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MESSAGE FROM THE CONFERENCE CHAIR

On behalf of the organizing committee, | would like to welcome you to Nashville and to the
Third International Conference of the American Institute of Higher Education (AmHighEd). The
conference will provide an opportitymfor all participants to share their ideas and research in the

fields of business, economics, accounting, health care management and education.

Our previous conferences in Orlando and Atlantic City were great successes. We received many
constructiveand kind compliments from the participants. This was mostly because of the
friendly environment that we had created by keeping the number of participants within a
desirable |Iimit and by including the @eerticip
The number of papers that we have accepted for presentation has increased from 60 in the first
conference to 120 in this conference. We have enhanced the internet division by creating a real
time environment in which the participants can presendasuliss their research rather than just

posting it online for others to see.

We at AmHighEd believe that research is a cooperative enterprise among scholars and
practitioners. That is why we are committed to providing a collaborative environment thas fos

free flow of ideas and constructive feedback among researchers, practitioners, and students. We
would like to thank all the attendees whose contributions and participation are very important for
a stimulating environment at the conference.

| would like to take this opportunity to thank the organizing team that did an excellent job of
putting this conference together. | am also indebted to our reviewers who reviewed the
manuscripts and selected the best papers that fit this conference.

We hope you Vil find the conference productive, informative, and enjoyable. We also wish you
a pleasant stay in Nashville and look forward to receiving your constructive comments that
would help us in our future planning.

Sincerely,

Alireza Lari

Conference Chair
Fayetteville State University
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WE CHANGED THE WORLD TODAY: A QUALITATIVE STUDY OF COLLEGE STUDENTS
REBUILDING THE MISSISSIPPI GULF COAST DEVAST ATED BY HURRICANE KATRINA

Rose M. McNeese
The University of Southern Mississippi

Gary B. Peters
The University of Southern Mississippi

ABSTRACT

When Hurricane Katrina made lafall on the Mississippi Gulf Coast August 29, 2005, the face of
Mississippichanged forever as the most massive and destructive natural disaster in American history took thousands
of lives, homes, and whole communities. Initially, the entire nation responded to help rebuild the devastated areas;
however, the recovery efforts mal/elowly and resources and volunteers had dwindled significantly within a year
after the storm. As time passed and Hurricane Katrina was no longer daiNirfeeaeéws, the suffering of the
people affected by the storm did not go away and the care tademtedsupport and backup man power to keep the
recovery efforts going.

The purpose of this qualitative study was to gather information about the recovery efforts being made
during 2008 along the Mississippi Gulf Coast in the after math of Hurricane Katvima was providing the
services, and what resources they were providing. This study used fggaspdmethodology to analyze the
interviews of 52 university students volunteering to help with the recovery of Waveland, Mississippi, two years after
the masive destruction left as the hurricane swept away the Waveland community. Results showed that college
studentsd attitudes were positively impacted by their
college students were unhappy witte lack of coordination of relief services, the minimal presence of the federal
and state agencies, and the few resources available for recovery in this area. During the focus group discussions, the
students expressed their determination to become figadeis in America and to use their influence to orchestrate

better responses for future disasters.
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SCHOOL-COMMUNITY -BUSINESS PARTNERSHIPS: STANDARDS FOR SUCCESS

Jill E. Fox
University of Texas at Arlington

Robert Cohen
Virginia Commonwealth University

ABSTRACT

The passage and implementation of e Child Left Behind Acplaced a new emphasis on high
academic standards and student achievement. Schools and communities are forming partnerships to
provide support for students and their families in lingethese standards. A thorough review of the
literature on schoetommunitybusiness partnerships reveals common trends and belief systems among
those successfully engaged in such partnerships. This paper summarizes the existing literature on school
community-business partnerships and presents a set of standards that may provide guidance for those
seeking to initiate such a collaboration or for the assessment and evaluation of existing partnerships.
These standards include the following aspects of @estiip: strong partners, shared vision, focus on
student learning, involving families, involving teachers, administrative support, and reciprocal service.
Implications of the literature are discussed and recommendations for partnership development and
adivities are discussed.

INTRODUCTION

The No Child Left Behind Act of 20QNCLB) required states to raise academic expectations and provide
support for student learning. The challenges that emerged as many schools struggled to meet these expectations,
however, made it evident that schools and students need the support of families, teachers, and the community if they
are to succeed (Epstein & Salinas, 2004).

Many influences on childrends |l earning aromd beyond

influences on African American children, Brody et al (2001) found that children living in disadvantaged
communities are more likely to associate with antisocial peers. Even for children from nurturing, supportive
families, these associations have gatwe effect on academic progress. Baker et al (2000) looked at the effect of

community on standardized test scores. Adonomio stauld ¢ 0 mmu

were the strongest predictors of test scores, other variabigls,as family poverty and median income levels were
interrelated. Community values, however, may play a
Smith, and Eagle (2002) found community values, rather than income levels, to be toestiaifon student
achievement. Social accessibility and shared outlook in communities provide a supportive context for students and
families. In communities where this support is available, families expect positive, friendly, informal relationships
andshare worldviews with neighbors. The more neighborhoods demonstrate these expectations, the more student
achievement is enhanced. Communities are realizing that academic success is a community endeavor. The
resources and talents of educators, familiessinesses, and community agencies must be pooled if students are to
achieve.

Collaborative partnerships, designed to share human and material resources, have been developed to

n

support learning in many schools. Sanders (2002) defined schwowhunity @ r t ner shi ps as ficonnec
schools and community individual s, organi zati ons, and
emotional, physical, and intellectual devel opment o (p

businesses and other organizations to encourage these groups to take more ownership of schools and to be motivated
to assist in the education of children (NREL, 2000).

REVIEW OF LITERATURE

The effectiveness of schecbmmunity partnerships in enhancistudent learning is wetlocumented.
Studies show that students attending schools engaged in partnership activities have higher grade point averages and
standardized test scores; are enrolled in more challenging academic programs, have more clasaad pasditsl
earned; have better attendance, improved behavior at home and at school and better social skills and adaptation to
school. (Dryfoos, 2000; Henderson and Mapp, 2002; Invernizzi et al, 1997; Scales et al, 2005; Sheldon and Epstein,
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2005). Busiess executives identified four areas in which sclbosiness partnerships benefited both school and
business partners: human capital development, community development, student achievement, and financial impact
(NAPE, 2000). Businesses want employedsetétnowledgeable about the world of work and to be critical thinkers,
problem solvers, communicators, and adept at working alone and collaboratively. They want employees who can
make civic, as well as economic, contributions to the community (Weeks). 28@8tnerships enhance business
relationships with the community and lead to a better understanding of community needs (Hopkins & Wendel,
1997).

Building a Partnership

Mannés (1987) research identified brdinating dtracture,mar ks
multiple purposes, multiple players, and stability. Increasingly, partnerships are exploring new models of planning
and decisiormaking. Working committees, including parents, teachers, and students, as well as business and
communiy members, are empowered to review data, research options, and make recommendations about
curriculum, school size, facility design and other issues. In this model, school boards receive clear input and
direction about community wants and needs, and thesive community ownership and buny(Bingler, 2003).

Epstein and Salinas (2004) recommended a slightly different approach to building-cmhominity
partnerships. Advocating a process developed by the National Network of School Partners, EpSeimasid
asserted that an Action Team, composed of teachers, administrators, parents, and community partners and linked to
the sitebased management team, provides the basis for @wmealhized schoetommunity partnership. Using the
school 6s igoalg, rthe teamdevelops an annual plan for family and community involvement. This plan
integrates and evaluates all partnership and school activities and programs. Data from 577 schools participating in
the NNSP (2002) indicated that such a structereld s t o the school 6s ability to
programs

Successful Partnerships

The literature on scho@ommunity partnerships outlines traits of successful collaborations.
Strong Partners.

Strong, productive partnerships are crdatey strong partners, each with a vested interest in the
collaboration and the community (ECS, 2004). Various methods of conflict resolution, mediation, negotiation, and
compromise are introduced as partners identify, plan for and work toward their Qaaies( 2002). Since urban
environments are characterized by diversity in race, ssmaomic status, language, and academic and economic
opportunities, representation of this diversity within the partnership is essential to understanding the isgues faci
schools, students, and families.

Shared Vision.

A successful partnership is built on a common vision for the future of the school and community. This
common vision is what brings partners together and then sets the stage for discussion ofédffeatiostmeans to
achieve the vision and the resources each partner can contribute.

Student Learning and Achievement.

Student learning and achievement must be the focus of the partnership (Epstein and Salinas, 2004), but
action plans should incorporatt h er aspects of studentsd |ives, as wel |l
achievement is related t o-bsngwmddeerdesidns of self and the@mvisohmept.s, phy
Involving Families.

Adult family members are the aat knowledgeable sources of information about communities and the
needs of student s. As Epstein (2001) stated, AEven wh
childrenbés minds and hearts and ships needhte involve ladulp areily and d
members in all phases of their work, including identifying a vision for the partnership and developing a plan of
action (Davies, 2002; NicheSolomon, 2000).

Involving Teachers.
If a partnership is initiated by a pripal or superintendent, teacher participation may be the result of a directive, not

an invitation. Teachers are the fifront | ined in work
partnership goals related to student success. WyR004), however, cautions that an investment of resources may
be necessary i f teachers are to participate without sa

Administrative Support at the Distritevel.
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District leaders are needédo consi stently recogni ze, support and
activities (NicholsSolomon, 2000). This support may come in the form of a paid parent coordinator, public
recognition, or consideration of teacher efforts in annual evalugiznses, 2002).

Schools Serving the Community.

Support should flow between all partners. Epstein (1995) asserted that schools can and should provide
useful services to the community, as well as receive services from the community. Swehyteallatorations
send a powerful message to students that their knowledge, skills and efforts are useful and valued.

STANDARDS FOR SUCCESS

Based on the traits of successful partnerships briefly described above, the following standards are proposed.
Reviewingthese standards is necessary for school, community and business organizations considering the initiation
of a partnership, to ensure that the ingredients of commitment, vision, diversity, and resources are present.
Likewise, a review of these standarde®wld be undertaken by organizations already engaged in a partnership, to
ensure that the needs of all partners are met and that the foundations have been laigoiioy @rork and
achievement of the partnershipds goal s.

Standard 1: Strong Partners

Ead participant in the schodlusiness partnership is a strong stable entity. Partners seek to include other entities in
the partnership, recognizing that schooprovement is a communityide concern. Partners consider diverse
representation an essentiafjredient in the partnership if community needs are to be identified and met. Partners
agree to work according to democratic principles. Each partner is committed to continuous participation. The
partnership establishes a clear vision of its goats anvellarticulated plan of its activities to ensure a smooth
transition if changes in representation do occur.

Standard 2: Shared Vision

The partnership develops and clearly articulates a shared vision of its work. This vision includes the aid goals
the partnership, as well as individual objectives that must be addressed if the goals are to be achieved. An action
plan, clearly articulating each partnerd6s commitment o
with a timeline forthe activities. The shared vision and the action plan are agreed to by all partners and are the
focus guiding principles by which the work is carried out.

Standard 3: Student Learning & Achievement

The of the partnership is on student learning andeaehient. The partnership recognizes that standardized test
scores are only one measure of student | earning and s
emotional development, physical wekking and academic learning. The partnershipra® wl edges student s
and community contexts as key factors in student outcomes. The success of the partnership is determined by
relevant, concrete, and specific data on student outcomes.

Standard 4: Involving Families

Partnerships understand thadult family members are expert sources of information on student and community

needs, as well as on the culture and resources within the community. Adult family members are important,
contributing members in al |l eseskigsanddarssanddhie impontance pfahe familg r s hi p
context for the student growth and development.

Standard 5: Involving Teachers
Classroom teachers are invited, rather than required, to participate in the partnership. Teachers are valued because
of their relationships with students and their families and because of their expertise on teaching and learning.

Resources and principal support are available to facilitate teacher participation partnership without sacrificing
student | earnimgmeor teachersé person
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Standard 6: District Support

Administrators organize flexible policies and procedures through which partners may work. Administrators
consistently recognize the work of the partnership and its value to students.

Standard 7: Schools Servig Communities

Support and service flow reciprocally between all partners. Each partner has knowledge of the systems and
operating cultures of other partners and is aware of resources and opportunities available in each setting.

Standard 8: Structures,Resources, and Roles

The partnership establishes organizational structures and commits resources to support a shared vision. Students
and schools provide meaningful service to their communities, along with receiving support from the partnership.
The pmrtnership effectively uses communication to coordinate and link with the school district and the community
and to inform the public, policy makers, and professional audiences of its work.

CLOSING

Schoolcommunitybusiness partnerships are not likelystidve all of the challenges facing public schools.
They are not a substitute for wélhined, welpaid, effective teachers and administrators; good books and
materials, diverse instructional strategies; commitment to high standards of academic goatentaried tools for
assessing student achievement; ample time for student learning, and safe, orderly, -amanhagsid schools
(Davies, 2002, p. 389). But schemdmmunitybusiness partnerships do provide an essence that has been missing
from Americanschools in recent times: a sense that the local community cares about the education of its children
and is willing to invest time, effort, and resources into their learning and development. This is only one step toward
making public schools the safe, @gble and effective settings they should be for our chifiireat it is a
significant one.
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SENSE OF COMMUNITY AS A PREDICTOR OF ADULT LEARNER PERSISTENCE IN
ACCELERATED DEGREE PROGRAMS?

Michael O. Minor
University of Memphis

Katherine Causey
LeMoyneOwen College

ABSTRACT

This research in progress wildl investigate adul't [
(ADP) using measurements of sense of community (SOC). A quantitative methodology will be used

because statistical analysis will be critical in aniagzthe efficacy of SOC measurement instruments.

This study will focus on adult learner experiences both in the ADP as a whole and in the specific course

in which the tool is administered. The data will be collected in multiple terms through a questionnair

distributed to all adult learners in a given ADP. By analyzing prevalent SOC measurement instruments to

develop an integrated model, this study will contribute to the body of knowledge useful in assessing adult

learner persistence in ADPs proactivelyidwrg a gi ven term with the possibi
remedial actions. Based upon underlying theory, it is hypothesized that an integrated model will have a

large effect size.

INTRODUCTION

This research in progress will investigate adult lemréer (t ypi cally defined as 25
persistence in accelerated degree programs using measurements of sense of community (SOC). Due to a myriad of
responsibilities, adult learner persistence in colleges is problematic even in accelensegomgams. As former
and current accelerated degree program directors, the researchers will interject first hand experiences.

Research indicates that the quality of learning and the attitudes of students in accelerated programs are similar
or superior ¢ those in traditional programs (Scott & Conrad, 1992; Wlodkowski & Westover, 1999). But little is
known about how adults persist or succeed in accelerated programs or how their progress compares with that of
adults in more traditional programs. In gengaoally 30 percent to 55 percent of the students who enroll in college
graduate within five years, but specific rates for adult students, whether in accelerated or traditional programs, are
unknown. More research is needed in this area to inform sociahGatemic policy to support and manage the
programs in this expanding sector (Wlodkowski, Mauldin & Gahn, 2001, p. 1).

The opening statement about adult learners in accelerated degree programs underscores the importance of not

only recruiting but also retaing adult students. Why®c cor ding to Reed (2005), iéadul
to be more than 6.7 million by 2012. By that time, according to the American Council on Education, more than half
the student population will be over 250 (p. 4).

Who is theadult learner? Kasworm (2003) defined adult students as those who represent the status of age
typically defined as 25 years of age and older who, by 2012, will comprise half the student population (Reed, 2005).
With such a dramatic shift in the demogregshof students attending higher education institutions, colleges must
adjust their course delivery methods and student support services to accommodate this emerging population.

Because of the job and family responsibilities they face, adult learnensoagelikely to enroll as patime
students than their younger traditional counterparts (American Council on Education [ACE], 2006). Most of these
parttime learners are females from minority groups (ACE, 2006). African Americans constitute a largetiqgarop
of the student body in older age groups than among students under the age of 25, but race has been relatively
unexamined in research on adult students in higher education (ACE, 2006).

A growing alternative for adult students are accelerated degmgams. Accelerated degree programs
typically have four characteristics: degree completion after an extended absence (Adelman, 1999), flexible class
schedule (week night and/or weekend classes) (Cross, 1981), accelerated pace to degree completi@8{J;ross,
and credit for experiential learning (Cross, 1981).

According to The Commission of Higher Education North Central Association of Colleges and Schools (2000),

Al a]dult degree completion progr ams é aonlg abgut l®Wprogrgmsat a r
in 1983 (p. 1), the 19906s saw a surge in the number o
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accelerated |l earning programs nationwideo (CAP Network
20%of adult learners will be enrolled in accelerated programs (Richardson, 2008, p. 2).

In a study by Wlodkowski, Maudlin, and Campbell (2002) on persistence rates of adult students in accelerated
degree progr ams, WI odk ows kintWith peer8 and faculty toatidues tdignaosrage i v e i
adul t st udent s Students pho become tahnedted to a tohgrt.of students will find that their co
learners help them over the road when it becomes rocky. Students who try to go it alofiedvitile road
treacherous (Tweedell, 2000, p. 41). Persistence is associated with connectedness.

