previous research has identified the important role that schools play in helping students cope with
adverse situations in their lives. For instance, Werner and Smith (1988) articulated the important
roles that teachers play in students’ lives by arguing that, notwithstanding the family unit,
teachers provided positive role models in the lives of resilient children. It was thus important to
determine teachers’ understandings of the multi-layered phenomenon of ‘resilience’.
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Quantitative Phase

Dryden et al (1998) in their interview survey of teachers’ understanding of resilience found that
teachers identified particular aspects of school life as playing a significant role, such as academic
success and good student conduct. This was also illustrated in this current study where findings
from the quantitative survey showed that teachers placed the greatest importance on encouraging

students in ‘working hard and achieving’ (X = 4.9). Teachers indicated that they were
emphasising this strategy to students on a ‘frequent’ basis; as often as once per fortnight or once
per week. Previously, Rutter (1987b, 1990) had identified that increased levels of self-esteem and
self-efficacy through achievement acted as protective mechanisms that reduced or mitigated risk
factors.

Many researchers have identified the internal attribution of success as a protective mechanism
(Garmezy, 1974; Werner & Smith, 1982, 1991; Masten & Coatsworth, 1998). They further
argued that children who had an internal locus of control had a belief in their ability to affect
change and thus considered adverse circumstances as changeable. That is, they believed they had
the control to exercise change in their lives. Therefore, by encouraging students to work hard and
achieve enabled them to exercise an internal locus of control.

In contrast, teachers placed the least amount of importance on ‘encouraging children to

investigate and use various professional help organisations’ (X = 2.9), thus indicating only
occasional use of this strategy. However, it is important to note that 28 percent of the participants
in this study taught children in the Junior Primary years, namely children aged 5 to 7 years of age,
which may explain why this strategy was largely rejected.

In summary, teachers believed that the development of resilience was largely a product of
individuals’ endeavours and their willingness to work hard and achieve. However, teachers also
recognised the importance of a warm, supportive classroom and school climate.

Qualitative Phase

What characteristics do children considered to be “at risk’ display?

Teachers were asked to respond to six open-ended questions to gain some understanding of their
perspectives on ‘resilience’. As previously mentioned in the introduction, researchers use the term
‘at risk’ to describe children who had experienced adverse circumstances in their lives (Masten,
1997). In order to explore further the concept of children considered to be ‘“at risk’; teachers were
asked to describe characteristics that helped them identify such children.

The teachers indicated they had a clear understanding of the negative, observable characteristics
that students considered to be ‘at risk’ often display. They described children who showed
extremes in behaviour and were thus noticeable, especially when they were disruptive in class.
All of the characteristics given were consequently negative, with no recognition that resilient
children who were well behaved could also be considered to be “at risk’. For instance 28 percent
of the teachers surveyed described children considered to be ‘at risk’ as “disruptive, displaying
aggressive behaviour” and generally being “off-task”.

Cooleyquille, Turner and Beidel (1995) specifically explored the attributes of children considered
to be “at risk’ and their interpersonal relationships. They argued that these children were often
withdrawn or aggressive. Also, children who were vulnerable or “at risk’ because of their living
circumstances, behaved in ways which often led to rejection by their peers. Teachers in this
current study also identified a similar pattern of characteristics, with 19 per cent of participants
stating that children considered to be ‘at risk’ were “withdrawn, unhappy, sensitive or anxious”.
Further characteristics identified included: “lacking friends”; an inability or “unwillingness to
share or interact with others”; and an *“over-reliance on parents”.
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It is noteworthy that children who choose to solve problems in various aggressive ways bring
themselves to the attention of the teacher while also incurring sanctions from a school
environment that discourages such behaviours. They are therefore easily identified as possibly
being ‘at risk’ (Robertson, Harding & Morrison, 1998). However, teachers did not consider the
possibility that students who were well-behaved may also be ‘at risk’, that is children who did not
bring themselves to the attention of the classroom teacher.