Connectedness is a component of sense of community (FRQi( 2002a, p. 19750C is associated with
several positive adult learner outcomes including legrnpersistence, and goal achievementstfong SOC
increases adult |l earnersé6é ficommitment to group goal s,
and motivation to learn (Bruffee, 199 3,2002hepd. 823211 9 9 6 ; Fr
Quinn and Carlson (2003) touted the robust nature of S
factor in persistence in research conducted with traditional students, nontraditional students, and students in
acceleratd degree compl et-R4d)n programso (pp. 243

Quinn and Carlson (2003) concluded that fa sense of
persistence in research conducted with traditional students, nontraditional students, and studeatsramedcc
degree completi orR4pgnogrHeamsrd s( p(p2200243 researched the Afi
communityd within an adultresubdéentsapportongpNaRrébjods
membership in commurés comprised of fellow students was perceived by adults as an important factor in

explaining persistence of adult students to degree corm
high sense of community feel burned out less oftecd&t® ol 6 ( Rovai, 2002b, p. 321).
I n adult | earner environments, Terry (20
i

04) incorpor
creating a Acommunity of commitment and terdependenc

necesarily infer persistence, learning, and positive faculty/student involvement exist.

n

HYPOTHESIS

The hypothesis of this research in progress is that a high SOC measurement score is associated with a higher
likelihood of student persistence. Based upon dyithg theory, it is hypothesized that an integrated model will
have a large effect size. It also will support SOC as a predictor of learning and goal achievement.

PURPOSE OF STUDY

The purpose of this quantitative study in progress isfioldr First, he overarching hypothesis of this research
is to assess whether SOC is a good predictor of adult learner persistence in accelerated degree programs. Secondly,
through a review of the literature, there will be an effort to determine the prevalent insgdioneneasuring sense
of community (SOC). Third, analysis will be undertaken to compare and contrast the prevalent instruments. Finally,
factor analysis will be undertaken to assess the efficacy in combining and/or integrating these instruments in an
abbreviated tool? This study will focus on adult learner experiences both in the accelerated degree program as a
whole and in the specific course in which the tool is administered.

THEORETICAL FRAMEWORK

The theoretical framework for this research is coudhethe seminal work on sense of community (SOC):
McMillan and Chavis (1986) Sense of Community: A Definition and Theory. Another supporting theory is adult
learning styles from Knowles (1980) and Knowles and Associates (1984). Sociology and social pgymiuefioce
an overarching frame for the context of these theories and models.

RESEARCH QUESTIONS

Four questions will guide this research:
Is SOC a good predictor of adult learner persistence?
What are the prevalent instruments used to measure SOC?
How do these instruments compare and contrast?
Is there efficacy in combining and/or integrating these instruments in an abbreviated tool?

el
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SIGNIFICANCE OF STUDY

The 2% Century adult learner has much different needs than previous generations. Consigersitioa given
to characteristics of adult | earners other than age.
for additional education. With the emerging research on adult learner persistence in accelerated degree programs,
this study hopes to:
1. identify the prevalent, most efficacious instruments for measuring SOC;
2. develop a combined or integrated integrated SOC measurement model based upon the most efficacious SOC
measurement instruments; and
3. contribute to the body of knowledgseful in assessing adult learner persistence in accelerated degree programs
proactively during a given term with the possibility
4. design a model with ease of use but efficacious for institutional researchers.

DESIGN OF THE STUDY

From the prevalent, most efficacious instruments measuring SOC, a questionnaire will be developed including
the questions from each instrument. Demographic data obtained will be age and gender. Length of time in the
program will determinedby the cohort section surveyédfirst semester or second/third/fourth semester. The
instrument questions will be measured using affiomt Likert Scale.

SETTING FOR THE STUDY

This research in progress is taking place on the campus of a private éldsraistorically black college
(HBCU), with a total enroliment in Fall 2008 of 780 students. Although the college is affiliated with the United
Church of Christ and the Tennessee Baptist Missionary and Educational Convention, students of all religious
affiliations are admitted. Specifically, the study surveyed students in an accelerated degree program in business.

DATA COLLECTION AND OTHER PROCEDURES

Data will be collected continuously, beginning in Fall 2008, through a questionnaire distributecdaliall
| earners in the given accelerated degree program and f

VARIABLES

In this study, the dependent variable will be the score for sense of community (SOC). In addition to
demographic variables, there will be numerather independent variables based upon the number of questions of
the instruments used to measure SOC. The demographic variables will include gender and age. The accepted age for
adult learners is 25 years of age and older. Furthermore, there is resggyotting the notion of differentiation in
learning habits of older adult learners (Brady, 2006; Moseley & Dessinger, 1994). Female students comprise 60% of
African American adult learners. Moreover, Ginsberg and Wlodkowski (2000) concluded that bentaa was
positively associated with adult learner persistence. Thus, there will be assessments of age and gender with respect
to student persistence.
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AN APPLI CATI ON OF PACEOS MODEL OF STUDIESHIMERESSEL OPMENT
ON LEARNING COMMUNITY STUDENTS

Louis M. Rocconi
The University of Memphis

ABSTRACT
Pace (1979) delineates a model for the study of student development and college impress in which he

postulates that the extent to which students exert tineer and effort in the educational opportunities
offered by institutions will directly impact their growth and development in college. Structural equation

modeling is used to test whether Pacebds model can b
community studentsd development and gains during co
gains in gener al education and intellectual skill s.
effort is the most important determinate ofqeved gains. Moreover, results strongly support the use of

Pacebs model as a theoretical framewor k that may b

development and gains in college.

INTRODUCTION
A growing number of institutions are beginning toplement learning communities as an attempt to
improve undergraduate education (Shapiro & Levine, 1999). Learning communities have been defined by Gabelnick
et al . (1990) as the dApurposeful restr uommond¢omgorof t he
student s. This represents an intentional structuring
communi ty, and foster more explicit connections amon
communities oftn attempt to move collaborative learning beyond the classroom and into broader aspects of
studentsdé |ives. Whil e there are many variations of I
learning communities have two common elements: sharedollaborative learning and connected learning
(Pascarella & Terenzini, 2005). Shared or collaborative learning comes from students enrolling in several common
courses, thereby increasing the likelihood of an integrated social and academic experianeete@dearning
comes from learning communities being organized around a central theme or topic, such as college major or interest.
Cross (1998) suggest that the purpose of learning communities is to facilitate active over passive learning, teamwork
and @operation as opposed to competition, and community instead of isolation.
Research on learning communities is in its infant stage. Most research has measured student learning

almost exclusively with student seHported gains (Pascarella & Terenzind08). Nevertheless, there is some
evidence that suggests participation in learning communities is linked with the student perceptions that they are
deriving greater benefit from their college experience. In their-aneddysis of more than 300 cooperatigarning
environment studies, Johnson, Johnson, and Smith (1998) report that learning communities help promote the social
adjustment and integration to college 1ife, persistenc
nonacademic live

In their extensive literature review of the research surrounding college students, Pascarella and Terenzini
(2005) describe a variety of theories and models that
(1970)-environmgnipiput 0 model and Tintobs (1975) l ongitudina
been used to measure a variety of outcomes other than persistence, have received much attention in the literature
related to college effects on students. However, higher #dnaxholars have paid little interest to the work of C.
Robert Pace (1979), who in his bodkeasuring Outcomes of Collegdelineates a model for the study of student
development. While his model does not contain explicit assumptions and hypothesestoefaredicting student
behavior, it is as complete as the models developed by Astin and Tinto.

According to Pace (1998), fiprior research ha-d not in
the quality of effort that students themsalviavest in using the facilities and opportunities for learning and
devel opment that exi s-19). Pate postulatescthat student backgreund charagtaristi¢svill 1 8
af fect a studentbés status ige wilio furh angaet the quadlity af effott thate nt 6 s
student invests in his or her collegiate activities. It is the effort that students expend that Pace argues is the most

important determinant of college outcomes. This quality of effort will then impadtestmt s® | mpr essi on
institutional environment, and the studentsé6é perceptio
expanded, wil/l have the greatest influence on student s
(2002) found strong support for Paceds model when test
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students. They found that quality of effort had a ma
development.

METHODOLOGY
Participants

Participants were freshmen at a public research university located in a large metropolitan city in the southeast
United States. The universityods |l earning community pro
time, full-time studers . These studentsd class schedules for the F
upon their learning community section. Approximately 50 percent of the learning community students was White,

40 percent was AfricaAmerican, and 10 percent was frather ethnic backgrounds. Due to the small number of
participants from other ethnic backgrounds, only Whites and Af#gaaricans were included in the study. The

final sample consisted of 109 White and Africamerican students who had complete data an \tariables
described below. Approximately 27.5 percent of the sample was males and 72.5 percent was females. The average
ACT score for participants was 21.82 with a standard deviation of 3.13.

Conceptual Model

The conceptual model used inthisstudy % based on Pacebds (1979) mo d e |
college impress. Pace postulates that the extent to which students exerts their time and effort into the educational
opportunities offered by institutions directly impacts their growth and developas a result of attending college.

Pace further argues that while institutions provide the setting and opportunities for student engagement and students
participate in these activities, it is the quality of that engagement not the mere participdtionithmp act s st ude
growth and development. He defines quality of effort as voluntary behavior or personal investment that students are
making for their own education. Pace believed that quality of effort could be measured, and he developed an
instrument alled the College Student Experience Questionna{@SEQ to measur e student s
involvement.

Pacedbds (1979) mo d e | is formulated into three basic
encompasses the events in which a studentgesgwhile in college. These events include not only activities
occurring inside the classroom but also events that may occur outside the classroom as well. These opportunities
may include interaction with faculty and other students, utilizing the libpanicipating in clubs and organizations,

or i mproving oneb6s writing skills. The second proposi
experiences is impacted by the characteristics of the college environment and the quality of effbudéras
expend. Finally, Pacebés third proposition is that the

exert both contribute to studentsd development and gai
The model consists of four sets of measures. Pace (1979) angaest one must first consi
background characteristics they bring with them to college. In this study, the background variables are measures of

studentsd gender, ethnicity, and prior abilyiPace, as m
acknowl edges that studentsé status in college must als
whether they are fulime or paritime. Since all the participants in this study are-fintle, firstyear freshmen, this

measuroc f a students6 status in college is constant and i
hypothesized to have a direct influence on student so

invest in taking advantage ttfie opportunities for learning provided by the institution. It is this effort that Pace
argues is the most important determinant of academic outcomes. Having experienced the institution, students form
an impression of the college environment, and subsdgueevelop perceptions of the extent to which they have
made gains or educational progress. The full structural equation model is presented in Figure 1.

Measures

All measures used in this study were taken directly fromQbllege Student Experiencguestionnaire
(CSEQ).Self-reported measures are frequently criticized for their subjectivity. However, in his own study of the
CSEQ Pace (1984) has shown that studentsd reports of t
and ethnicitywer e perfectly measured. Prior ability was measul
involvement in academic and social activities, conceived as quality of effort, was measured by five scales
constructed from st ubche Btitamd), effet gnovritinge(l iterasy, efforbir coursleveork (9
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items), experiences with faculty (9 items), and participation with student acquaintances (10 items). Reliability
coefficients for these scales were 0.80, 0.78, 0.84, 0.88, and 0.pé&ctiesly. Perception of the institutional
environment was measured by two scales derived fror@8teQenvironment measures. The first scale measured
studentsdé perception of the academic environrmignt and
aesthetics, and critical thinking. The alpha reliability coefficient for this scale was 0.79. The second environment
scale measured the supportiveness of the interpersonal
relationship with othr students, faculty members, and administrators. The alpha reliability coefficient for this scale
was 0.67.

Questions on th€SEQasked students the degree to which they had made gains in several areas of learning.
The outcome variable, gains, was meadury two scales derived from tR&SEQgains measures. Gains in general
education were measured using six items that asked participants to indicate the degree to which they believe they
had made progress in gaining a broad general education, the undegstamdl enjoying art, music, drama, and
literature, understanding history and other parts of the world, and an awareness of other philosophies. The alpha
reliability coefficient for this scale was 0.81. Gains in intellectual skills were measured usitegrsxconcerning
thinking analytically, synthesizing ideas, learning independently, writing and speaking effectively, developing good
health habits, and using computers and other technology. The alpha reliability coefficient for this scale was 0.84.

DATA ANALYSES AND RESULTS

Data analyses were carried out in three phases. First, residual statistics were checked for potential outliers
and influential data points. Additionally, variance inflation factors were checked for problems with mulitcollinearity.
Prior to the estimation of the model, exploratory analyses were conducted testing the assumption of multivariate
normality, which underlies application of maximum likelihood estimation. To test this assumption, data were
analyzed using PRELIS 2.72 (Joresk&orbom, 2005a). Multivariate normality was evaluated both univaritately
by checking the marginal distribution of each variable and by checking the multivariate skewness and kurtosis
coefficient (McDonald & Ho, 2002). The assumption of multivariate nbring y o f ?w6a91, pne .05). ( 6
Additionally, chisquare test of univariate normality for continuous variables showed that all CSEQ scales were
normally distributed.

The second phase consisted of a confirmatory factor analysis testing the measunechel. Data were
analyzed using LISREL 8.72 (Joreskog & Sorbom, 2005b) to determine if the observed variables provided an
accurate representation of the latent constructs. Since the assumption of multivariate normality was met, maximum
likelihood estim#éion procedures were used. Fit indexes were used to assess the degree of fit between the data and
the model. The model clsquare, the Stiegdiind root mean square error of approximation (RMSEA) with its 90
percent confidence interval, the Bentler compeedfit index (CFl), and the standardized root mean square residual
(SRMR) were selected based on the current state of practice and recommendations about what to report in written
summaries of structural equation modeling (SEM) analyses (McDonald & 88; Rline, 2005). An examination
of the goodnessf-fit results revealed that the measurement model did provide an acceptable representation of the
obser ve’d 5048 dife 4, B> .05, RMSEA = 0.043, 90% C.l. RMSEA = (0.00; 0.082), CFI = 0.98, SRMR
= 0.05).

The final phase tested théhether the theoretical model provided an acceptable representation of the causal
structure. In this phase, the measurement and structural portions of the model were combined. The program tested
whether the covariance matrix implied by the full structexlation model (Figure 1) differed significantly from
the observed covariance matrix. Goodrefsfit results revealed that the conceptual model did provide an
acceptabl e represent at50.@7ndf 048, pt>10B, RMIEA e 0.029004. RMIEA = ( 6
(0.00; 0.067), CFl = 0.99, SRMR = 0.051).

An examination of the direct, indirect, and total effects for the conceptual model revealed that females exerted
more quality of effort in academic )amddhatstonicityadd prioct i vi t i
ability did not have a significant effect on quality of effort in academic and social activifiesqR66, p < .001).
Perception of the college environment was directly impacted by quality of effort in academic and sotidl vi t i es (
=0.27, p <.001; R= 0.48, p < .05); moreover; gender had an indirect effect on perceptions of the environment with

females perceiving a more favorable college environme
academic and soi a | activities had a significant direct i mpact
however, perceptions of the college environment did no
(R*=0.62, p <.01). Furthermoregel er had a significant indirect effect |
of effort as the mediating variable. Pedhazur (1982) argues that standardized coefficients greater than 0.05 are large

enough to be of substantive importance and that thesee f f i ci ents should be interpr:q
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reasoning, it can be argued that although environment was not found to be significant ushtgiladvpoobability

test, its standardized coef fi ci exareasan foriténonsigrificaBce could of s
be due to the smalll sample size. Moreover, the coeffic
Pace.

Figure 1.Full Structural Equation Model with Standardized Factor Loadings and Directt&ffec
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DISCUSSION

These resul ts strongly support Paceobs (1979) pr of
determinant of growth and development while attending college. As seen in these results, the most important
influence on this set of leargin communi ty studentsd perceived gains wa
academic and social activities. Furthermore, the greater the effort students exert in their activities on campus, the
more challenging and friendly they perceive their instiuio and t hat , in turn, i mpacts
Thus, student effort not only directly and positively
indirectly enhances those gains by ewimomtenm.i buting to stu

Pace (1979) argues that studentsd perceptions of t|
motivation for student growth and development. Students first encounter the college environment at entry and
develop their perceptiothrough involvement with other students, faculty, coursework, and utilizing campus
facilities and other opportunities provided by the institution. Through this involvement, students learn the
expectations of the environment and the behaviors it rewaréseTéxperiences lead students to engage in the
amount of effort that is required for their desired outcomes. Pace claims that it is the combination of the
environment and effort students put forth that produces growth and development. Furthermoregiofiugains
from any background characteristic was manifested only indirectly through quality of effort in academic and social
activities. These patterns of influences are all evident in this sample of learning community students. The nature of
learning cormunities fosters student and faculty interaction, collaboration on coursework, and relationships with
other students, which promote positive perceptions of the collegiate environment and positive perceptions of
academic gains.

Wher e Paceds supported Was related torthe tatistical significance of the perceptions of the
institutional environment on academic gains. The greater the effort expended in academic and social activities was
expected to positively influence the perception of the cellege nvi r onment thus positivel
perceptions of gains. Although the effect was not statistically significant, the standardized coefficient of perceptions
of the college environment was large enough, according to Pedhazur (1982), todmicdélgmportance. Thus, the
more involved students were in academic and social activities lead these students to perceive the institutional
environment more positively therefore leading to a higher perception of academic growth and gains in college.

These results present strong evidence to support th
and college impress to study |l earning community studert
model and theCSEQin an effort to preide guidance to colleges and universities in their own studies for
understanding institutional effectiveness. Pace argued that by focusing on both effort and environment in the model,

a shared view of responsibility is shown. That is, institutions aneonsgble for providing students with the
opportunities for learning and development and establishing an environment conducive to scholarship and growth,
and it is the studentsd responsibility f msibilitemieedng adv a
to be considered to optimally understand college student development.
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ABSTRACT

This longitudinal study examined the impact of stiertn, manipulativébased arithmet instruction on
improving knowledge and decreasing misconceptions. This treatment reflected constructivist principles
using an approach <called figui ded constructivism. o
undergraduates enrolled in a child deyshent course at an urban, comprehensive university. The
design included three data collection points: (a) a pretest survey of arithmetic misconceptions and
knowledge, (b) a posttest survey at the end of the course, and (c) a longitudinalfoléauweg during

student teaching, typically 18 months after the course.- freosttest survey scores showed a
statistically significant increase in arithmetic knowledge accompanied by a significant decrease in
arithmetic misconceptions. At the 18 months fellop, significant gains in knowledge and significant
decreases in misconceptions were still present. The results indicate that manipulatives can effectively and
efficiently reverse longtanding arithmetic misconceptions and increase arithmetic knowlssigee
education majors enter classrooms astfole teachers.

INTRODUCTION

In Principles and Standards for School Mathemaf(id&CTM, 2000), the National Council of Teachers of
Mathematics addressed the lack of mathematics sophistication in preseacicers:

[ T] eachers must know and understand deeply the mathe
be skillful in choosing from and using a variety of pe
know the ideas with which students often havdicdify and ways to help bridge common
misunderstandings. (p. 17)

A significant barrier to mathematics understanding and pedagogy is that most teachers simply end up teaching
in much the same way they were originally taught as students, as if theirspo&tgraining could do no better
(Bauersfeld, 1998; 8autels, 2000). Such a situation can be made even worse if pass on arithmetic misconceptions
(i.e., false knowledge believed to be true knowledge) that could ultimately mislead one or two genafraions
student s. In order to advance teachersé mathematics u
must find effective ways to reverse wdthcumented teacher misconceptions about arithmetic.

The most e xt ensi v thmeticomiskonceptionst hasabedn eepstéd by Graeber, Tirosh, and
Glover (1989) and Tirosh and Graeber (1989, 1990a, 1990b). The significance of that body of work is twofold.
First, it measured the prevalence of misconceptions, and second, it pionéderedag ni t i ve confl i ct o
reversing the misconceptions. Yet in nearly two decades since the original reports, relatively little work on teacher
misconceptions has been undertaken (Green, Piel, & Flowers, 2008).

The Tirosch and Graeber miscoptien research were landmark studies, but they contained important
limitations. First, the conflicteaching interviews served as both independent and dependent variables, thereby
confounding the treatment with its resulting effect. Second, inducingcogi ve confl i ct can be
inefficient enterprise, because individuals seldom recognize their own misconceptions. For example, of 21 subjects,
Tirosch and Graeber (1990a) reported that only 6 spontaneously recognized a contradiction, rence@ognaized
a contradiction only after multiple, simple prompts. Third,-on@ne interviews lasted 35 to 50 minutes, and they
were undertaken only in the context of division. Extrapolated to include the other arithmetic operations, such an
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interventdn could rapidly become prohibitively labmtensive, so conflict teaching is probably not an intervention
that has widespread efficacy for teacher education programs.

An alternative approach, one stild]l dteal knawéedge dsr om P
originating in the inventive activities of the learner, through actions on objects rather than from sensory impression
or social transmission derived from teachers and parents (see Piaget, 1970, 1974). Following this reasoning,
arithmett misconceptions can be understood as inventions and meanings that reflect incomplete or partially adapted
knowledge.

The widespread and wealocumented arithmetic misconceptions among preservice education majors suggests
common but incomplete school etfences spent learning arithmetic with, about, and threygibols What we
are suggesting here is that some misconceptions may originate and persist because they depend purely on symbols.
Moreover, simple misconceptions learned in elementary schapl @ddition and multiplication make larger;
subtraction and division make smaller) may produce conceptual misunderstandings that seldom get corrected in
more complex mathematics classes because even when symbolic answers are accurately compedeigtbea
solution is seldom provided or even sought (Green, Piel, & Flowers, 2008).

Some support for this line of reasoning derives from Tirosh and Graeber (1990a), who have suggested that a
standard algorithm may itself be the source and continuing dupp@n underlying misconception. In this sense, a
misconception may originate in a conceptual limitation of abstract number symbols. That is, when numerals instead
of objects undergo arithmetic manipulations, as is typical in elementary school alassibs easy to see how
inappropriate conclusions could be draagma function of the numerals used rather than the values they represent

Consider, for exampl e, the division basic fact 8 0o
people will draw two things because they think the numeral 2 must stand for objects. Such thinking, however, can
only occur if six fAthingsd got | ost in the computatio

things; it refers to twaets of things (or inversely, 2 x 4 = 8). The division misconception is simply emblematic of
what also occurs with misunderstandings about the other operations.

OQur primary focus pedagogically is on peuldtiwwes fm ng fAac
this sense, our treatment might be calieided constructivisnisee Green, Piel, & Flowers, 2008). Students are
guided in building an appropriate concrete model and then guided in (shown) how to use the model to perform
actions embedded mr obl em si tuati ons. Because our focus is fAac
describes an arithmetic arrangement to be performed for anwieal | d pr obl e m. With fguid:i
students are taught Wew 0t @sc d @mrod isn aotf e aftrhda minp ulhatti can
actions on objects.

Our notion of figui ded constructivismd is similar to
construction. Our intent is to guide students through eatuley of manipulatives that represent increasingly
abstract objects from concrete to representational to transitional to symibdiig using manipulatives as tools for
examining, constructing, seeing, and testing the performance of arithmetic opemtidnstudying their

interrelationships. Gui ded constructivism begins with
for problem solving, and relies on the invention of personal meanings as the basis for understanding and sense
making.

For purposes of the study reported here, we hypothesized that classroom instruction using concrete and
representational manipulatives with preservice teachers would produce: (a) a decrease in arithmetic misconceptions
(invalid knowledge), (b) a correspding increase in correct knowledge, and (c) lergn changes that would last
well past an intervention posttest.
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METHOD

Participants

Participants were 34 undergraduate volunteers enrolled in three sections of a child development course taught
by thefirst two authors. The child development course is a-$eshester junior year requirement for elementary
education majors at a large, NCABEcredited state university in the southeast. Most of the subjects were female
(88.7%), with an average age2.12 years§D=7.88).

Treatment

To illustrate how constructivism can be applied to the elementary classroom, the instructors used abbreviated
lessons with concrete and representational manipulatives adapted from their mathematics education class. The
lessons covered four classes of ecB®s semester. All instruction was clasather than individual oriented. The
content of these classes consisted of using manipulatives to solve a problem posed by the instructor. Problems dealt
with all four opeations for whole numbers and for fractions. Students were asked to compare their solutions, and
the instructor demonstrated solutions with overhead manipulatives or whiteboard illustrations.

An important component of oWdnuciiggi deddeonst it wc taindi sp
| anguaged for the arithmetic operations so they coul d
arranging objects:

Addition ij oi ned (HWvi B8jbikedwith 4 is what?
i

Mul t i pl i coaftdi onx) 2 setsdf3iswhat?
Subtraction At ak e a\ay 8takeaway4 is what?
Division figr ouped i Bdraugedntosets of(2@gw many times?

(+)  8groupednto 2 sets, with how many in each set?

All problem situations geneted open number sentences that were phrased and modeled using this action language,
and connections between actions were explicitly made between operations on whole numbers and operations on
fractions.

Instrumentation

A Math Survey was developed to rseee arithmetic knowledge and misconceptions using the same set of 15
items. To accomplish this, each item had four possible choices: a correct knowledge answer, a typical
misconception, and two distracters (referentially illogical). The items measndmistanding of operations on
whol e numbers and fractions, the meaning of the fi=0 s
number sentences, and conceptual understanding of computing algorithms.

Two scales were calculated from the Matim&y items: Misconception and Knowledge. Fifteen of
the items were used to calculate the Misconception scale. The Misconception scale was the percent of

mi sconception options a participant sel egtedinred across t
scores ranging from 0% to 100%. The Knowledge scale was calculated from the percent of correct
responses based to the Math Survey items (Cronbachés a

At the end of the Math Survey, students completed an additional sheet showiigipa df fractions exercise:
1% + % = ?. Directions on the sheet prompted students (a) to show the actual computation of a correct solution
and then (b) to draw a picture of their solution to show what it means. For the picture, they weresdnstruct
Al magine that the problem above is about pizzas. Dr aw
pizzas (1l abel any elements for clarity).o

Pictorial representations were scored on a -fmint scale: 1 = no representation, 2 = inappater
representation of wrong answer, 3 = inappropriate representation of two objects, and 4 = appropriate representation
of two setsof threefourths The Math Survey and division of fractions problem took students between 8 and 20
minutes to complete.
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RESULTS

Thirty-four participants completed all three measures. Screening of the data indicated that there were no
outliers, and the distribution appeared normal. The means and standard deviations are reported in Table 1. Figure 1
displays a graphical regsentation of the average percent correct for knowledge and myth (misconceptions) across
the three time periods.

Two oneway ANOVASs were used to examine differences between knowledge and misconception scales across

the three time periods. There was a statlly significant within subjects effect for the knowledge scé&(g2,

66)=89.12, p<.001.

significantly higher than the pretest (before intervention), suggestingt thae

The followup comparison indicated that the posttest (the ceemdemeasurement) was

intervent.i

on incre

knowledge. There was also a statistically significant difference between pretest and follow up (18 months after
course end, during student teaching semester), indicating that students had significantly more aiticonetie ar

knowledge 18 months after the intervention than before it began. There was a significant decrease in knowledge
accuracy between the posttest and the follow up.

Table 1.Percent Correct Means and Standard Deviations for Knowledge and Mytts Scale

Knowledge

Myth

Pretest
M
18.33

60.20

SD
9.11

11.47

Posttest

M SD
64.52 17.79
17.84 13.66

18 Month Follow Up

M
40.88

30.64

SD
16.22

12.92

There was also a statistically significant within subjects effect for the miscamtegmti myth scoref(2,

66)=149.72,p<.001. Post hoc comparisons showed a significant decrease in misconceptions between pretest and

posttest (the course n d

measurement),

suggesting that

t he i

nterven

also a fatistically significant difference between pretest and follow up (during student teaching) myths, indicating
that students had a lower myth score three semesters after the intervention than before it began. At the same time,
follow up myths were signif@ntly higher than at the posttest, which suggests how resistant to extinction arithmetic

myths are.

Figure 1 Percent Knowledge and Myth for Pretest, Posttest, and Follow Up
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DISCUSSION

The findings of the longitudinal study reported here are batiisttally and educationally significant. They
suggest that a relatively modest investment of instructional time that includes appropriate manipagailve
problem solving can produce powerful educational benefits for preservice elementary teatlses rtreintained

over an 18 month period. The primary focus of this study was to assess the hypothesis ttatrshoithmetic

instruction using handsn manipulatives and observations of instructor activities with manipulatives could
effectively revese arithmetic misconceptions and that these reversals could be maintained over time with no follow
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up instruction. It is also important to note that corresponding improvement in arithmetic understanding is necessary
in maintaining the drop in misconcepig

This longitudinal study is important for third reasons. First, it is clear that arithmesiconceptionsreported
by Tirosch and Graeber (1989, 1990a, 1990b) can be systematically ameliorated through the use of whole class
instruction using manigative materials, and these improvements can be maintained over an 18 month time period
with no follow~up instruction.

Second, mathematidsiowled@ can also be improved and maintained through the use of the same approach.
However, the significant imprements in both misconception and knowledge did exhibit some decay between the
posttest and the follow up testing. Misconceptions may be partly remedied, but it is better to prevent them in the
first place.

Third, this longitudinal study reliably demstrates that the same activities used to reverse misconceptions and
improve the accuracy and depth of arithmetic knowledge produce significant changes that endure over time.
Recall, for example, that students were initially asked to illustrate tHaticsoto 1 %2+ 3% =? In the pretest 18
months earlier, the most frequent illustration showed either two whole pizzas or two pieces of pizza (instead of two
sets of ¥ pizza, the correct answer). However, after 18 months, students maintained thetsndidg that the
computed solution A20 represents two of IJés of a pizza

If knowledge can be constructed, then it can beorestructed. The key issue is, how can mathematic
educators effectively teach education undergraduates -{oconsructing more eaningful and accurate
understandings of arithmetic concepts? The study reported here shows that gains achieved threwgtd dicest
effective strategy are substantially maintained over time. While a portion of these gains were given back in the
follow up, students clearly benefited in comparison to their pretest performance. In short they knew more about
arithmetic, had fewer misconceptions about arithmetic, and would therefore pass fewer misconceptions on to their
students. The trouble with miste ept i ons i s that people dond6t even kno
misconceptions may get perpetuated in the classroom. Mathematics educators have a responsibility to engender in
teachers a fAdeep uniditpaterrs,nfubtions,gand mednings (NCTM) 2080). | The study
described here suggests that there are direct, pragmatic, reliable and effective means of providing mathematical
experiences for preservice education teachers that reduce misconceptions and increase knawlstloye, it
doesnédét take | ong andincreaseknowledgensirg manipuatves i o n s
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ABSTRACT

Virtually no work exists on student self constructs in the standamslsd accountability movement. This

study addresses that gap. Based on seventh grade results from Kentucky, relationships among
demographic factorsSeltConcept of Science Ability, Effort in Science, and science achievement were
investigated. The database includes studeéts 49267 for 19971998) and schools\(= 333 for 1994

1998 Accountability Cycle 3), examined separately. Descriptives and laultggressions were
computed. For student level, the self constructs produced Adjestéd033 for science scores. Entering
demographics first, hierarchical regression explained 9.4% of the variance. At school level, the self
constructs produced Adjust& of .038 for percentage change scores in sciGaw®ol level hierarchical
regression explained 4.3% of the variance. These results likely understate the influence of student self
constructs in accountability testing because of the loss of signifstadént level population due to
measurement error for free/reduced lunch status.

INTRODUCTION

Student self constructs (s&bncept, selefficacy, motivation, etc.) have an effect on school performance
(Pajares, 1996; Wittrock, 1986). It is therefsteking that the accountability movement, which currently dominates
school reform efforts, is virtually silent on the internalized cognitions and emotions of students, ultimately the most
important role group in the quest to improve learning.

This omison stems in part from the political struggle that frames the stantas#sl accountability
movement (cf. Bracey, 2004; Berliner & Biddle, 1995; McDermott, 2007). The contrasting positions are often
portrayed in moral terms (McDermott) with conservativading against teacher unions and the entrenched
educational bureaucracy while liberals focus primarily on the widespread effects of poverty and basic societal
inequalities. Resulting policies focus on the actions and responsibilities of the adult pisisagdth the unstated
presumption that if the quality of teachers or whatever other favorite prescription is improved sufficiently, then
student achievement will necessarily improve.

Politics are not the only reason for this simplistic model (leaviuglemts out of the equation). More
pragmatically, accountability research tends to be large scale. Outcomes utilized typically represent either state
performance assessments or some type of data available nationally. Independent variables are ésstatitdly |
demographic controls (e.g., Lyons, 2004). Neither instructional quality nor student self constructs are typically
collected for such analyses because of time and cost.

PURPOSE

This study examines the ef fiegoohmiddie chosltsaiedce actoaniabilys y ¢ h ol
outcomes for both student and school level analyses. This is significant because science is seldom investigated and
fares poorly compared to other subjects (Petrosko, 2000; Poggio, 2000), middle schools thglbetentary and
high schools (Kentucky Department of Education, 2000; Southern Regional Education Board, 1999), the Kentucky
Education Reform Act of 1990 (KERA) represented a radical break from traditional education and is generally
recognized as the mosktensive reform package among all states (Petrosko), and studies rarely examine both
individual and school level outcomes (cf. Miller, Smith, & Ennis, 2006). The research question reflects the purpose
of the study: For both student level and school lewellyses, what is the effect of the mediating constrBeH-
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Concept of Science Ability and Effort in Sciera science achievement, controlling for demographic variables?
METHODS

This quantitative report examines the relationship between demdgfaptors, mediating variables (student
self constructs), and science accountability scores for Kentucky middle schools (seventh grade). Part of a larger
study by L. S. Ennis (2002), the secondary data file was obtained from the Kentucky Departmergatibiedu
(1998a, 1998b). Data for studenks £ 49267 for 19971998) and schooldN(= 333 for 19941998 Accountability
Cycle 3) were analyzed separately.

Student and School Level Control Variables

Non-alterable demographic factors (Bloom, 1980) are tigrabvariables for this study. For the student level
analysis, each variable is identified for a given student.

Gender (GENDER): Selfeport during KIRIS assessment, coded as Male = 0; Female = 1.

Race/ethnicity (RACE): From KIRIS assessment, fivé-mported racial designations were collapsed to
Nonwhite = 0; White = 1.

Free/reduced Lunch (FRERED): Sed#ported during KIRIS, coded as Not Receiving Assistance = 0;
Receiving assistance = 1. However, Smith, Neff, and Nemes (1999) discovered deatssat some schools
drastically undereported their Title | status. To limit this inaccuracy, official sckreplorted percentage free and
reduced price data were compared to studenteptfrted figures. If these two percentages were within 5% of one
another, the selfeport data were considered accurate. At the seventh grade, less than 50% met this criterion. This
drops the population size frod= 49267 toN = 20989. These restricted numbers are used when reporting both the
descriptive statistics anthe regression analysis for the student level results. This procedure, while ensuring
accuracy, has the potential to understate effect sizes; Tabachnick and Fidell (2000) note that any reduction of the
population by more than 5% can be problematic. Heisewould occur disproportionately in schools with higher
poverty rates.

Region (REG): Dummy coded by attendance regio)(las established under KERA for instructional
support. Region 8 (Southeastern Kentucky counties) is the comparison category.

For the school level analyses, the student level demographic factors were aggregated for each school unit
(seventh grade). Data from the four years of the Accountability Cycle were averaged unless otherwise noted.

Gender (SCHGENDER): Percentage of femaleigipeints, obtained from the Kentucky Performance Report
(KPR).

Race/ethnicity (SCHRACE): Percentage of white students, taken from KPR.

Free/reduced Lunch (SCHCOMBINED): Percent of students on free lunch added to percent on reduced price,
obtained fronvalidated KDE data for 1997 and 1998.

Region (SCHREG): The dummy codes for individual students were aggregated at the school level within each
of the eight attendance regions, with Region 8 as comparison.