In summary, research has identified a number of characteristics that helped to identify children
considered to be “at risk’. Broadly they included: depression; conduct problems; attention deficits;
social maladjustment; and academic difficulties (Attar, Guerra & Tolan, 1994; Gorman-Smith &
Tolan, 1998). The responses given by teachers in this current study echoed these views suggesting
they recognised characteristics displayed by children deemed to be ‘at risk’ and not coping.
However, it is surprising that no participants in this study identified the possibility that a student
could be ‘at risk’ and yet coping. That is, teachers in this study had not identified ‘resilient’
children, that is those coping in their school lives as also being ‘at risk’. This is an issue of
concern, in that, as several studies have highlighted children who are in need of help often
convincingly masquerade as ‘normal’ or coping thus going undetected and consequently not
helped (Myers, 1994; Rush, 1980).

What do you understand ‘resilience’ to mean?

The results of this study revealed teachers have some understanding of the definition of
‘resilience’ and yet they demonstrated a limited knowledge of the broader concept of resilience.
For instance, teachers’ definitions of ‘resilience’ were limited to: “an ability to cope with
perceived adversity” or “dealing/coping with life and its complexities”.

However, Benard (1995) argued that the term ‘resilience’ includes a set of qualities that foster a
process of successful adaptation (Benard, 1995). Recently Masten and Coatsworth (1998) argued
that to identify resilience the following must be present:

() a significant threat to the individual which is typically indexed by high-risk status. (for
example, poverty.); or

(b) exposure to severe adversity or trauma; and

(c) quality of adaptation/development is good.

Teachers in this study failed to associate such stressful life situations and environments with
resilient children while acknowledging their effective coping skills.

How do you identify resilient children?

Teachers responded to this question by using key words to describe characteristics or attributes
that helped them identify children they perceived to be resilient. As illustrated in Table 3, 26 per
cent of teachers characterised resilient children as being ‘good communicators’ thus being
‘willing and prepared to discuss situations freely’ and ‘confidently’ with adults or peers.
Furthermore 16 per cent of teachers described students’ ability to ‘take responsibility” for their
actions and be ‘independent’ with ‘high self-esteem’. The lack of these characteristics also
featured strongly in descriptions of ‘at risk” and ‘non-resilient” children. Werner and Smith’s
(1982) landmark studies offer support to this view by arguing that resilient children are usually
responsible, motivated and self-confident. They also reported the absence of these characteristics
in non-resilient children. Further supporting these current findings, teachers in Oswald et al’s
(2003) study identified the following as attributes and assets of resilient children: “being effective
communicators, a strong attachment to at least one adult, holding a personal belief in being able
to achieve and be successful” (p57).
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The profile of a resilient child, as described by Benard (1993), Masten and Coatsworth (1998),
closely resembled the attributes described by teachers in this current study. However, a number of
key attributes were not identified by teachers. Those were:

a) stable-relationships with peers
b) well-developed problem-solving strategies
c) high levels of self-efficacy

d) success in at least one area of their lives.

Although teachers failed to use these attributes to describe resilient children they identified the
lack of several of these to describe non-resilient children.

It is also important to note that the positive attributes teachers used to describe resilient children
could be a result of observing such children’s “successes’ or ‘competencies’. The distinction
between these concepts is critical because resilience includes the ‘at risk> component whereas
competence does not. It is possible that teachers in this study have identified the characteristics of
a competent child instead of a resilient child. This may further explain why these teachers failed
to identify resilient children in their descriptions of children considered to be “at risk’.

How do you identify non-resilient children?

Teachers in this study were asked to describe characteristics or behaviours they used to identify
non-resilient children. All responses illustrated negative observable behaviours or characteristics.

The most significant response patterns included social skills or friendship (34%). Teachers
described non-resilient children as “withdrawn”, displaying a “lack of social skills” such as
“perspective taking, complaining about others and little eye contact”. In terms of friendships
teachers described these children as having “few friends, being socially withdrawn, wanting
friends and yet behaviour repels them, often alone”, and being the “last person chosen for a
partner”. Howard and Johnson (2000), as a result of their findings, argued that while non-resilient
children sometimes take control of conflict situations, their solutions are often not constructive
and consequently the conflict escalates. Collins (2002) further argued that non-resilient children
experience an inability to cope, pessimism, peer exclusion and conflict. These findings were also
supported by statements and comments made by teachers in this current study. Teachers used the
following key terms to describe negative emotional states they perceived as characteristics of
non-resilient children: ‘anxious’; ‘moody’; ‘depressed’; ‘hypersensitive’; ‘unexplained mood
swings’; ‘over-reacting’; and sometimes displaying a ‘bravado act’.