Mediating Variables

The mediating variablesfaoncern in this study represent student self contructs. A mediating factor is
generally considered to represent an internal state of the agent who generates an outcome variable such as a test
score, thus intervening between a prior independent varialll¢ha dependent variablEwo questions considered
to reflect these internal processes were posed to the seventh graders as part of the KIRIS science test.

StudentSelConcept of Science Ability (SSCSA): iidithev wel |
test?0 There were four responses: (a) I did very poor
Answers were translated into gdint interval scale (4 high).

Student Ef fort in Science (BEBre fpfBHow bardhdi degbd@o

choices: (a) | did not try; (b) I tried a little; (c) | tried a lot; and (d) | tried very hard. Responses were conveged into
4-point interval scale (4 high).
For the student level analysis, responses to ttvesamediating variables were identified at the level of the
i ndividual. Thi s all ows mat ching t he student 6s respoc
achievement.
The same constructs were utilized for the school level analysis. Here, hpbh@&bemediating variables were

aggregated to the overall school level (7th grade) to examine whether patterns exist fom school to school. School
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Self-Concept of Science Ability and School Effort in Science were coded as SCHSCSA and SCHES, respectively.
Dependent Variable

The dependent variable for the study, science achievement, is measured at both the individual and the school
level. The absolute grade seven science achievement test (SCIENCE) score for tB8 $6Bdol year is the
individual studentlevel criterion. Results for the Science Index are reported based on four catdgovieg,
Apprentice, Proficient, and Distinguisheoh a 14@point scale. Both students and schools are expected to reach
Proficient (a score of 100) by 2014. This is ayvdemanding standard, pegged to the National Assessment of
Educational Progress (cf. Petrosko, 2000; Rothstein, 2004).

For the school level, the dependent variable is the percent of change in science achievement test scores
(%CHANGE) for the seventh gila for Accountability Cycle 3 (1994998), computed from the aggegate school
scores on the Science Index.

Regression Model

After computing the descriptive statistics for both student and school levels, multiple regressions were
conducted to answer thresearch question. Because there are two levels of dependent variables, separate multiple
regression analyses were necessaary. Multivariate regression was deemed inappropriate because the two dependent
variables, both based on KIRIS test results, werenipatible both logistically and conceptually. Thus the
calculations were run at the student level and the grade level. First, simultaneous regression was utilized to find the
direct effect of the mediating varibles (the student self constructs) on scieh@vesnent. Subsequently,
hierarchical regressions controlled for the demographic factors prior to entering these same mediating varibles
(Tabachnick & Fidell, 2000).

A note on inferential statistics is necessary here. For inferential procedures, sblpchat exist in sample
statistics are the basis of parameter estimates for the full population. The current study, however, is based on the
entire population of seventh graders rather than sample data. Differences among variables are typically compared
directly for populations. However, multiple regression represents the best technique for estimating extant
relationships within a population and the Kentucky Department of Education routinely analyzes statewide data this
way.

RESULTS
The analyses ihgded descriptive statistics for the demographic factors, mediating self constructs, and the
criterion, science achievement. Multiple regressions, both simultaneous and hierachical, were computed to estimate
relationships among the vaiables. The work fardent level and school level is presented in turn. Only the
regressions are reported here due to restrictions on space. Other tables are available in L. S. Ennis (2002).

Table 1.Regression of Student Science Achievement on the Mediating Variabled 968G 2

Variable B SEB Beta t Sigt
SSCSA 2.312 0.225 0.070 10.26 < 0.0001
SES 4.937 0.221 0.152 22.32 < 0.0001

Table 1 presents the regression of student level science achievement on the two mediating varibles. Although
both are significant, the Adjusteé®’ is quie small (.033). The standardized regression coefficients indicate that
Effort in Science has the greater influlence (beta = .152). Table 2 gives the hierarchical regression for student
science scores. Here, the demographic factors are entered in Stépthewnediating variables in Step 2. The total
variance explained increases to 9.4%, still a small effect. With the prior inflence of the control factors, the mediating
varibles have a slightly reduced effect.

Table 2.Regression of Student Science i@zément on the Mediating Variables Controlling for the Demographic
Variables(N = 21960)

Variable B SE B Beta t Sigt
Step 1
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FRERED -6.972 0.478 -0.122 -14.57 <0.0001
RACE (W) 11.159 0.474 0.161 23.55 <0.0001
GENDER (F) 3.224 0.270 0.077 11.94 <0.0001
REG 1 0.486 0.737 0.007 0.66 0.5096
REG 2 4.265 0.699 0.070 6.10 < 0.0001
REG 3 -0.602 0.671 -0.011 -0.90 0.3698
REG 4 3.322 0.689 0.058 4.82 < 0.0001
REG 5 3.629 0.676 0.069 5.37 < 0.0001
REG 6 -0.445 0.625 -0.007 -0.71 0.4766
REG 7 -0.348 0.921 -0.003 -0.38 0.7055

Step 2
SSCSA 2.421 0.221 0.073 10.94 <0.0001
SES 4.326 0.217 0.133 19.95 0.0001
FRERED -7.272 0.478 -0.128 -15.21 <0.0001
RACE (W) 10.153 0.478 0.145 21.23% 0.0001
GENDER (F) 3.064 0.274 0.073 11.16 <0.0001
REG 1 0.400 0.732 0.006 0.55 0.5847
REG 2 3.888 0.695 0.064 5.60 <0.0001
REG 3 -0.162 0.671 -0.003 -0.24 0.8097
REG 4 3.543 0.688 0.062 5.15 < 0.0001
REG 5 3.506 0.674 0.066 5.20 < 0.0001
REG 6 -0.202 0.620 -0.003 -0.33 0.7439
REG 7 0.084 0.915 -0.001 0.09 0.9268

AdjustedR® = .0680 for Step 1; the change of Adjusid= .0256 for Step 2.

The percentage change in school level science is regressed on the mediating variables in Tatdes 3he\s
case for the student level regression, the effect size is very small (3.8% variance explained); the standardized
coefficients at the school level are very similar. In Table 4, the hierarchical regression demonstrates that there is
essentially norifluence from the demographic factors at the school level; the total variance explained increases only
to 4.3%, and that appears to be associated with the self constructs, not the controls.

Table 3.Regression of Percent Change Scores in Science ondtiiatiig Variables at the School Level (N = 254)

Variable B SEB Beta t Sigt
SCHSCSA 33.344 16.719 0.1321.99 0.0472
SCHES 34.684 18.309 0.126 1.89 0.0593
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DISCUSSION

The results described above almost certainly underestimate the influence of student self constructs in
accountablilty testing due to several limitations of the current study. These include, first, a very narrow
conceptualiztion of the mediating variables. Because of concern over student effort during accountability testing, the
Kentucky Department of Eduttan focused the seljuestions on the test itself rather than science generally and
limited the constructs to single items. Second, both student measures yielded ceiling effects (data not shown) with
concomitant lower effect size (restriction of rangefird, more than 50% of the population at the student level
could not be used due to measurement error on theepelfted free/reduced lunch status. That in turn led to a
restriction of range in socioeconomic status as a high proportion of studentslddthave been from low income

Title | schools.

Table 4.Regression of Percent Change Scores in Science on the Mediating Vatiabtesling for the
Demographic Variables at the School Lefiél= 254)

Variable B EB Beta t Sigt

Step 1
SCHCOMBINED -0.034 0.094 -0.030 -0.36 0.7182
SCHRACE 0.099 0.191 0.045 0.52 0.6052
SCHGENDER -0.309 0.324 -0.061 -0.96 0.3404
SCHREG 1 5.497 7.215 0.069 0.76 0.4468
SCHREG 2 12.654 7.433 0.1451.70 0.0900
SCHREG 3 10.274 10.194 0.092 1.01 0.3145
SCHREG 4 7.526 7.573 0.078 0.99 0.3214
SCHREG 5 -2.191 7.432 -0.027 -0.29 0.7684
SCHREG 6 -1.225 5.203 -0.018 -0.24 0.8141
SCHREG 7 2.104 6.719 0.023 0.31 0.7544

Step 2
SCHSCSA 13.682  18.085 0.054 0.76 0.4501
SCHES 60.835 21.934 0.220 2.77 0.0060
SCHCOMBINED -0.003 0.092 -0.003 -0.03 0.9721
SCHRACE (W) -0.048 0.193 -0.022 -0.25 0.8043
SCHGENDER (F) -0.430 0.329 -0.085 -1.31 0.1929
SCHREG 1 8.553 7.327 0.108 1.17 0.2442
SCHREG 2 14.673 7.454 0.168 1.97 0.0502
SCHREG 3 14.108 10.096 0.126 1.40 0.1636
SCHREG 4 11.484 7.719 0.120 1.49 0.1381
SCHREG 5 2.742 7.494 0.034 0.37 0.7147
SCHREG 6 2.257 5.240 0.0330.43 0.6671
SCHREG 7 5.930 6.708 0.066 0.88 0.3775

AdjustedR® = -.0004 for Step 1; the change of AdjusBd= .0435 for Step 2.

The results presented here have demonstrated thidityiaof collecting data on student self constructs during
statewide accountability assessments. Future research should include the development of better measures of student
self processing, i.e., multipieems constructs focused on science generatlyerathan just the test. In addition,
better measures of socioeconomic status are imperative. Further, recent evidence from Kentucky indicates that a
broader set of demographic varibles would be more efficacious (B. C. Ennis, 2007; Lyons, 2004). Witedmpro
indicators of the student medating varibles and sdeimographic factors, it will be possible to ascertain a more
realistic picture of the effects of student mediating variables on accountability outcomes.
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EXPERIENCING SCIENCE THROUGH ENRICHMENT: THINK, THINK, THINK!
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ABSTRACT

Success in science teaching relies on manybatéss. Some teaching characteristics work for some
teachers but may not work for all teachers. Not all of the same characteristics may be seen in all great
science teachers. What works in one teaching situation, may or may not work in a differentrolassroo
environment. Qualities such as leadership, personality, commitment, communication, and desire to teach
may lead to student successes in the science classroom. Enrichment activities allow for experiences that
contribute to learning in the science classnod&ach individual is unique and each must develop their

own teaching style so that creative enriched science activities will foster increased interest and learning in
science classes. Thinking is essential in science teaching to allow creativity.

INTRODU CTION

Research in science teaching is constantly underway. Findings are constantly written and reported. How
does one know which great finding or idea will be meaningful in successful science teaching in another individual
setting? How can one be assutkdt the latest finding will actually work into the existing plan of science teaching
or that science curriculum changes or ideas from other research will lead to greater student understanding that will
eventually increase learning outcomes? These qussii@ relevant in dealing with any research or ideas that show
up in educational settings. Learning how to determine what is compatible for each learning situation is key to
success in teaching and learning as it relates to any content area.

RESEARCH INV OLVING LEARNING

Keeping up with the latest information involving learning is not always possible. However, it is important
to keep up with as much as is possible. Some articles compile information for ease of reading findings of previously
reported reseah (Christie, 2006) involving learning.

While thinking about research in science teaching, education and learning in general have to be considered.
Many qualities necessary in teaching science are necessary for teachers in general. Learninglie poepofkes
of school (Ryan & Cooper, 2004) and is generally looked at as the main purpose but other purposes such as civic
responsibility, preparation for the future, and being able to succeed in society are considered important in teaching
students. Inagorating these in science classes can be creatively accomplished.

In civic responsibility, science knowledge is important so that students can understand the safety involved
in an issue |ike nuclear power . dulatiors areidvelved isthedboildifgt unde
and operation of a nuclear power plant, they may not understand the overall issue of nuclear power. They may not
understand how efficient nuclear power is or how much power is generated presently from nuclearheywaayT
not understand that nuclear power plants have operated for many years at a very efficient rate (Nuclear Energy
Institute, 2009).

CONCEPT OF SCHOOL

The concept of school being the place of preparation for the future means that students nasthiedrn
for themselves and become decisimakers. Using science news reports is one way to bringvaéd experiences
to discussion (Jarman & McClune, 2007). Science issues in the news, such as artificial sweeteners or bottled water
can facilitate ingiry which relates to decisiemaking for the future health of the individual. Health issues can cause
societal consequences. Ebenezer & Conner (2005) believe that inquiry must take place in a social setting; hence,
success in society is intertwined withnamber of issues, just as teaching in a science classroom with many
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activities taking place at the same time can lead to a great science class or ttg#atming. Much activity in a
science classroom or in any classroom can be quite confusing oatingstf classroom management is not properly
conducted. Additionally, science achievement must be guided by the National Science Education Standards
(National Research Council, 1996). Keeping all of this coordinated does keep the science teacher busy!

CONCEPT OF REFLECTION

While coordinating the science students in activities that will, hopefully, lead to successful achievement,
another important concept is essential. The concept of reflection (Ryan & Cooper, 2004) is considered important to
those conslering the teaching profession or to those already teaching science. In order to improve, or better still
survive, in the science classroom, the science teacher must constantly reflect on the lesson presented. Did the lesson
proceed as planned? Can thestesbe improved? Did the allotted time match the actual time needed to complete the
lesson? Was enough material available to cover all of the class period? Were the enrichment activities sufficient for
the students who finish early?

Teaching itself réés on the ability to manage many aspects of the classroom happening all at the same
ti me. Prior experiences that have occurred in the stud
classroom and in life in general.

PRIOR EXPERIENCES

Prior experiences that students have encountered in classrooms with science teachers may affect the way
these students will eventually teach science when they become teachers. This modeling along with other aspects
such as personality, communicati@md desire for teaching may affect how a teacher teaches (Polk, 2006). The
exact characteristics of personality that great teachers possess have been elusive (Young, 2009). People are different
and the personalities of excellent teachers vary. Jusasses! differ, so do the teachers who teach them. It has been
said that people with good personalities make good teachers but defining good personality is not easily
accomplished. We all wish for classes filled with students who want to study sciencéshdingsd not always
happen. Regardless, teachers who desire to teach science will strive to succeed in the classroom.

CONTENT BACKGROUND

Does the desire for teaching make an individual want to be an excellent teacher? McElroy (2005) believes
that the edcation teachers receive should include a strong content background and should be based on research as
wel | as fAexperiences of our memberso (p. 8). Di |l | (1
pedagogy. Additionally, he felt thatqgfessional development for teachers could increase student achievement.

TEACHING EFFECTIVENESS

Student achievement is one way in which effectiveness of teaching is measured. The question arises then as
to how to measure student achievement. Is it ptessd measure teaching effectiveness by student achievement?
Many factors affect student achievement. Ding & Sherman (2006) compare teaching effectiveness to a
physician/ patient relationship. Whil ealth atedthesscanndtlzen i s n
totally responsible for student achieeementd Lendh( 2060
at the university level to interest students in science. Teacher shortages exist in the sciences so tedehets who
science at any level need to be enthusiastic and creative so more future teachers will be attracted to science
education.

Attracting talented science students to education requires committed science education leaders. Leadership
is important ineducation (Young, 2009). It is important for the future of science education in the teaching
profession. At a recent Phi Delta Kappa Leadership Summit, attendees constructed a list of 16 characteristics that are
often seen in successful teachers. Somdahefe include flexibility, cooperativeness, eagerness for increased
knowledge, passionate facilitator, and inspirational encourager (Young, 2009). These characteristics have been
witnessed in many successful science teachers and they must be stressdithied education of future science
teachers.
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CONCLUSION

Keeping in mind all of the aforementioned characteristics, it is also important to accentuate the uniqueness
of all individuals. Because no two individuals are exactly alike, it must be strésgedne teacher cannot teach
exactly like any other teacher. While former experiences mold and shape our actions, we are all different just as our
classrooms are made up of uniquely different students. Each teacher must enrich their own classrodeo, that
is unique. Creativity must be allowed in teaching so that variety can continue to make science interesting with
enrichment.
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CREATING A CULTURALLY RESPONSIVE CLASSROOM FOR NON -NATIVE ENGLISH SPEAKING
STUDENTS IN NON-LINGUISTIC MAJORS
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ABSTRACT

This article discusses the issues of -native English speaking students within English speaking US
colleges and universities, particularly those withirjarsathat are notfinguistically or foreign language

oriented (e.g., science, math, education). This article uses current research and theory to give suggestions
for creating a culturally responsive classroom for students who are learning English asldesaguage.

These suggested interventions are empirically supported and intended to facilitate learning for these
students within their various majors

INTRODUCTION

There are more students in US colleges and universities who aretiem English spskers than ever before

in history (ParTaylor, Walsh, & Ventura, 2007). Currently it is estimated that there aré Z8.4. million foreign
born individuals within the US, which is a 57% increase over the 1990 c@hsicker, 2003Gunde, 2003)It is
also estimated that by the year 2050 there will be a 213% increase in the general US population for Asian
Americans, a 188% increase for Hispanic Americans and a 71% population increase for African Americans (U.S.
Census Bureau, 2004). According to the ®@ensus, 34% of college students residing within the US had a first
language that was other than English (U.S. Census Bureau, 2000a). This figure includes bothdoresgrdents
and those who were born in the US, but who were not English speakimgjrimdmes, such as those living on the
US/Mexico border (Malia, 2006)f this trend continues as anticipated the number of college students in the US
whose first language is not English can be expected to increase exponentially.

In perusing the literate of many academic domains including early childhood education, nursing, teacher
and physical education, adult literacy, multiculturalism, linguistics, and English as a second language we see a
variety of definitions for students who are second languzamérs. This author prefers the acronym of L2 and this
definition will be used throughout this paper. The L2 status as defined in this paper designates students who are non
native English speakers and who are learning English as their second langualge. dénotes those who have
some degree of English literacy, but who are not completely bilingual in their English language acquisition and
linguistic ability.