Comment on your understanding of the stability of resilience overtime

This question was only partly answered or not answered at all by participants. This could be the
result of teachers’ lack of understanding that resilient children could also be children ‘at risk’.
From previous questions asked in this phase of the study it would appear that teachers failed to
recognise that, or were not aware that, resilient children may not remain resilient over time
because of further changes in their circumstances. Furthermore it was not recognised that non-
resilient children may become resilient over time as a result of development or the acquisition of
protective factors.

One teacher inferred that resilience was a ‘mindset’, suggesting a personality trait which remained
stable over time. That is, resilience would be assumed to be an attribute that one either did or did
not possess and encompassed part of one’s nature or make-up (Oswald et al., 2003). Supporting
this view, Garvie (1998) in her study found that reports of anxiety and locus of control remained
constant over time. The presence or absence of these constructs were often used to determine
whether an individual was resilient or not. Due to their consistency over time Garvie (1998)
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argued that resilience must be a stable construct, a view expressed by teachers in this current
study.

However, contrary to this view, Rutter (1990) argued that resilience could not be considered a
fixed attribute, and that if circumstances changed or the risk altered then the status of resilience
would change. This capacity to change also applied to non-resilient children should they develop
one or more of the protective mechanisms. Masten et al (1990) also supported the view that
resilience was a non-stable construct. In their study they showed that children were subject to
different risk and protective factors at different ages and stages of development. Therefore a child
might be non-resilient as an infant but due to changes in age and development might become
resilient.

Adding clarity to this argument, Rutter (1990) identified what he termed as ‘key turning points’ in
individuals® lives. He argued that a risk factor might be changed to a positive protective
mechanism which enabled a greater likelihood of an adaptive outcome. Conversely, a previously
adaptive trajectory could be turned into a negative one thus changing the possible resilience of the
individual.

If resilience was not stable, as suggested, then attention needed to be paid to key turning points in
children’s lives (Rutter, 1990). Thus it is important that teachers and teaching support staff are
aware of the instability of resilience in children considered to be “at risk’ consequently enabling
them to help students cope with adversities as and when they arise.

CONCLUSIONS

It is important to note that the teachers involved in this study demonstrated a strong desire to help
students cope with adversities. However, the findings have revealed that teachers involved in this
study have a limited understanding of the construct of ‘resilience’, despite their textbook style
definitions. The qualitative questionnaire established and highlighted teachers’ understanding of
resilience together with characteristic profiles of non-resilient and resilient children. However,
when teachers were asked to describe the characteristics of children considered to be “at risk’, the
common themes included only negative attributes. Thus, there was no mention of risk factors in
teachers’ descriptions of resilient children. It is possible that teachers in this study have described
so-called ‘competent’ children instead of those perceived as resilient. As previously cited in the
introduction, confusion between these concepts is understandable as both share similar
characteristics and attributes. There is however, one element that separates them, that is the
presence of those adversities or risk factors in the lives of resilient children that are absent in the
lives of competent children (Masten, Best & Gamezy, 1990; Masten, 1997). So what does this
mean for schools? It is suggested that the distinction between these two constructs needs to be
clearly articulated to enable teachers to identify each more accurately. Although this could take
the form of professional development it is also suggested that the concept of ‘resilience’ forms
part of teacher-education courses. This could lead to a heightened awareness thus aiding the
identification of students who experience situational changes and therefore enabling teachers to
act in a constructive, supportive way toward resilient and non-resilient children.