The English speaking abilities of nomtives will differ from student to student and withiffetent families.
For example, among Spanish speaking people in the US, 28.3% have minimal English speaking skills or cannot
speak English at all. For people who speak an-Baimpean language 13% have minimal English speaking skills or
cannot speak Enigh, and for those who speak an Asian or Pacific Island language, the percentage is 22.5% (U.S.
Census Bureau, 2002b). Due to the large number of students in US colleges and universities who are-not native
English speakers, linguistic sensitivity in thasdroom is needed to help address the various needs of these students.

The primary language of US college students is an important cultural variable that is largely overlooked by
many US educational programs. The purpose of this article is to highlighissue and offer a reseaschsed
rationale for why instructor intervention can increase the success of students who are n@ngdithespeakers
within US classrooms. This article offers a myriad of empirically based suggestions for instructoramthio w
incorporate linguistic sensitivity into their classrooms.

SUGGESTIONS FOR CREATING A CULTURALLY SENSITIVE CLASSROOM
A literature review from the abowvmentioned disciplines yielded a number of suggestions for working with
second language leamsethat can be adapted for other US educational programs and majors. The issues discussed

will pertain to creating a culturally fair grading and learning environment for thesaaiwe Englishspeaking
students.
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Creating A Culturally Fair Grading Envi ronment

First and foremosinstructors need to develop knowledge of L2 learning and language acquisition (Commins
& Miramontes, 2006). Research indicates as many as 75% of L2 students are in classrooms with instructors who
lack training or knowledge irecond language acquisition (Curtin, 2005). Language acquisition is a process that is
individualized and L2 students may develop at different rates.

Some adult L2 learners may never completely achieve English language acquisition (Montrul, Foote, &
Perpnan, 2008). These students may be able to express some concepts in English, but may need to express others in
their native language. There may also be certain features of the second language that will be difficult for the adult
learner to master dependingpon the age at which they first began to acquire English. Research indicates that
mastering a second language is-dgpendent in that it is easier to learn the younger that one begins. According to
Esau & Keene (1981) this age is around the onset offyube

The challenge for many L2 learners is that they not only have to learn new words in a new language, but they
must also master the concepts and ways to express those concepts, so that they are understood (Brown, 2007;
Haneda, 2008). Instructors whreaither native English speakers, or completely bilingual, may forget that language
is a culture that needs to be navigated (Hagan, 2004). Commins and Miramontes (2006) suggest that instructors ask
themselves fiwhat ar e t hé&ndedtaunderstarsl anl be ablato peita areomplidh this st u
activity successfully? (p. 244)0 This is important, b
understanding, but can cause misunderstanding, which is detrimental to L2 stad@ngl(Beaman, 1994; Sandhu,

Reeves, & Portes, 1993).

Instructors should know the language backgrounds of their students (Beaman, 1994; Commins &
Miramontes, 2006). Research suggests that the instructor having cultural knowledge of the studenttoan lead
enhanced educational experiences for these students (Curtin, 2005). Different languages have different rules and
students are apt to make errors in English common to their native language rules. For example, native Spanish
speaking students may pladestadjective after a noun (e.g., car red) instead of before it as indicated in English
(e.g., red car). These common differences between languages should be viewed as a cultural variable, not simply as
an English grammatical error. Therefore while thesmmgnatical errors should not be counted against the L2
student, instructors should correct these errors, in order to help the student learn the differences between their
native language and English more quickly. Instructors can be aided in their edueagjomr di ng t hei r st |
native languages by consulting faculty in the foreign language departments of their institutions.

Haneda (2008) argues from a sociocultural perspective that teachers are crucial to how much L2 students
learn in class regardingea e nt . She states the degree of | earning fo
awareness of the L2 |l earnerds needs, how these instruc
larger environment of the institution as to whetihés supportive or unsupportiv€eungyoun, Butler, and Tippins
(2007) posited that treating students fairly does not always mean treating students equally. If we treat culturally
diverse students the same as EMAmoerican learners are we not then disgnating against these students
(Commins & Miramontes, 2006} o r exampl e, i f we grade L2 | earnersbd
speakersé papers, are we not t hen-Amaeitad stamdprd?als tee2 t ur al |
learner nothen at a disadvantage?

One issue L2 learners face is that faculty can have a high degree of inconsistency in grading L2 papers due to
student errors in grammar and syntax (Schaefer, 2008). There is some indication in the literature that there may be
bias toward L2 learners regarding written class work (Schadfer3. may be especially true in academic writing,
because academic writing skills take |l onger for L206s t
Seungyoun et al., 2007).

I n many cases L2 studentsd academic writing does no
ability unless that student is an advanced L2 learner. Therefore, the L2 learner is more likely to make errors that
negatively impact his or her gradwithout a rubric pertaining to how an instructor plans to handle the grading of
L2 papers, he or she may be inconsistent from one paper to the next.

Rubric for grading One way of combating potential bias or inconsistency in grading is by usingia rubr
specifically designed for grading the L26s written wor
criteria an instructor will use to grade a paper or assess a skill. The rubric can specify for both students and
instructors the criteai regarding grammar, syntax, spelling and so forth. This makes the process more objective and
systematic instead of solely subjective and can help minimize biased or inconsistent responses.

It has been suggested that instructors grade written work fl@at@ers based on content and not on English
grammar, spelling, or syntax. Students can be aided by being encouraged to look at their writing globally (e.g.,
clarity, organization, focus, referencing statements, proper referencing of sources and satliertthan focusing
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on English grammar and spelling (Brown, 2007; Malia, 2006). This global focus has been found useful in
increasing L2 academic English acquisition and may reduce L2 English language writing errors by reducing
anxiety (Brown). It has l@n noted in the empirical literature that student anxiety regarding grammatical structure

can actually impede L2 student English acquisition, which in turn impedes learning and writing success (Liaw,
2007; Malia, 2006).

Timing assignmentsAnother suggedin is to time assignments so that L2 students have time to process the
assignment in both their primary and their secondary languages (Drucker, 2003). Some L2 learners may need to
process the assignment in their first language, then translate and pracdssglish. This takes time. Individuals
not only use language to communicate to other individuals, but they also use it to process, think, and explore
concepts (Commins & Miramontes, 2006). It can be evident with many L2 students that they arehintééeeg t
and processing in their native language and then translating this into English.

Creating A Culturally Fair Learning Environment

Creating a culturally fair learning environment can be accomplished by modifying instructional style, lecture
conten, skill demonstration, and grading criteria to incorporate student cultural dimensions in the classroom,
specifically as it relates to language attainment (Seungyoun et al., 2007). All students should have equal access to
success. If instructional strateg and classroom climate are based on the needs ofAfwedcan learners then
linguistically different students will not have equal access. Therefore, instructors may need to move out of their
comfort zone and differentiate their methods to be moresinauwf L2 learners within their classroom (Commins
& Miramontes, 2006).

Improve instructor communicationlnstruction in linguistically heterogeneous classrooms can be a challenge
because instructors need to be cognizant of how they are expressingpthts so that it is comprehensible to a
range of student English linguistic skills (Commins & Miramontes, 2006). Instructors need to be mindful of their
word choices, rate and rhythm of speech, in providing wait time for students to process inforaratiasing
multiple examples to illustrate main points. Instructors need to pause between statements or conceptual points, face
the students, give contextual cues if applicable, enunciate their words, model behaviors, and avoid using slang terms
or collogualisms (Brown, 2008; Ching & Chang, 2008; Clancy & Hruska, 2005).

Commins and Miramontes (2006)u g ge st t hat instructors fimediate un:«
i magery, and or al i nstructi on aboubehelpiyiocreatmgvisuacmncept s
aid in understanding and provide contextual cues are:

Hruska, 2005). Instructors should also be sensitive to issues of comprehension and check frequentiyntfor stude
understanding (Brown, 2008).

Clarify Expectations Instructors need to clarify the US (and regional) expectations for student
behaviors/duties in the classroom. Differences may exist in different cultures regarding the perceptions of what a
student isdoes and how he or she conducts himself or herself in the classroom. It will be important for instructors
to make sure each student understands what i s expecte
(note: dominant culture can mean thetard of the program, university, or regional expectations and beliefs, as
well as EureAmerican or dominant US culture). For example, Williams and Butler (2003) note that in some
countries students are taught by the rote method and must write down vevhatithe instructor says, whereas in
most universities within the US, students summarize the lectures and write down the main points and concepts. It
was also noted that the multipthoice test is mostly a US invention and may be unknown in many L2Ieam 6
countries of origin.

There may also be differences between cultures on factors pertaining to written class work. For example,
there may be differences in sentence structure, essay structure, or other aspects of written communication.
Instructors mg be well versed in Western or US ways of writing and may not appreciate cultural variations.
Therefore, expectations should be made clear (Brown, 2008). Instructors can give L2 students sample papers
written by students in previous semesters that densonse i nst ruct or preferences, whi
idea of a fgoodo paper.

Clarifying expectations might also include educating néafimglish speaking students in the classroom
regarding issues that affect L2 learners. It is not uncommoroupgrork for nativeEnglish speakers to complain
about the quality of written work contributed by L2 learners. Therefore, all students need to be acclimated to the
issues impacting L2 learners and expectations for student behavior identified.

Give feedbek and positive reinforcementnstructors need to give genuine feedback and positive
reinforcement regarding L2 English skills and how L2 status is impacting content acquisition and performance in the
classroom (Casado & Dershiwsky, 2001). Haneda (2008 & e d , it is important to h
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connections between language form and meaning through academically challenging tasks and contingently

appropriate feedbacko (p. 70) . Barnes (200¢doectipep si t ed
could lead to greater student sefficacy.
The theory of selef f i cacy comes from Bandurads gener al soci

increasingly importantonsideratiorin student learning (Lent, Hoffman, Hill, Treistman, MouatSingley, 2006).
Self-efficacy can be described as a belief that one has the knowledge, ability, or skills to succeed at a given task or
behavior and that given behaviors, knowledge, skills, or abilities will lead to positive outfiaait 2001). Tang

Addison, LaSur8r y ant , Nor man, O éSClang, n(2004)state thah perce®/edeswflcaay is
dependent upon skill performance, assessment, and evaluation by the student, peers, and instructors. Instructor
appropriate, credible, and padsit feedback is especially important when studenteféitfacy is low. Such feedback

can increasestudent motivation, selfficacy, and more realistic sedssessment (ADarmaki, 2004; McCabe,

2006).
Brophy (1981) developed guidelines for effectivediback. A summary of these guidelines is that the feedback
mu st be genuine, speci fic, and must attribute success

difficult to generate praise, otherwise the instructor may lose credibility anfedaback and praise will be
ineffective and perhaps be further debilitating to the student (McCabe, 2006). In addition, instructor encouragement
and assistance in helping students evaluate their language skills in a positive light can help L2 studasés in
motivation, effort, sekefficacy, and accomplishment (Angell & Bates, 1996; Lent, Hill, & Hoffman, 2003;
Maclntyre, Noels, & Clement, 1997).

Use scaffolding and modelingvygotsky discussed the theory of the zone of proximal development, which
swggests there is a difference between what a student can learn by himself or herself and what he or she can learn
with help (Malia, 2008) Instructors can use scaffolding to help students learn more. Scaffolding used in this
example is a process where maid and instruction is given in the beginning of the semester, and as the student
begins to master what he or she is attempting to learn, the instructor begins to decrease support and lets the student
do more and more of the work on his or her own.

For example, rather than modifying assignments for L2 students Malia (2006) posits that these students need to
be challenged with support. One way of helping student
papers that me ¢ahdardstfon the givensadsignmelnt tlois niasner,sstudents can see a model of
proper English grammar, sentence structure, academic style and so forth that the instructor expects. As the students
begin to master academic writing more of the work can benaglished without a model to follow. In this way,
students may assimilate grammatical rules over time (Liaw, 2007).

L2 students can also be encouraged to turn in rough drafts of their work for instructor feedback as a scaffolding
tool. This can be done f@ach assignment in the beginning of the semester and then taper off as the student begins
to improve. Instructors should give the student copious supportive feedback regarding English errors to help them
progress.

In addition, instructors can initigllgive L2 students copies of the instructor notes and PowerPoints as a
scaffolding tool. This can help L2 students learn course content and can help remove anxiety regarding having to
listen to instruction in English and take nof€ainde, 2003)If the irstructor gives these students the notes prior to
the lecture, L2 students can follow along and this can aid in comprehending the material. Students can read these
notes prior to class and make notes on content they do not understand. This can helphpragarask questions
in class.

Honor student culture in the classroonh.2 student learners often live with one foot in two worlds. They may
be enmeshed in US English culture in the classroom, but return to their own culture within their homes at night.

I nstructors can organize |l ectures and materials to bui
this to help him or her devel op knowl edge, skill s, al
English (Commins & Miramonte2006; Malia, 2006).

In addition, instructor attitudes can make a profound difference in the learning of L2s. For example, instructors
who celebrate diversity and view L2 | earnersd linguist
of safety and can enhance L2 learners ability to take risks in class and with class material (Drucker, 2003). Students
need to feel valued, understood, and feel that they can succeed (Commins & Miramontes, 2006).

Use group workInstructors can also crieaa safe environment for L2 learners by using group work (Casado
& Dershiwsky, 2001; Commins & Miramontes, 2006). L2 students need a stress free environment for language
performance (Clancy & Hruska, 2005). Instructors can help create this type of emmtohy utilizing groups
composed of heterogeneous language students. This type of group can aid L2 learners with their English acquisition,
in understanding concepts, and processing information in the English language.
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Examples of this may be to arrangwidy groups, led by native Englisheaking classmates to help L2
students process class content in English and get them out of their monolinguistic comfort zone (Brown, 2008). In
addition, students can work in groups to work on research papers opaifeats. In this manner, natiEnglish

students can serve as ficultural brokers. o A cultural b
other person helping L2 learners understand Engli&aking cultureHagan, 2004).
Studen$ can also participate in whtemmer and Worth (as cited in Gunde, 20832 1 | s a HfAconvers

| aboratoryodo where students can get help with the Engl.i
can be developed in the form of a suppoudugr for students who are not native English speakers (Casado &
Dershiwsky, 2001). This can be accomplished in mixed groups of fiztigksh speakers and L2 learners.

L2 students can also gain from participating in a group with other L2 legi@arsle,2003) This type of
group can also help L2 learners, because it helps reduce their language anxiety and students can learn from each
other. Some students will be more advanced in their English language acquisition and less advanced L2 students
may feel moe comfortable getting feedback from another L2 learner. This type of group can also help L2 learners
with aspects of the English language that are not demonstrated by native speakers (Commins & Miramontes, 2006).

A good example of this type of group &sform homogeneous language groups for smadlass group work.
Students can process information collectively in these small groups (e.g., discussing issues, class content, reflecting
on them as a group, and generating ideas) and then students cathesfibéiss for a larger group discussion on the
issues or topics (Berlin, 2005). Commins and Miramontes (2006) assert that neither type of group is more effective
than the other, but that both are needed to achieve different goals. Therefore, bothaylokeseshtilized within a
single semester.

Increase instructor cultural awarenessnstructors also need to be aware of, and sensitive to, cultural issues
that affect the classroom. For example, Latino students may help each other learn due toetinstaillture.
An unaware US instructor from an individualistic culture might see this as cheating (Thorn & Contreras, 2005).
This can | ead to another cultural mi sunderstanding th
exampleofmki ng cul tural expectations clear in regard to th

Increase instructor seleducation Instructors should educate themselves regarding the cultural differences
between themselves and their studentss Thiparticularly important in regard to language. Instructors should
become aware of | anguage rules in studentsdé native | at
based upon the syntax of their language of origin. Instructors can beraitiéslendeavor by consulting with the
language departments at their institution.

Educate L2 learners Instructors can also help L2 students by educating them regarding campus and
community resources (e.g., tutoring, writing labs, social groups, sugmups). L2 learners can feel isolated and
anxious as they master the nuances of the English language and the discourse of their potential profession. Some
have come to the university from their country of origin or from another state. They may fdeb&dapport, may
have difficulty making friends, and may have different cultural scripts or learning styles that makes it difficult for
them to feel I i k e-Giddib, &strofn f Sartche, 8andi, & Granatey 2004; Thern & Contreras,
2005; Williams & Butler, 2003). Since most instructors have a good knowledge of the resources available within
their own institution they can be on the front line in assisting L2 students find the support they need.

C

SUMMARY

As educators we must practice cudtlly sensitive teaching with students. This includes linguistic diversity.
This is an extremely important issue for L2 learners who may not be doing as well in our classrooms if they are in an
instructional environment that does not take this culturabbbe into consideration. Instructors can do a lot to
improve the learning and education of L2 learners withinrlnanngui sti cal ly oriented majo
attitudes, caref ul grading, wi | | i n g, matdétedes oft aoceptarce,amd a b o ut
modifying their teaching style to incorporate the aforementioned strategies can greatly impact the learning
environment of these students and help them succeed in US educational institutions.

References are available uponrequest.
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TEACHING CULTURAL DIVERSITY COUNSELING THROUGH INNOVATIVE STRUCTURED
PERSONAL INTERVIEW TECHNIQUES

K. Paul Kasambira
Bradley University

ABSTRACT

People in general especially students, have not had signifeogeriences in interacting with, and
communicating with people from different backgrounc
students may have a significant impediment to overcome in order to open themselves to-thdtarats

experience of theifiuture clients. The purpose of this research is to assist counseling students to improve
crosscultural communication skills that would enable them to use interviewing techniques with

individuals from diverse cultures. This approach is epeted with ontinual opportunities to refine and

enhance studentsodé skills by building on the demonst:
D6 Andrea and Daniels, menti oned above, I felt that
Awal k eiomes®erhseds moccasinso, according to a Sioux |Ir

for this structured personal interview process model have been refined, used and replicated,
internationally, by other researchers or educators.