Furthermore, most researchers have identified resilience as being a fluid attribute, thus meaning
that it alters as a result of developmental and situational changes. However, teachers did not
recognise this attribute of resilience, instead believing it to be unchangeable over time. It is
therefore further suggested that the issue of stability together with that of risk factors be addressed
to enable teachers to comprehend fully the complexity of resilience and the roles they might play
in assisting children considered to be “at risk’.
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The South Australian Education Department introduced the School Entry Assessment
(SEA) Policy in 2001 to help teachers assess young learners and plan relevant
learning events, to help collect information about South Australian education from
Pre-School to Year 3, and to facilitate collaboration within and between educational
and social institutions. Implementation of the School Entry Assessment (SEA) Policy
was supported in a limited number of schools by the School Entry Assessment Mentor
Project (SEAMP), which reported generally positive results and concluded that
mentoring was an effective way to support new policy implementation. However, the
SEA Mentor Project was discontinued in 2005, and it remains unclear how teachers
and schools that were not mentored are implementing the School Entry Assessment
(SEA) Policy, how they are feeling about its implementation, what training and
supports they have received, or how they are using the accompanying documentation.
This exploratory qualitative study involved comparative analysis of interview
responses from eight Reception teachers currently working in South Australian public
(state) schools. It was found that positive attitudes towards the School Entry
Assessment (SEA) Policy have not necessarily translated into a thorough policy
implementation in some schools; that the practices and attitudes of some teachers may
be based on limited understandings about the aims of the School Entry Assessment
(SEA) Policy; and that some Reception teachers may not be involving parents and
caregivers in their considerations about the policy. It also appears that some teachers
believe the School Entry Assessment (SEA) Policy only concerns the first year of
school (Reception in South Australia), Data collected for this study lends weight to
concerns about the disenfranchisement of teachers and about teachers’ workloads,
especially concerning non-teaching or administrative expectations, and suggests that
more inclusive policy-development processes may engender more commitment to
shared goals. The argument is made that new policy must include an adequate budget
for initial training and ongoing support to facilitate a successful and thorough policy
implementation, and that the savings made in initial expenditure may be a false
economy, leading to less efficient long-term use of limited public resources.

Qualitative comparative research, Junior Primary, elementary education,
policy implementation, supports for teachers, South Australian education

INTRODUCTION

Policy focus on assessment, standards, and accountability in education is occurring as part of the
globalisation of our world, and Bottery and Wright (2000) argue this focus has implications both
for teachers’ professional practice and the nature of democratic society. The professional practice
of South Australian Reception teachers is influenced at three levels: the school-community level
(often led by principals, senior staff and school-community leaders); the State level (eg: The
South Australian Curriculum, Standards and Accountability (SACSA) Framework — see DECS
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2006a); and the national/federal level (eg: the Australian National Literacy and Numeracy Test —
see MCEETYA 2006). This paper concerns the School Entry Assessment (SEA) Policy introduced
in 2001 by the South Australian Department of Education and Children’s Services (DECS). This
policy was devised to help inform the ongoing development of the State’s Early Years Literacy
Program (DECS 2006b) which aims specifically to improve literacy outcomes for children from
Birth to Year 3.

This exploratory study involved interviewing eight Reception teachers, working in eight different
public Primary and Junior Primary schools within the Adelaide metropolitan area in 2006. |
designed the study to explore how teachers were feeling about the School Entry Assessment (SEA)
Policy (DECS 2006c); and how they were using the accompanying Learner Record booklet
(DETE 2002a). Results gathered through interviews with this small sample cannot be generalised
to the broader population of Reception teachers, however issues and themes explored may be
relevant to other educators, and some insights might be gleaned about effective policy
implementation.

RESEARCH METHOD

This qualitative research project used comparative analysis techniques to explore themes and
issues in the interview responses of participants. Qualitative research uses words instead of
numbers to describe and explore issues and ideas which are revealed through the “lived
experience” of participants (Patton 2002; Lichtman 2006). Interviews were *“guided” (Patton
2002) but based on a set of mainly open-ended questions about attitudes and practices.
Participants’ responses were transcribed, categorised and explored using the coding systems of
Grounded Theory Analysis, but this project was also phenomenological in that it explored
participants’ experiences of the same event (Patton 2002) — that is, the introduction of the School
Entry Assessment (SEA) Policy in South Australia.

This undergraduate honours project was supervised by an experienced tertiary-level researcher
and the ethical protocols of educational research were followed in this study; this includes strict
confidentiality, and all names have been changed to protect participants’ anonymity.

Exploring the Aims of the School Entry Assessment (SEA) Policy

Implementation of the School Entry Assessment (SEA) Policy included the development and
publication of the Learner Record booklet (DETE 2002a) and accompanying Information for
Educators (DETE 2002b) handbook. The Learner Record booklet (DETE 2002a) was designed to
fulfil two major functions: to act as a tool for teaching; and to be a platform for communication
between educational and social contexts. The South Australian Education Department stated five
aims in the School Entry Assessment (SEA) Policy:

a) the collection of information about the competencies and learning dispositions of
beginning students within the first ten weeks of schooling (the mandated part of the policy
— the actual School Entry Assessment);

b) providing a platform for home-school communication and communication between pre-
schools, schools, and other institutions;

c) providing an ongoing record of each child’s development and progress Towards Standard
1 in The SACSA Framework, with focus on appropriate and timely intervention to meet
diverse needs;

d) providing state-wide data for research into better education practices and policies
(including informing the Early Years Literacy Program); and,

e) informing teacher’s beliefs, planning and practices through ongoing training and supports.

In the following sections of this paper, I will outline the major findings of this study around each
of the stated aims (above) of the School Entry Assessment (SEA) Policy and then explore the
major themes and recommendations arising from my analysis of participants’ responses.
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The Ten-Week School Entry Assessment (SEA) in Reception

The School Entry Assessment (SEA) Policy mandates that Reception teachers should use Learner
Record booklets (DETE 2002a) to do thorough formative assessments of each child’s literacy and
numeracy within the first ten weeks of the child starting school in South Australia.

It is important to be clear: this study concerned the implementation of one specific policy; and |
found that, whether currently using Learner Record booklets or not, all Reception teachers
interviewed for this study are collecting information about the competencies, preferences and
experiences of beginning students. All participants exhibited a passionate commitment to the
learning and welfare of the children.

That said, | found that five out of the eight Reception teachers interviewed had done formative
ten-week School Entry Assessments using the Learner Record booklets in 2006. This aim seemed
to be well-understood by all eight participants, yet there was a difference in opinion about
whether or not there was an educational purpose for this policy. While some participants were not
convinced, others were more sure:

...you know, if you’re blasé about these books [Learner Records]... ... then when the
child gets to Year 1 or Year 2 and the teacher is talking about... ... oh, [the student]
can’t do this, they can’t do that. [pause] You haven’t really done your job properly!
[laughs] (Felicity)

I found that implementation of the policy had regressed at two schools:

...that’s all petered out now, and then we heard that they were changing it anyway, so
that’s where our school sits with it... ... no-one looked at it, and we don’t use it as a
whole school for anything, so we just thought, well that’s a waste of time. No data’s
fed into the department... (Eileen)

Rumours of the demise of the School Entry Assessment (SEA) Policy were common in this study,
and a sense of frustration was evident in some interview responses that a personal professional
commitment to effective use of Learner Records was being undermined by a lack of commitment
to the policy by others. Perceptions of a lack of commitment to the policy may have contributed
to some teachers’ decisions concerning their use of Learner Record booklets. The web-site
dedicated to the School Entry Assessment (SEA) Policy (see DECS 2006c¢) has recently been
changed, and it appears the policy has merged with the Early Years Literacy Program (DECS
2006b) and Education Department services in general.

Providing a platform for Communication

The Learner Record booklet (DETE 2002a) was designed to act as a platform for communication
between teachers (as students move from class to class and/or school to school), between teachers
and parents and caregivers, and also between teachers, schools and the South Australian
Education Department. By summarising their assessments according to a staged developmental
paradigm, comprising five stages, from ‘Awareness’ to ‘Application’ (DETE 2002a&b), teachers
were encouraged in the School Entry Assessment (SEA) Policy to contribute to the formation of a
State-wide data-set through the internet. This study did not focus on this aspect of
communication, but instead focussed on the teacher-teacher and teacher-parent communications. |
found some major mis-matches between these stated policy aims and current practices at the
schools explored. While two participants had mentioned Learner Records to parents, six had not,
and it appeared that a lack of initial training and ongoing supports (including release-time) may
have contributed to these results.

| haven’t said anything to parents. No. Even at the other schools, nuh, nothing was
mentioned at any other schools. At all. (Ann)
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There was a divide in opinion among participants about whether or not the Learner Record
booklet is suitable for parents, but it appeared that some participants had not considered this
possibility prior to interviews:

Researcher: How do you think [parents would] go with the language, and the size of
it [the Learner Record], and the fact it’s kind of been created for teachers?

Hannah: Um, [pause] well, probably if I explained what it was, and | actually said to
[parents]... ... as a general rule, most children are, you know, performing here...
...Just as a rough guide. However, your child is right down here, and that flags to me
that we’ve got some really hard work to do to include the parent... ... I’d probably say,
well this is what we need to work on at home or at school, and 1I’d probably use it that
way.

Researcher: Do you think seeing this kind of information [indicates Learner Record]
would help parents to help their child?

Hannah: I think so, I think so. It would be very helpful, yeah, I never thought of that.