INTRODUCTION

Many students have not had significant experiences in interacting with, and communicating with people from
di fferent backgrounds (D6 Andrea & Daniel s, 1991). T
overcome in order to open themselves todiasscultural experience of their future clients. The purpose of this
research is to assist counseling students to improve-cuditssal communication skills that would enable them to
use interviewing techniques with individuals from diverse culturékis approach is opeended with continual
opportunities to refine and enhance skills of students, building on the demonstration videos of previous students.

BACKGROUND
Project Objectives

Specific objectives were identified for this project. Theyldded the following: 1) develop skills in cress
cultural interviewing among counselors, teachers, and others, 2) develop communication skills between and among
people from different cultural backgrounds, 3) present opportunities for interviewees to ékpiessncerns as
they attempt to adjust to the dominant cultures, 4) provide an arena for dialogue between people from diverse
cultures, and 5) develop demonstration videotapes of-ctdsgal interviews to be used in a variety of settings
where crosgultural concerns are evident (Kasambira & Rybak, 1996).

Develop CrossCultural Interviewing Skills

Evaluating the effectiveness of comprehensive multi
(1991) found, in general, that the courses hiidhb students to increase their levels of multicultural awareness,
knowledge and skills. Merta, Stringham, and Ponterotto (1988) described acwtasal experience that was
processes in a class setting as valuable in increasing counselor sensitithigr tcultural perspectives.
Develop CrossCultural Communication

Mack et al. (1997) conducted a study of campus ethic climate relations and found differences among ethnic
group perceptions. Blacks tended to experience the interracial campus eléradstile while, in general, Whites
held a more positive perspective. The study also found that Asians were the least comfortablecinteraks
situations while Latinos and Whites were the most comfortable.

Expressing Acculturation Concerns
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Persos making a transition from a home culture to a less familiar culture experience considerable stress in
learning to adapt to alien norms and expectations (Zapf, 1991). Where learning a new language of the host culture is
involved, the interview session pents an opportunity for the interviewee to practice conversational skills with
someone who is willing to take the time to listen, to probe for meaning, and to understand.

Provide Arena for Diversity Dialogue

Berg-Cross, Starr, and Sloan (1993) remarkeda trend toward divisiveness and animosity among racial and

ethnic groups on college campuses in the United States. These authors suggested that corrective interventions must

include the identification of intergroup commonalities as well as a respatiffirences. Ultimately, a polycultural
identity may be forged by individuals so they are able to relate meaningfully to others of various backgrounds.

Develop Demonstration Videotapes

Instruments such as the Cra3sltural Competency Inventofgevised (CCCIR) (LaFramboise, Coleman, &
Hernandez, 1991) have been developed to assess thecuitasal competence of counseling. Demonstration
videotapes offer students a chance to critique the-cxdsgal interviews of others and themselves.

PROCEDURES

The project developers structured this research using procedural steps, which appeared to work effectively.
The procedural steps included: 1) identification and recruitment of interviewers and interviewees, 2) meet with and
explain procedures to gharticipants as one group, 3) conduct videotaped interviews in pairs, 4) frequently review
and discuss results as a group, and 5) modify techniques to refinegitasal communication skills.

RECOMMENDATIONS

As a result of this work, eight specifieaommendations are offered for replicating this effort. These
recommendations include: 1) begin with skilled or advanced level counselors, 2) seek out underserved populations,
e.g., international students, and other individuals from culturally and eltiinibgerse backgrounds, 3) vary the
composition of the interviewdnterviewee pairs, 4) keep notes of each group meeting as records of the proceedings,
5) conduct frequent meetings of current participants, 6) critique candidly the videotaped intervieva! w
participants partaking, 7) provide/recommend resource materials sGcit@gramgDavid M.)

RESULTS

The final result of this project is to provide resources for counselor educators who are involved in preparing
counselors sensitive to theyrdymics of cultural differences and able to work with those differences. Additionally,
interviewers not only gain an opportunity to learn more deeply about one or a few other cultures, but they also
devel op more figener al i z abH vatld culuralidiffdrencesi mhey weeerafiordadgan h o w
opportunity to begin developing salbnfidence about dealing with cultural differences along with the newly
acquired counseling tools. Throughout this project, a lower level eflefdhsiveness anah ancreased openness to
feedback were encouraged as model for increasing bothvgatEness and usable skills for counselors.

IMPLICATIONS

Results from this research could be used for purposes such as: 1) provide courssteicentraining
activities, 2) curricular improvement of multicultural or multiethnic education courses, 3) orientation programs for
American host families of international students, 4) international student service offices training activities, 5)
incoming college professor andstructor orientation programs, 6) student activities orientation programs, 7) for
new and transfer student orientation activities (university experience courses), and 8) staff development, e.g.,
university, education, human service agency, industry, avergment.
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CONCLUSION

The structured interview process described offers an integrative, flexible, and developmental model for
enhancing crossultural communication. The model offers the possibility of involving counselors in training and
others at thlevels of experience. For example, even though novice counselors were not used in the early stages of
development of this model, they could easily take part in live observation, operation of video equipment, and
participation in the critiques of compésl videotaped interviews.

IMPORTANT THINGS TO INCLUDE IN THE PERSONAL INTERVIEW PROCESSES

I ntervi eweeds Cul tural Background Factors

Based upon the interviewerds research findings, it
questiors that will help to verify research facts. This can be achieved by developing and subsequently asking
guestions that deal with the countryds geographic | ocezé
any. Here, inclusion of a map of tleuntry of origin would help to give the reader a mental picture of the
intervieweebds country of origin, and its relationship

Personal Factors

Questions dealing with the intervi ateleerdlhosaigpdstionsngi ng,
dealing with whether or not the person was raised in a rural of urban setting, what they did for leisure or work, and
their relationship patterns could be discussed here. The issue of formal educational achievement, previous work
record, accomplishments or occupational history could be discussed her.

Pre-departure Decision

Factors involved in motivation for coming to the United States (or any other country) would be discussed here.
Previous travel experiences to other countaied reasons for doing so would be discusses here as well. The issues
dealing with sponsorships, or scholarships, if they are students and how they heard or learned about coming to the
Unite States are covered here.

Individual Factors

In this sectionii s i mportant for the interviewer to carefully
nonverbal language dispositions such as eye contact, or other mannerisms. Issues such as religion, cultural beliefs,
superstitions or values that affect the indid u al , family, or country <could be

experiences in this country, concerning prejudice, discrimination or racism they might have experienced and how
they dealt with these experiences could be discussed here. Relationsldlmpetbwith Americans, and values
placed on these relationships could be covered hare, also.

Group Factors

This section is where questions dealing with whether or not the interviewee had some family linkages in the
United States are raised and discus3é. interviewee and the interviewer discuss whether or not the former had
established any memberships in groups, what kind of groups theyawee, social, religious, or political. A rather
in-depth discussion of current friendships or associatiotis Avhericans could be explored here.

Task Factors

The task factors section might include things such
States, expectations from the American culture, preparations for tasks, such as pedmiuedya standards,
nor ms, for fAsuccesso, access to resources such as info

student/professional, barriers to opportunities, and principal adjustments needed for success and problems faced,
could ke covered here.
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Situational Factors

Things such as time constrains, pressure of work, duration of stay, home connectmnghat degree,
housing satisfaction/problems, effects of environmental factors such as climate, food, and ability to moye freely
daily interaction with other people, responsibility to others in the USA, or home countries could be covered here.
Anot her aspect that could be examined here is the indi
members to the Americaculture, and the type of problems the immigrant faced since arrival.

Gener al Factors in the Intervieweebs Culture

The intervieweebs own cul tur al outl ook on factors su
of ethnicity, tribalism, othe cast system, religion and its role in society, the importance of language or languages in
the intervieweebs cul ture, i ssues of sex and gender, a

of women in society, could be examingdthis section. How exceptional people, or the elderly are treated in
society, in general, could also be also be discussed here. Finally in this section, family sirisiheresuclear,
extended, blended, etc, could be discussed here as well.

A Brief Comparison of Cultures

Based upon the researcherds findings, it is highly r
be made.

Conclusion

The researcher needs to summarize research findings, by addressing issues related to tassofiertethe
exercise, making appropriate recommendations for further research, or how this assignment could be improved
upon. Finally, the researcher is encouraged to make suggestions as what kind of people other than counselor
education candidates, cdubenefit from doing this kind of research exercise.
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EXCEPTIONALITY: CULTURAL VIEWS AND PERSPECTIVES

Michael Eskay
University of the Cumberlands

ABSTRACT

The concept of exceptionality or disability has been examined from various cultural perspectives across the
globe. The author explored \waservices and how specific support networks have been provided to people
with exceptionality. Smalscale and largecale societies have had to deal with unique challenges in
monitoring services for the disabled regardless of the geographical locatimmciéil resources,
accountability, and adequate staffing are primary problems to the delivery of services to the disabled.
Prospects and challenges facing people with exceptionality make for policy reforms and advancements in
special education in all cotries.

INTRODUCTION

In every culture, the word exceptionality or disability is perceived differently and such perception shapes
the kind of services rendered. Services in large scale societies may for example include delivery of educational;
counseling;health coverage and many other related services, while in small scale societies, services may not be
available. Partial or total excommunication of those with exceptionality is seen. One of the reasons for lack of
services and partial or total excommuniga in some of these small scale societies is negative perception of these
people with disabilities by societies. For example, in some small scale societies, people with varying levels of
exceptionalities are negatively perceived because of the assuniaticsuch people are coursed, or that their fore
fathers must have committed unforgivable sins against the societal guarding gods (Eskay, 2001; Objakor 2000
With differences in perception and treatment of people with disabilities, services such amedaoanseling,
health coverage and so many other services are denied. Even money that are earmarked for helping these people
with disabilities by the United Nations Educational and Cultural organization (UNESCO, 2004) are not used for that
purpose in tase small scale societies.

This article is organized into three major components: characteristics of culture and diganitigptual
concepts across cultureand services available. The first section provides an examination of the concept of
disabilty and culture. The second component presents a discussion of the common concepts found across multiple
cultures, and the third component provides a discussion of the services available to the disabled, and finally a
conclusion to the article.

CHARACTERIS TICS OF CULTURE AND DISABILIT Y

Characteristics and interpretation of those characteristics are dramatically influenced by the culture in
which the individual with disability resides; the governmental bureaus responsible for the oversight of programs for
the disabled are affected by both the culture as well as the handicapping condition. Adding labels to people with
disability imposes severe limitations to them from a cultural, social and an economic perspective; this limitation
imposed isolates them frothe culture and the workplace (Marten, 1990).

Culture

Culture can be seen as a fAtradition; o6 a written, (
generation to another. The development of genetic theory came to view culture in a ttaditsnans e as a HAki
gene pool o existing at the | evel of soci al symbol i sm &
material existence (Banks 2001).

Prior to the twentieth century, the term culture was used by elite and powerfus doouplize existing
limitations of others and their related cultures to maintain a status quo. People who were knowledgeable in history,
literature, and fine arts were said to possess culture (Gollnick and Chinn 1998); those who did not possess this
knowledge were viewed as lacking in culture.

Early in the 1900s, this approach of viewing culture was seen to be narrow, biased and highly suspect. At this time,
culture was defined and viewed differently from previous perspectives. According to Banks (20t0ig, can be
seen as ficultivation. o This implies a distinction bet
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leads to having fewer weeds than leaving the soil in its natural state; one needs to know that the distinction between
whatis considered weed and what is considered plant is cultural.

The work of Bourdieu (1977) and Barth (1989) saw ¢c
the diversity which emanated from the richness of individual cultural knowledge. Cakuaesocial process from
the perspective of Bourdieu and Barth, emphasized three points: (a) there is a systematic process in the allocation of
power; (b) a social conflict uses both tradition and conflict to systematically generate a new order of béthavio
and outside of that culture; (c) human interactions, agreement and conflict, are cultural tools a culture may use to
realize a new order, or to restructure an older order.

Culture can be seen as a fAconst rrocohstrutnit Gultu@u | t ur e
construction implies all thoughts, feelings, and human activity are not natural; but, they are the result of historical
experiences that become an integral part of culture. In comparison of small scale (agrarian society® &caldéarg
(industrialized) societies, culture is seen to be different across the globe. These differences emphasize the way and
manner people with disabilities are and have been perceived and have been treated across the globe.

Cultural artifacts, such adue jeans, popular music, cowboy boots, and popular clothing, are seen and
regarded as diverse examples of a large scale culture. These examples could be valued positively in this society;
however, from a small scale society, these same examples wotgddrded as without value to that culture and
society.

The concept 'culture’ has many versions in its contemporary use. If used metaphorically, culture may be
used to mean an attitude, a fashion, a behavior, or a way of doing things. It is common fatesigavef clothing
to be marketed in a way which allows the wearer to dress in a trendy style and to express cultural pride (see
generally, Fashion and Trends (2007). In South Africa in 1994, the popular government viewed popular trends to be
counter to leir interpretation of pride; they attempted to ban the Zulus from carrying spears, shields, and machetes
in political rallies (Yanis, 1994). The Zulus responded that they should be allowed to carry the items; because, they
were 'cultural’ tools. The Biadrlbos use war dance as an important function of their culture; this exhibition of Ibos
cultural heritage was seen negatively and interpreted to mean the Ibos were waging wars against neighboring
countries. I't was not u ibitiand hadbbea expldinedstitat an untersiandiad betweeri d e a
the Ibos culture and the government was reached.

Today, the academic world and the mass media are full of stories with reference to 'youth culture,’ 'political
culture,’ or ‘organizational cultutr&he term culture has become so trendy that it is used as a substitute for more
specific words. Most cultural anthropologists would define culture as a total way of life for a society, its traditions,
its habits, or beliefs (LaGuardia and Guth 2003).cSpe& i cal | vy, Goodenough (1987) S €
perceiving, believing, evalwuating, and behaving. o His
examining how individuals may think, feel, and behave within a society. LeVind)$8@s culture as "...a shared
organization of ideas that includes the intellectual, moral and aesthetic standards prevalent in a community and
meanings of community actions. 0

Culture denotes an identifiable pattern of behavior exhibited by peoplgpionge to diverse phenomena in
their environment; a specific meaning is often attached to individual and group encounters to that environment.
People create meaning from their interactions with their environment; these meanings and interpretatiorgabout m
nature and life give rise to a philosophy about that society. It is from this philosophy that individuals establish a
reference point from which to judge actions, or 4amotions of a society. A culture is learned and can vary over
time. Language is key feature differentiating it from other cultures; it too varies over time.

Disability

There are difficulties in determining a definition applicable to all cultures; as a culture varies over time, the
definition of disability that that culture uselsanges over time as well.
The Worl d Health Organi zat indmpairriebt9® @hormdligy fof psyetwlogidal, s a b i | i
physiological or anatomical structure or function; a disability is any restriction or lack (resulting from an
impairment) of ability to perform an activity in the manner or within the range considered normal for a human
being; a handicap is a disadvantage for a given individual, resulting from an impairment or a disability, that prevents
the fulfillment of a role that igsonsidered normal (depending on age, sex and social and cultural factors) for that
individual . o

This definition draws attention to three terms: impairment, disability and handicap; the uses often used
interchangeably results in confusion between twoeftht er ms #Adi sabilityo and Ai mpair
for the terms "disability” and "handicap;" their use also creates confusion in both how they are used as well as how
they are defined.
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During the 1970s, there was a strong reaction among repatgestof organizations of persons with
disabilities and professionals in the field of disability against the terminology of the time (Smith, 2007). The terms
disability and handicap were often used in an unclear and confusing way which gave poor doiqaoiios-
making and service provision. The terminology reflected a medical and diagnostic approach which ignored the
imperfections and deficiencies of the surrounding society.

The World Health Organization in both 1990 and in 2000 adopted an imealatlassification of
impairments, disabilities and handicaps; this classification system suggested a more precise approach to defining
disabilities from an international perspective. The International Classification of Impairments, Disabilities, and
Handicaps (Bickenbach, Chatterji, Badley, & Ustun, 1999) made a distinction between impairment, disability, and
handicapping condition. It has been used in areas such as rehabilitation, education, statistics, policy, legislation,
demography, sociology, ecomics and anthropology.

A COLLECTIVE VIEW OF EXCEPTIONALITY AND CULTURE

Oneds disability and oneés culture are central t o
given in a specific society. al@pettaions frequendlysis relvarded toritHati t y ¢ C
behavior; the culture tends to accept those who are willing to conform to given values, standards of behavior, and
ethical concerns. Cultural understanding is also shaped by the meanings attached tbelssidass; by the social
and economic organization of a given society, or by other internal and external cultural dynamics, a culture imposes
standards upon all citizens of that given culture. Murphy (1990) indicated that disability has been defioedyby so
and is given meaning by a culture; therefore, there are various cultural perspectives of what disability is and how
disability in people is perceived and treated in various cultures.

From the cultural perspective, large and small scale societiesiypedisability differently. In smakcale
societies, close interactions between individual members are the norm; each individual may have extended and
multi-strand relationships with other members of that society (Scheer & Nora, 1988). Individuaidamrsy in the
course of economic production, during leisure time, or while participating in the arts or ceremonies. The social

identity in these smab cal e societies is based on family c¢lan and
physicalcharacteristics.
Eskay (2002) mai nt ai ned, AThe cul tur al perceptions

non developed countrieso supported the work of Scheer
(2004) regarding th@resent perception of people with disabilities in Africa. Obiakor did not alter the findings
presented by Scheer & Nora (1988) and Eskays (2002) concerning the cultural perceptions and treatment of people
with disabilities in small scale societies. Obiakoted that the perceptions of people with disabilities are gradually
changing; but, the following objectives were important reasons for such negative perceptions in most small scale
societies. The objectives noted are: (a) to develop the latent phsiditsl (b) to inculcate respect for elders and

those in a position of authority; (c) to develop intellectual skills; (d) to develop character; (e) to acquire specific
vocational training and develop a healthy attitude towards honest labor; and (f) eixstand, appreciate and

promote cultural heritage of the community at large (p. 59).
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CONCEPTUAL CONCEPTS ACROSS CULTURES

As we grow in our knowledge of the dynamics surrounding the concepts of culture and disability, we began
to realize that individugberceptions and language play a vital role in our understanding of who we are as a people
and as a culture. According to Wright (1960), "language is not merely an instrument for voicing ideas but that it also
plays a role in shaping ideas by guiding tkepee r i ence of those who use it. o Sche
when different cultures use positive language to describe individuals with disabilities, these individuals with
disability end up integrating well into the society.