I cannot say if the Learner Record should be used for communicating with parents, but
recommend that if it is to be used in this role, teachers may wish to consider the “window of
opportunity” (Shopen & Liddicoat 2000) parent-teacher interviews may offer for using the
Learner Record booklets to involve parents and caregivers more deeply in their children’s
education, and for using parents as sources of “expert knowledge” (Graue & Brown 2003).

Teacher-to-teacher communication was also found to be quite limited at the schools explored,
which leads into findings around the third major stated aim of the School Entry Assessment (SEA)
Policy: collaboration between teachers in order to ‘track’ each student’s progress Towards
Standard 1 of The South Australian Curriculum, Standards and Accountability (SACSA)
Framework (DECS 2006a).

Tracking each child’s progress Towards Standard 1 of the SACSA Framework

I found inconsistencies in the way the School Entry Assessment (SEA) Policy appeared to be
conceptualised by some participants, and there seems to be some confusion around the stated aim
of monitoring every student’s progress Towards Standard 1. Reaching Standard 1 of The South
Australian Curriculum, Standards and Accountability (SACSA) Framework coincides, for most
students, with the end of Year 2 (DECS 2006a), thus ‘tracking’ each child’s progress Towards
Standard 1 is a collaborative act which involves teachers from pre-school to Year 3.

However, | found in my study that even in the three schools where the Reception teacher
interviewed is using the Learner Record booklet in ongoing ways, use of the booklets may be
stopping at the end of the first year of schooling. While more research needs to be done, | found
some evidence that Learner Records may be placed on file in some schools before students reach
Standard 1/Year 3:

It’s only done after the ten weeks, and it’s not touched again... (Debra)

They [Learner Records] go down to the office and stay in the [students’] records...
...the teachers don’t actually use them again. (Felicity)

...it’s very good, and it keeps you focussed... ... but when you’re the only one in the
school using [the Learner Record booklet], you’re a bit lonely. There’s only you.
You’ve got no-one to talk to about it because you’re the only one doing it. And the
[other teachers] don’t really have time. (Hannah)
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While some participants expressed positive attitudes towards the Learner Record booklet (DETE
2002a), some teachers interviewed were quite clear they do not believe the Learner Record
contains the information needed to plan to meet the needs of young learners:

I don’t find it’s a useful document [the Learner Record]. | have never looked back at
any information in there. If I get a child who’s coming into my class who | haven’t
had... ... I never look back at their School Entry Assessment information, and there
wouldn’t be one teacher here in the school who’s ever looked back... ... no-one ever
looks at them. The information in there isn’t anything that we find relevant or need to
know. (Isa)

Again, | cannot say if the Learner Record should be used as a teaching tool, but further research is
recommended to explore issues concerning the educational and pedagogical usefulness of information

recorded in the booklets.

State-Wide Data Collection

The School Entry Assessment (SEA) Policy encourages participation by teachers in the formation
of a State-wide data-set which describes the competencies and needs of young South Australian
learners. Collecting information about the competencies and needs of young students seems a
theoretically valuable idea for helping to plan to meet the needs of individuals and communities
(see Justice, Invernizzi, Geller, Sullivan, and Welsch 2005; and Nixon, Comber, Hill, and Badger
1998), however, this study could not encompass digital aspects of the School Entry Assessment
(SEA) Policy (the accompanying CD-ROM or the state-wide data-collection protocols) and
further research is recommended. If a state-wide data-set is to be useful and valid, it must be
representative of all South Australian learners, and debates about the reliability of information
gathered and the cost-effectiveness of such programs must be addressed (Flynn & Rahbar 1998).

Informing teachers’ beliefs, planning and practices through ongoing training
and supports

The stated aim of informing and supporting teachers appears to refer to what teachers should
receive to facilitate their implementation of new policy, yet | found little evidence that the
Reception teachers interviewed are receiving the ongoing training and support needed for
thorough policy implementation. Some participants reported having received no training at all,
and reactions to the policy were divided.

Eileen: One of the teachers went to an afternoon session, you know, T and D
[Training and Development], about it.

Researcher: But you didn’t?

Eileen: I didn’t, and she came back saying, “Ohhh, so much work, it’s going to be
terrible!”

Hannah described a similar introduction to the policy, but a different reaction to the Learner
Record:

Researcher: What prompted you to start using [the Learner Record]?

Hannah: We got told we had to... ... it was just another thing added on to SACSA, so
we did it.

Researcher: “Cause it was from the Department?

Hannah: Yeah. But it’s actually very good. I quite like it. [pause] So, we’re good
little vegemites — we do what we’re told! [laughs]
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Results from this study suggest that the construction of shared understandings about the aims of
education policy might be beneficial for successful, equitable, and cost-effective policy
implementation. Current training and support regimens for the School Entry Assessment (SEA)
Policy remain unclear, and questions arising from this study include: which teachers are being
trained at the moment; what training are they receiving; when are teachers supposed to engage in
‘ongoing Professional Developmen’; and, specifically, how much release-time should teachers
receive to implement the SEA Policy?

It is also not made clear in the School Entry Assessment (SEA) documentation exactly what
‘beliefs’ and ‘practices’ the South Australian Education Department may wish to promote or
change. Results suggest that desired outcomes need to be more explicit, both in documentation
and in training, so that teaching professionals are able to contribute to debates around new
directions in education and make informed decisions about their use of new policies and
documents and data flowing from such use.

Time, professional autonomy, and the status of teachers

“Time’” and ‘workload’ were major themes in this study. That is, all participants expressed some
measure of concern about finding enough “time” to do everything they believed they needed to do
in order to meet their professional obligations:

there are so many different documents coming from the Education Department, all of
the time, sometimes it’s a little unrealistic to expect that you would be able to
implement all of those things. (Beth)

...time. Just time. Time’s the big factor, really, and if you do all this work and don’t
use it productively [referring to filling out Learner Records] then, there’s no point.
Which is what I’ve been doing of late, in previous schools, just highlighting “cause I
have to, and never looking at it again. (Cath)

In 1998, the Australian Senate Employment, Education and Training (EET) References
Committee heard evidence that, as professionals, teachers have been *“disenfranchised from
decision making processes at all levels” (Senate EET References Committee 1998, p. 3). Some
Reception teachers interviewed for this study did say they felt removed from policy development,
and that this made them “feel bad” and “frustrated”; but some participants expressed a reluctance,
and even cynicism, about being involved at a policy-development level. | also found that the
teachers interviewed for this study are regularly giving up un-paid personal time to meet some
policy expectations:

I usually do it in the holidays as my holiday project. Whoever [beginning student]
started at the start of the Term, | take home [their Learner Record] in the holidays...
...s0 that I know I’m up-to-date... (Isa)

Solutions to problems arising from these issues are not immediately obvious, as it seems not even
paid release-time can solve this dilemma for some teachers:

Researcher: Do you think it would just come down to being paid to do more hours? I
mean, is it possible to fit more in the hours you already do?

Hannah: Oh, impossible. | work 50 hours a week now. | feel I do more than enough.
That’s without my T-and-D [Training and Development] and stuff, that we do. Ah, I
feel I do enough. [laughs]

While | found a divide in opinions, some participants suggested that with adequate time and
supports there could be benefits to the School Entry Assessment (SEA) Policy:

I mean, if it’s another thing lumped on to do after work you tend to get a bit negative
about it and probably not embrace it as much. But if there was time put aside for it |
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think we’d all benefit. Well I would certainly benefit, not having been using [the
Learner Record] in a productive way, it would be great. (Cath)

Finding the balance in Reception

Felicity, a very experienced teacher, expressed eloquently the concern raised by several
participants that Reception teachers must build relationships with students, and must find a
balance between ensuring beginning students have a fun and successful transition to formal
schooling, and also helping each child construct the knowledge needed for mainstream scholastic
success:

... you can become locked in to doing too much assessment, and forget that you’re
there as a Reception teacher, and that children should be enjoying being at school, and

having fun experiences... ... it’s having that balance; not becoming too bogged down
with assessment, and thinking, yes, the children have achieved “that”, and move on.
(Felicity)

These concerns are consistent with contemporary arguments that the first year of schooling
should not have an academic focus but that focus should be on ensuring a successful transition
and acclimatisation to the new social context of school (Walpole, Chow & Justice 2004).

RECOMMENDATIONS

Results from this study support notions about the benefits of inclusive and collaborative policy-
development processes, and the social and economic potential of more democratic approaches to
education generally. This report includes several major recommendations which are outlined
below.