Body

Bodies, acres cultures were universally recognized as having a purpose, a function, and a value, which
aided in the survival and the advancement of a given society. The purpose, and inherently the value placed upon the
body were contrived through a number of fac{@es, industrialization, social status, or gender). Although the body
was capable of having multiple purposes and varying degrees of value, it was perceived as functioning as a complete
whole, a oneness within itself. The whole body was perceived as &ebreous if one aspect of the body was
amiss. The concept of 'spreading’ was applicable to various levels of disabilities and in various contexts (physical,
social, or events) across different cultures. For example, if a woman was incapable of wakingassalso
perceived as being incapable of having children. If a blind person could not see, it was sometimes assumed that he
could not hear, though of course there was no necessary connection. The ethnographic essays in the Ingstad and
Whyte book providé three different functions of the concept of 'body'; a symbol of physical beauty, a store house
for the soul, and a medium for action.

When cultures used the body as an instrument or an outward sign of physical beauty, individuals within
that society wex seen as focusing their time, energy and efforts to conform to that standard. Individuals were
thereby categorized and recognized as conforming or not conforming to that image. Therefore, it would be expected
that individuals in key positions representmgarticular culture would be considered beautiful and-ladbtked. In
comparison, individuals in key positions in the United States were considered beautiful abddade(i.e.,
politicians, entertainers, and athletes). Understandingly then, indisidime did not conform, either intentionally
or unintentionally, to this physical image of beauty were shunned and or rejected by the larger society. The disabled,
individually and as a group, contravened all the values of youth, virility, activity, aysicghbeauty that most
Americans cherished. The disabled were seen as subverters of the American ideal (Murphy, 1995).

In the Punan Bah culture of Central Borneo, the body played a different role from that of physical beauty,
as exemplified in Americanosiety. For the Punan Bah, the body performed the function of a store house for the
soul. The emphasis and value in the Punan Bah society was placed on the soul(s) of their people as opposed to the
body which stored the souls). Thus when the body wasaratal, due to physical impairments such as blindness,
deafness, or motor disability (e.g., limping), the individual was still considered human nor were they held
responsible for their condition. Unlike American cultures, where the disabled have a tetmdbashunned, in the
Punan Bah culture the impaired were embedded in society. They were expected to partake in all social activities,
daily household chores, and work activities, to the extent of their ability. For the Punan Bah, the issue was not with
the physical but the spirit which has taken hold of the body (Nicolaisen, 1995).

For individuals who were not born with disabilities, the process of coming to terms with its impact upon the
body involved a huge psychological and physicahdgistment. Coreived as a medium for action, when the body
was no longer able to perform the functions or the roles it had in the past, life ceased to exist as the person knew it.
What once was a form of setfentity (roles and responsibilities conducted by the body) becomes subservient
to the disability. Research performed by Monks and Frankenberg (1995) in the United Kingdom, recognized the
'‘body' as functioning in three different and integrated modes; incarnate, corporeal, and somatic. It was impossible to
impact one aspect of the body without intruding upon the ability or the function of the other two modes. The
incarnate body encompassed a notion of a historical and actively experienced and experiencing body, in the
phenomenological sense of being in the worlde Torporeal (or loosely, physical) body referred to a bounded
biological entity; while the somatic body was one defined by medical technologies and was usually fragmented.
According to an account of Monks and Frankenberg's research on the three mofidgewiing is a description
which most newly impaired individual was likely to experience: 'the btsdgorporeal or physical aspegas no
longer an efficient and reliable instrument. It seemed to set its own agenda and have its own requirements, which
competed with and inconvenienced preferred activities. In that the physical body provided means through which the
self, as incarnate body, performed its social roles, these too had todgotated’' (Monks & Frankenberg, 1995).
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Identity (Stigma)

Idenities and stigmas across the different cultures were universally imposed upon the disabled by the able
bodied individuals. It appears, based on the research conducted by Ingstad and Whyte that the values held by society
would ultimately determine how thésdbled people would feel about themselves and their disability. Unfortunately
there was no middle ground, either the disabled people were stigmatized or they were fully accepted into the daily
activities of the given society.

According to Murphy (1995)n the United States, regardless of what the physically challenged people may
think of themselves, they are given a negative identity by society, and much of their social life is a struggle against
this imposed image. If the people were stigmatized, thabdity was considered their primary identity, while
previous jobs, roles, or activities were perceived as secondary or of little importance by thedaddein such
community. Cultures that stigmatized individuals with disabilities created an envinonmigch fostered a
preoccupation with the disability. As a result of this stigmatization, individuals with disabilities were often cast into
the same lot and social status as criminals and certain minority groups: they were all seen as outsiderBpdeviants
social norms. One's identity as a disabled person became paramount in one's own mind, and the disability an axiom
for one's actions, so too is the other's reaction to the handicapped person overwhelmed by the flaw (Murphy, 1995).
The other person'&action to the disabled person feeds into the insecurities of the disabled individual, thus creating
a cyclical process of insecurity, stigmatization, and identity disassociation. In the United States, unfortunately,
people who are physically challengedrgathe stigma that bad things happen only to bad people; physically
challenged people were looked upon as something that did not happen to respectable people.

The stigmatization of disabilities was also seen in the cultures of Japan and Uganda. amdapgenda,
physical disabilities were believed to have an aura of contamination which surrounded the disabled person and
become attached to other family members. This stigma of contamination in Uganda caused the disabled person to
become an outsider, outtast, often times having to fend for themselves for survival. The stigma was believed to
linger on even after death.

Conversely, cultures that avoided the stigmatization of the disabled had different perceptions of the ability
and roles of the disaddll. For example, the Maasai of Kenya avoided stigmatizing the disabled, regardless of the
extent of the disability. According to research conducted by Talle (1995) on the Maasai of Kenya, physically
challenged persons were expected and encouraged to beroyne parents, and participate in all communal
activities to the best of their abilities. For the Songye of Zaire, deviations in the body (at birth) can induce a higher,
lower, or undetermined status in comparison with-hboldied people. Therefore, ralt deviation was stigmatizing,
and not all persons with disabilities were marginalized because of their disability.

Research conducted by Bruun (1995) on the disabled person in Nicaragua, showed how disabled war
veterans were given a positive identity tbeir heroic efforts in serving in their country's war. Disabled individuals
during the war were regarded in a positive light and given preferential treatment in comparison to individuals who
are disabled by other means (i.e., congenital, farming). Adthanany soldiers experienced a reduction in their old
identity by their inability to fulfill their former roles (through work or in social events), the identity given to them by
the government often resulted in a new higher status in comparison tarévéup status.

Labeling

Disabled people are as diverse as the rest of the population, both in terms of personalities or impairments,
and grouping them together under the label 'disability’ encouraged a false homogeneity in perceptions of those
people Lewis, 1995). The process of labeling did two things. Labeling presupposed a certain familiarity with the
contents under the label, and it provided a method for categorization.

Research conducted by Scheer and Groce found that the process of labeliigplaged more often in
complex societies, as opposed to sraallle societies. In smadtale societies, during the eighteenth and nineteenth
centuries, regular faam-face contact between community members was the process for communicating and
interactng. Individuals were related and connected to each other in diffused social roles and contexts. In such
situations, a single personal characteristic, such as a physical disability, did not generalize to define the persons' total
social identity. On the o#it hand, in complex societies, social relationships and contexts were more impersonal and
task specific, and individuals were not related to each other in varied contexts. Accordingly, visible physical
characteristics were commonly used to classify anlbpcepresent the individual's identity.

Whyte and Ingstad (1998) validated the research findings of Scheer and Groce and indicated that the label
of 'disability or handicap' was not a universal concept. A proportion of the developing cultures tegrbadmo
formal categorization or label of 'disabled or impaired' in which to describe individuals with body parts that were not
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functioning to their fullest potentials More commonly disabled people tended to be addressed and discussed in terms
of the scific disability they suffered from. For example, a person missing an arm was often talked of and
addr e sgaeadeyoaga dia nmeegnjng 'armless.’

Liminality

Turner (1967) coined the phrase | i mithtaahindividyadb t o de
with a newly acquired disability would experience. However, the term liminality was used across different cultures
and with slightly different interpretations. In interesting notation was the difference in perception of the liminality
phase between the aktedied and the disabled. As liminal people, the disabled comforted each other as whole
individual, unseparated by social distinctions, and often exhibited a level of comfort not displayed in other
relationships between abldied irdividuals. This lack of clarity on identity and social roles often caused able
bodied individuals to resolve their indeterminacy by segregating or avoiding liminal people (Murphy, 1995).

In an effort to understand disability as a social deviancy, Muri®g8g), used the framework of the
liminality concept. According to Murphy's research, the life histories of people with disabilities were seen as
arrested and dramatized in a 'rite of passage' frozen in its liminal stage. Liminality, a concept cloedlyoreitats
of passage, had three phases: isolation and instruction of the initiate, ritual emergence, and reincorporation back into
society in the new role. It was during the transitional phase from isolation to emergence, the person was said to be in
a liminal state literally, at the thresheédkind of social limbo in which the impaired person was left standing outside
the formal social system. Thus for a newly impaired individual their state of being was clouded and indeterminate,
falling ambiguously beveen sickness and wellness, living and dead, participation and exclusion (Murphy, 1995).
Monks and Frankenberg's usage in the United Kingdom, on the other hand, referred to liminal phases of expressive
quality within the course of disablement or chrosickness. It provided a framework for comparison which
highlighted the procedural nature of sickness and incorporated the personal endeavor as well as social constraint
(Monks & Frankenberg, 1995). In their research findings on multiple sclerosis (M3grthdiminal was used to
describe a period of hospital admission or other seclusion from previous routines. This seclusion from life or the
daily routine was often sparked by perceived changes in the physical body of a person with multiple sclerosis.

The concept of liminality varied even more when used in small scaled societies in comparison to complex
societies. For disabled children in the Songye culture, their condition was considered liminal and not their
personhood. For the Songye, the issue washeotisible disability, but a solution for solving the disability. Thus a
person with a disability was not seen as abnormal, marginal, or deviant, but was seen as having potential with a right
to development (Devlieger, 1995). Liminality within the Punah Rulture, similar to Songye, had nothing to do
with disability, but with either kinship or personhood. Failure to marry or have children placed a person in a liminal
state, where they were neither child nor fully adult but abeitwveen person, a childoman, or childman
(Nicolaisen, 1995).

Personhood

The concept of personhood can be categorized into three different dimensions or into three different
characteristics. Personhood, according to Ingstad and Whyte (1995) was characterized as sometung tha
individual could deny another person from having, similar to that of individuality, respect, or livelihood. In other
contexts, Gollnick and Chinn (1998) described personhood as having a cultural dimension which was seen as central
to the cultural undstanding of disability, and was characterized as a phenomenon that was capable of being shaped.

As with previous concepts discussed in the context of multiple cultures, the concept of personhood also
took on different connotations. It is importantrtote that there was a fine distinction between the connotations of
personhood in small scale societies and large complex societies. Irssatalbocieties an individuals 'personhood'
was directly connected to their social function, their individual tgbtlh contribute to the datp-day activities
within their society. While in complex societies, an individuals 'personhood' was directly linked to the appearance of
their physical body and their social interactions.

In the Punan Bah culture, personhoodswanei t her determined by an indi"
conditions, nor was individuals denied personhood if they had physical or mental disabilities. However, a distinction
was made between nduman and human individuals, and between-persons and grsons. At birth every
individual was defined as ndmuman. Human status was given to individuals only after they had reached the age of
at least six months. Once an individual reached the human status they were then designated as a person or non
person. his determination was based on the legitimacy of their birth. According to Nicolaisen (1995), the concept
of personhood was described as the fulfillment of a socially significant career, of which parenthood was the alpha
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and the omega. An individual wasried the achievement of full personhood if they failed to become married or
produce offspring.

Similar to Punan Ban culture, the Hubeer and Somali did not define person or personhood by physical
ability. The concept of '‘person’ was never a given, neverplied, but rather represented by an array of
continuously shifting influences, which grew with the accumulation of experience and age. The Hubeer notion of
personhood appears to have had some very marked implications for their attitudes toward degeneesi and
for some types of disabilities in particular. Although personal deviance was to some extent supported by the system
rather than condemned by it that did not place all disability on par.

In the United States and the United Kingdom, personhead closely linked to the physical body.
Therefore, individuals with physical disabilities were 'denied' personhood byadhiled individuals. The denial of
personhood took the forms of avoidance, auras of contamination, or devaluation. Disabled isdivitioa
internalized this denial of personhood, often participated indesiéluation. In accordance with the ills of
contamination, the disabled in America were seen as pulling back into themselves by their own sense of loss and
inadequacy, an impulse withdraw that conspired with their devaluation by society to push them further into
isolation (Murphy, 1995).

THE IMPACT OF RECOGNITION ON DISABILITY

The theme of recognition was identified in both small and {aogée societies in the social intetians
depicted between the nalisabled and the disabled. The importance of this theme lies in the identification of its
existence and in understanding its potential impact, positively or negatively, upon the disabled. In the analysis of the
recognition heme, we applied Gutmann & Taylor's (1994) viewsMuiticulturalism (1994). His research on
AMul ticulturalismd was that "our identity is partly sh
of others, and so a person or group of people suffer real damage, real distortion, if the people or society around
them mirror back to them a confining or demeaning or contemptible picture of themselves. Taylor's work is
significant in understanding the social interactions and relationships.

Although the concept of recognition existed across the different cultures, there was a distinction between
largeandsma c al e societies in their perception of the disal
societies can recognize tsea me phenomenon but arrive at di fferent co
One could argue that the 'perceived' value of a phenomenon, meaning its ability to aid in the development of its
society, will determine whether it is perceived positivelynegatively. Inherent in this claim, is the argument that
once a phenomenon changes its ability to aid society then its 'perceived' value would also change. However, in
looking at the plight of exonvicts, minorities or the disabled, it becomes clearttieat are other factors used in
determining the value associated with a specific phenomenon. Despite their ability to add value or to further the
development of their society, @onvicts, minorities, and the disabled in America are to a certain dedtee st
perceived negatively.

One could also make the argument that the perceptions associated with a specific phenomenon are based on
the beliefs, opinions, and attitudes of its society. If this is a valid argument, the question then becomes how are
beliefs, opinions, and attitudes created and changed? Are ingrained and societal attitudes, opinions, and beliefs
capable of being changed? How long would this change process take? In looking at the attempts of other groups
(e.g., women and minorities), to chantfeir identity and the recognition that they were receiving from the
dominant society, it becomes a sobering reality that changes may take longer than anticipated or desired.

Change in recognition was possible. Intimate interactions between the disaldledordisabled
individuals normally led to changes in the way that the later perceived the former. Additional research indicated that
close acquaintance can lead to judgment of the disabled person on the basis of personality characteristics rather than
ontheir disability (Sentumbwe, 1995). According to Murphy (1995), the greatest impediment to a person taking full
part in their society was not their physical flaws, but rather the myths, fears, and misunderstandings that society
attached to them. What mattee disabled particularly threatening was the psychological mechanisms of projection
and identification by which people imputed their feelings, plans, and motives to others, and, in turn, incorporated
those others' feelings as their own (Murphy, 1995.48). Further, when the non disabled individuals recognized
the disabled individuals, there was either a positive recognition or a negative recognition. Reversely, when the non
disabled individuals recognized the disabled negatively they had a tendegitijerotreat them like children or
regard them with utter disgust, disdain, or fear (Murphy 1988; Monks and Frankenberg 1995; Scheer and Nora
1988). When the non disabled individuals recognized the disabled individuals in a positive light, the disabled wer
treated as an integral part of the culture and society. The disabled were given jobs or important roles in social
functions. Research also showed that employment was important for persons with disabilities. It can provide
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economic security and independerand give them value and status as individuals. It helped with integration and
acceptance by individuals without and, most importantly, it gives life a purpose (Boylan, 1991). Thus as long as
physical disability is linked with shame, inferiority, disdaim fear, realistic acceptance of one's position and one's
self is precluded in the life of the disabled (Wright, 1960

AVAILABILITY OF SERVICES

Services for the disabled could be considered to be as simple as identifying assistance for trangportation
and from a specific vendor; or it can be as complex as obtaining funding for a community heath project. Whether
one is considers small or large scale societies, there are many internal and external factors imposing barriers against
adequate and appnoate services being provided or being made available to the disabled.

Small-Scale Societies

A key internal factor which militates against small scale societies receiving adequate service is that of
funding which has been linked to social perceptif@Boi, Nisbeth, & Norenzayan, 1999). The amount of . . .
funding for research on a disease is associated with the burden of the disease; however, different measures of the
burden of disease may vyield different conclusions about the appropriateness ségpeedic funding levels
(Gross, Anderson, & Powe, 1999

Ingstad and Whyte (1998ndicated that smabcale societies have a tendency of including and expecting
the disabled individual to participate in the deyday activities of that particular cule. The acceptance of the
disabled person as being fully functional within the total social structure of the society is a key element of the small
scale society; far too frequently, the disabled individual has limited economic resources being avdhaipheas
well as that may be offered to the total culture.