1. The development of more inclusive and collaborative policy-development
processes

Attitudes towards a policy can significantly influence teachers’ classroom practices (Barcan 1990;
Hill & Crevola 1997; Shopen and Liddicoat 2000; Raban & Ure 2006) and implementation of
new policy may be hampered if teachers are not convinced, as professionals, that the policy is
worthwhile. | found evidence to suggest commitment to new policy might be enhanced through
inclusive policy-development and decision-making processes which involve stakeholders from
the very beginning of the policy-design process so that their needs and expectations are reflected
in the final policy and documentation.

Jack and Luganoff (2004) argue that by “expanding the franchise” and giving stakeholders a
voice in policy development, more long-term commitment to shared goals can be engendered,
leading not only to more collaborative and democratic relationships between stakeholders, but
also, perhaps, to more efficient use of resources.

2. The need to incorporate adequate training and supports into budgeting for new
policy

This study collected data that suggest that long-term policy implementation may benefit from a
larger budget for initial training and support. The School Entry Assessment Mentor Project
(SEAMP) did seem to offer the collaborative framework and inter-institutional support systems
which could facilitate a successful policy implementation (see DECS 2006b), yet the SEA Mentor
Project was discontinued in 2005 because of economic circumstances. More research is
recommended to ascertain if it may be more effective in the long-term to increase initial
expenditure, to spend more on ensuring adequate training for all those expected to comply with a
new policy, rather than trying to support implementation when stakeholders may not be fully
informed.
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3. The need to consider the question: is Reception teaching a specialist role?

I recommend serious consideration of the notion that Reception teaching may be a specialist role
which may require specific supports, especially, perhaps, the provision of extra training for
effective and equitable early assessments with very young students, extra School Support Officers
(or even smaller class-sizes?), and extra release-time for working with parents, families, and
significant adults in the lives of children.

If Reception teachers are to be expected to make thorough formative assessments for every
beginning student in the first ten weeks of school, and to use this information effectively to
“support planning and programming” (Information for Educators handbook, DETE 2002b), it
seems reasonable to expect that teachers are given the time and support they need to reach desired
outcomes.

4. The need for collaboration across educational contexts and across research
disciplines

This study revealed data which reinforces arguments for whole-school planning (see Hill and
Crevola 1997), and the development of more holistic and collaborative conceptualisations of
education and research. The tensions between different stakeholders and different perspectives in
Australian education appear to contribute to a certain “stagnancy”, where the same arguments and
problems appear to keep re-surfacing (Jamrozik 2001) within a triumvirate of over-lapping, and
even competing policy paradigms, at Federal, State and Territory, and local levels.

5. A deeper consideration of the Principle of ‘Universal Design’

My study drew on Dillon’s (2006) work concerning equitable and effective assessment in
education, and | incorporated the principle of ‘universal design’ into my analysis. Dillon (2006)
describes universal design as a “reversal of traditional design”: rather than basing design on
population averages and norms or “standard achievement”. Dillon (2006) argues that design
should be informed by the needs of the most restricted user. | found that the principle of universal
design offered a useful framework for testing a new policy based on how it affects stakeholders
with the most needs. By identifying ‘universal’ needs, Dillon (2006) argues more equitable and
effective assessment and policy-design is possible.

CONCLUSIONS

This study was exploratory, and further research is recommended to ascertain how the School
Entry Assessment (SEA) Policy is being implemented in South Australian public schools, if it is to
be continued. Further research is recommended to ascertain what supports teachers and schools
need for a thorough policy implementation; and how Reception teachers in particular might be
better supported in their professional roles.

Even if the School Entry Assessment (SEA) Policy is not continued, or continued but without the
current Learner Record booklet (DETE 2002a), there are lessons which might be drawn from the
experiences of participants in this study. Goffin and Lombardi (1998) argue that teachers are
perfectly placed to monitor the effects of policy, and to offer insights which are helpful for the
development of good education policy. | suggest that by involving stakeholders more deeply in
policy-development, policy-makers might construct more universal and flexible policies which
could engender more positive attitudes and long-term commitment to shared goals. However, this
study found evidence that positive attitudes alone may not be sufficient for thorough and
successful policy implementation, and that training and support for implementation of the School
Entry Assessment (Sea) Policy were generally quite sparse in the schools explored. Data gathered
for this project reinforces arguments that more inclusive and collaborative educational approaches
could be more equitable, more productive and more economically efficient.
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