Since the Year of the Disabled (1981) and the Decade for Disabled Person$4298any
guestions have arisen about how to understand and deal with disability in a multicultural world. €gterdiatan
programs developed in one place be successfully implemented elsewhere? What kinds of cultural and social
differences matter and how can they be taken into account (World Health Forum, 1998)?

Creation of service centers, rehabilitation centerspome small scale societies has been met unfortunately
with resistance from both the local citizens as well as local governments. According to Roth (1983), this resistance
has resulted in diverting aid intended for opening rehabilitation centers topodjects. The local governments
have not viewed these centers with the same sense of urgency as does the disabled. Roth believes that without
appropriate aid, the disabled will continue to receive inadequate rehabilitation, education, and job tka@ing.
suggests that more human resources (e.g., special education teachers, experts in rehabilitation programs, etc.) be
included in attempts to develop rehabilitation centers, or programs instead of providing financial resources.

Policy makers in either sthar large societies impact directly and indirectly the daily lives of the disabled.
Within small societies, the policy maker has greater interest in gettiapeted and providing service to more
influential community leaders than to consider minogtpups such as the disabled. As policy makers consider
appropriation bills, budgets, and funding within this small society, the disabled lack a powerful voice to express
their position and needs. Being excluded from budgets and appropriations presamsending cycle for neglect
and a worsening of existing conditions. Exclusion from the appropriation bill, for the disabled, will mean less
educational resources and a decreased opportunity of being mainstreamed into the dominant society. Unfortunatel
the few politicians who do understand the needs of the disabled carry very little political clout. After becoming
frustrated, these individuals will often turn their attention to international sources for funding needed to erect
rehabilitation centers.

Large-Scale Societies

The disabled in largecale societies with the help of international organizations, such as the World Health
Organization (1990, & 2000), International Labor Organization (ILO), and other political/social organizations, have
beensuccessful in using the political organizations to gain recognition and integration into mainstream society
(Shukshin, 2005). Many of the large scale societies are noted for their rapid recognition and integration of various
interest groups; several exale®would be: the United States, England and Wales, New Zealand, Finland, Norway,
and Sweden (Mazurek and Winzer, 1994). Within these countries, the disabled enjoy the same rights and privileges
availed to their abkpody counterparts (See Innes (2007 )Dasability Rights). As a result of their efforts, a number
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of public policies and laws have been passed protecting interest and rights on issues of education and discriminatory
practices found in the public and private sector about the disabled.

With comnon and shared ideology that all disabled individuals should be recognized as equal citizens,
treated with respect, and enjoy the rights and privileges of thebalile largescale societies have begun to spread
a common message and have used variousneEsoto strengthen that messaghe disabled should be treated with
equity; much of the sma#icale societies have been quite slow in responding to this flow of information. With the
support from international organizations, such as WHO and ILO, -taaje societies had begun to sponsor
rehabilitation programs in smadkale societies through funding, research monies, human resources, ideological
transfer, equipment, and maintenance. Due to language, culture, and ideology barriers, rehabilitatiohasenter
not been as successful in some stradlle societies in comparison to their lasgale counterparts. These traditional
barriers have enjoyed a long history for neglect for much of the disability and disabled. Few of thecalimall
communities havdeen able to create, to fund, or to maintain rehabilitation centers successfully over a period of
time.

The DAM project, although waiting funding, is an example of a rehabilitation initiative sponsored by a
largescale society, being implemented in a Bnsaale society. DAM, which stands for Disability Awareness
Missions, is sponsored by Global Alliance for Vaccines in Africa agawernmental organization (NGO) that, like
all NGOs, is a noiprofit, nonsectarian, and nonpartisan organization registeyettie NGO ceordination bureau.

The DAM project is being implemented in the searid region of northwest Kenya. The DAM's target areas of
disabilities include: hearing impaired; visually handicapped; mentally handicapped; physically handicapped; and the
epileptic. The goal of DAM is to improve community education, health standards, socioeconomic levels, and the
moral conditions of the disabled and their community, through the detection, prevention, and development of a
sustainable intervention. In additi to the need for funding, other strategies for ensuring that the program will not
collapse after the larggcale representative leaves will need to be implemented (Roth, 1983).

Services for the Disabled

There are many gains to be had by implemensieyices in both large and small societies. From many
different perspectives, the gains are seen by the quality of life for the disabled; much of the research has reflected
benefits to the entire economy through increased supply of human capital anctaseinic productivity by disabled
workers.

From various countries and many different governments, the disabled have been reported as generating a
greater sense of belonging and an increased stateafsetf ual i zati on when t hdamnythawer e ma
society. o Society is able to assure this '"feeling of
attention, employment opportunities, job training, education, and adequate housing), to the disabled and their
families (Batemann, 1992 Appropriate job training and education for the disabled create a sense of financial
freedom and independence; failure to provide the appropriate services to the disabled could result in psychological
complications or even death (Hardman and Wolf, 1988ditionally, the disabled and their families could be
subjected to ignominy resulting in public embarrassment for both the disabled and their families. A driving force for
change within the educational services has been connected to federal, statealagm/eErnment enforced laws and
policies.

Many political and social activists credit the Civil Rights Movement (103E965) as a catalyst for a
renewed interest in the rights of the disabled (Freedom House 2003). The issue at that time and coR@ifides in
was "whether any institution could provide a humane environment that allowed maximum personal freedom and self
actualization for any individual o (Kaufman & Hall ahan,
and political activists belied that people with disabilities should be treated as 'equal citizens' (Ingstad and Whyte,
1998). When the National Commission on Excellence in Education produced its report, A Nation at Risk (1983),
this document paved the way for additional governmentatvention into the field of education; this also included
the disabled and all of the associated rights and benefits. For example, The Rehabilitation Act of 1973, section 504
guarantees and the Education of the Handicapped Act (1€ta5s that allidabled children in the United States
are entitled to a free and appropriate public education. Provisions were also made to include services around
employment, medical services, and to public and private accommodations (e.g., hotels, theaters, regtzeeants,
stores).

CONCLUSION
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In any dynamic society (large or small scale), all areas of human activity are undergoing tremendous
changes. New ways of doing things and new problems emerge as old ones are resolved. Both large and small scale
societies hee made tremendous efforts to combat problems facing people with disabilities in their respective
countries. Despite some of these efforts, small scale
pursuing the A@f uptance ofrpeopl® vyt distbilitesintcatire dnairstceane of everyday life. This
is mostly due to the ingrained cultural beliefs of these people with disabilities.

Disability is defined, perceived and treated differently in every culture and the defiaissignment of

meanings and perception of disability account for the reason for legislation, legal mandates, service delivery and the
kind of education given.

References are available upon request
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THE FIRST YEAR EXPERIENCE: IDENTITY FORMATION AND THE DEVELOPMENT OF A
COHESIVE WORLDVIEW

Brian A. Griffith
Vanderbilt University

ABSTRACT

Eri ksonés (1959) theory of identity formation furthe
critical examination (exploration) and adoption (commitmexith coherent worldview. The Freshman

Experience (Applied Human Development in the fall and Small Group Behavior in the spring) attempts to

facilitate psychosocial development by proposing an identity that includes personal competence and social
responsibity. While providing a secure relational base for students, these foundational first year courses

offer interpersonal experiences and refection exercises that can lead to the formation of a more cohesive
worldview that includes (a) an accurate yet compladerstanding of self, others, and the world, (b)

morally sound, cooperative strategies for managing life experiences, and (c) meaningful life goals that

value relationships and the common good.

INTRODUCTION

Students often enter college in moratoriuimt state of psychological flux where individuals begin to
guestion and explore options regarding personal and interpersonal definitions. According to Erikson (1959), the
transition between adolescence and adulthood is the time when a mature iddotityed, upon which future
developmental milestones of intimacy, generativity and integrity are dependent. Adolescents are constructing a
Apersonality within a social reality which one wunder s
succes f u | variant of the way other people around him ma
students gain physical and emotional distance from parents and family and attempt to answer the big questions of
life such as: Who am I? How do | comhe&vith others? and What should | do with my life?

Erikson (1959, 1980) suggested that society allows adolescents the college years to struggle with these
guestions before expecting them to be productive members of society. Students balance the deradéesia
with their social lives as they attempt to understand themselves and others and figure out how to manage the various
tasks and challenges of life. This crisis of identity spawnsesalination and exploration, which, if successfully
resolved,leads to an established or achieved ego identity (Marcia, 1966). Students can then enter adulthood with
direction and a commitment to socially acceptable strategies for reaching meaningful goals and desires.

STRUCTURE AND FUNCTION OF WORLDVIEWS
A worldview is an internal cognitive framework that conceptualizes self in the context of the world and

defines strategies and coping mechanisms used in the pursuit of meaningful goals. Described by Epstein (1991) as a
personal theory ofurrpecasie to/f, darhgeaninzsierrgr et tehedagt a of exp

93) . Attachment researchers refer to worldviews as int
past behavior and experience that provide a framework for undergfanelim experiences and guiding social
interactiond (Shaver, Collins & ClIlark, 1996, p. 39).
both empowers individual devel opment and promotes hea

attachment theory describes the development of internal working models that not only guide personal relationships
but also apply to the broader understanding, management and meaning of life as conceptualized in the term
6wor |l dvi ewd us efdlowing diagran ikustrptes phe structuré binel function of worldviews (Griffith,
2004).

Wor |l dvi ews or internal working models provide a fr
forecasting the future, a n1891,ipn8). tnernad workimg: rhodets gontpih faun s 6 ( B
inter-related components: (1) memories of past experiences, (2) beliefs, attitudes, and expectations about the self and
others, (3) goals and needs, and (4) strategies and plans used to achieve goalsofBr&@93; 1996, Collins &

Read, 1994).

Past experiences stored in the form of memories provide the foundation and justification of current beliefs,
attitudes and expectations. Memories are not necessarily an accurate representation of what aptralg hap
instead, are a highly subjective interpretation and explanation of past events. The way individuals make sense of life
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experiences (especially those that are emotionally intense and repetitive) eventually establishes a pattern of beliefs,
attitudes, and predictions of future experience. Beliefs about self, others, and the world become the framework
through which data are noticed and interpreted. For
(Epstein, 1991). Once a worldvigw established, new experiences are assimilated into the existing belief system,
which can create blind spots as discrepant data are selectively screened out or misinterpreted. This selective process
of perception and information processing is efficient ot always accurate. Starting with an assessment of self,
others, and the world, we construct strategies or plans to fulfill needs, goals, and desires. Social norms and moral
guidelines provide boundaries that influence the establishment of sociafipteddehavioral strategies. Those
strategies that are effective become established patterns of behavior used to achieve desired outcomes. Once
established, worldviews adopt protective strategies (i.e., defensive mechanisms) for stability, which makes them
resistant to change. Unfortunately, this lack of openness can prevent continued learning and growth (Argyris, 1985).

Sociocultural Context

Worldview

e

Current m

™ amt Aort |

Actions &
Feactions

Frevious Experiences

A well constructed worldview produces a sense of coherence that includes a comprehensive understanding
of the wor | dsability tothantle tkeefchallemgesamd e@portunities of life, and the motivation to pursue
worthy goals (Antonovsky, 1987). Antonovsky (1987) defines the sense of coherence as a global orientation to life
that is comprehensible, manageable, and meanirfgmse of Coherence (SOC) provides the stability to embrace
life with optimism and hope and is a strong predictor of psychological as well as physical health éreingell
Lack of coherence produces hopelessness, depression, and anxiety (Petersof, 3éagman, 1993).

FIRST SEMESTER: APPLIED HUMAN DEVELOPMENT

Similar to the secure base of parents to an infant, this course seeks to create a holding environment within
which students can develop into caring and competent adults. -Ehedi8 hour Apfied Human Development
includes lectures and discussion groups that address the following themssciéh) emotional, and cognitive
development with emphasis on late adolescence and young adulthood, (b) identity formation, (c) the dynamic
relationship letween the need to establish an individual identity and the need to belong to a group, and (d) personal
meaning Weekly lectures include topics such as Self and Identity, Gender Identity, Ethnic Identity, Family Systems
Theory, Worldviews (Internal WorkindModels), Reflective Judgment, Love and Attachment, Intimacy and
Communication, Popularity and Friendship, Professional Development and Work, Generativity vs. Stagnation,
Cognition and Aging, and Death and Dying. The class meets a second time duringekhm \wweoups of 25 to
discuss the readings and lecture material.

Associated with the class is a emeur lab of 12 or 13 students led by either a professor or a teaching
assistant to stimulate selfvareness and teach interpersonal communication sKiksdiBcussion groups and small
group labs provide a high level of teaclstndent interaction and acceptance in which students can take risks and
test ideas. The classroom atmosphere is one in which students are able to speak openly and honestlg. This help
them begin to understand the content and origin of their worldview.
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After establishing emotional safety in the classroom, students are asked to reflect upon and examine their
internal working models or worldviews. According to Dewey (1933), reflectionolves active, persistent, and
careful consideration of any belief or supposed form of knowledge in light of the grounds that support it and the
further consequences to which it leads" (p. 9). Stereotypes and biases are critically examined and explored.
Assumptions about self, others and the world are brought to light and discussed. Students are purposefully
destabilized through provocative readings, video clips, popular music, group exercises, and personal reflections to
help them think through uncritidglheld assumptions and perspectives. Most activities include an outlet (written or
verbal) to think reflectively and process their exper
practice of reflection to connect life experience with théoal assumptions that guide those behaviors. The practice
of reflection invites students to examine and modify their worldviews.

SECOND SEMESTER: SMALL GROUP BEHAVIOR

Students and faculty move as a group into the spring semester with the SmallB&taor class.

Building upon the experiences of the first semester, this course attempts to provide additional experiences in which
students will confront and adapt their worldviews and broaden their interpersonal experiences in order to develop
more matire attitudes and skills in dealing with others in a group context. This last goal is the primary focus of this
class; the ability to connect with others personally as well as professionally is not only necessary for personal well
being but is also a pregaisite for organizations and communities.

Student attachment styles can greatly affect learning communities that have high levels of interpersonal
interaction and group work. While attachment dynamics occur in family, peer, and romantic relationships, pee
relationships are the most salient for the c¢lassroom.
worldview, affect individual as well as collaborative learning. Experiences during the college years will likely set a
pattern of interpers@h dynamics that will continue on in the workplace. Once an attachment style and associated
worldview is established (identity achieved), they remain fairly consistent throughout the lifecycle (Collins & Read,

1994). This course attempts to facilitate ttevelopment of healthy interpersonal styles to prepare students for
productive professional and personal relationships.

The course is structured according to Kolbés (198/
various groupcpredijee cetxsp,erii.een,ce®dq and respond with wri
concept u-athe itegratioroal he text and reading material to understand and explain their experiences.
Finally, students are asked to describe ways theyycark e r i sks and try new behavior.
experimentation. This process is facilitated through tw@@page reflection papers that account for a large portion
of the studentsdé grade. The pap ere muctaspexificwetteryfeedbackné ¢ on s L
students are to improve in the second paper. They often require-ta-face meeting for individual coaching as
well. Students tend to have difficulty with describing events in neutral and descriptive terms écobsesvation).

Their judgment clouds perception and memory and they tend to use words, which indicate their assessment of the
behavior they are describing. Students tend to see their own culture as transparent and miss the importance of it in
affectingtheir reactions and judgments. Students who are concrete thinkers and less reflective, in general, have a
difficult time with this section since they tend not to spend time processing their experience but move quickly from
action to action. Students &t s age have the most trouble attempting

example, a student might write, AJohn talks a |l ot in |

he thinks he is smart er fférdntastudentshaee inrbackgtound &nd walsies,dhe mareh e mo

difficult it is for the student to speculate about wha
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CLASSROOM MANAGEMENT CHALLENGE: INCREASE COMPETENCE AND CONFIDENCE OF
PRE SERVICE TEACHERS

Marilyn D. Foxworth
The University of Southern Mississippi

Sandra L. Manning
The University of Southern Mississippi

ABSTRACT

Lack of professional support and classroom management are reasons historically cited by teacher
inductees who leave the profession within their first years of service. To address this concern, two distinct
courses, a special education and a general educaticsrodas management course required at a
university in the southeastern region of the United States, are being linked through select methodology
and faculty collaborative efforts for outcome evaluation purposes. The focus is to increasevigee

t e a c hoepeterdce and confidence in classroom management utiliziteacling models. Teacher
candidates are randomly paired across classes to create, rehearse, and teach lesSonknioaK

settings utilizing one of the eoteaching models. Classroom managat problems, professional
observation, communication skills, and confidence levels are assessed using pre and post assessment via
an eight item Professional Collaboration Inventory designed by the authors. Quantitative and qualitative
results will focuson outcomes based on the collaborative pairetkaohing environments. Implications

for teacher redesign studies and collaborative efforts between special and general educators are presented.

INTRODUCTION

Todayds cl assroom t e are lighly tsainea marel competpnt inrdecidimaking skillse mo
than at any other time in our nationés history. Facto
brought on by advancements in technology, accountability issues in educationtyligifeimily profiles, economic
conditions, and local, state, national and world safety concerns (Darling Hammond, 2006; Levine, 2000; NCLB,
2001) . Charged with the responsibility of preparing
contnlal 'y analyze, evaluat e, and develop the means to
confidence in teaching abilities matched to real world expectations. Response to change is imperative. In answer to
these needs, teacher education facultipath elementary and special education at a university in the southeastern
United States are seeking to work collaboratively to help prepare undergraduate teacher candidates for the
chall enges inherent to todayb6és educational climate.

BACKGROUND OF STUDY

The authors, instructors in two distinct classroom management courses at a southeastern university, initiated
collaborative work in order to link the two courses for maximum student benefit. Given the proliferation of inclusive
classrooms in public edudah settings precipitated by the Individuals with Disabilities Education Improvement Act
(IDEIA, 2004), it is incumbent upon teacher education programs to teach, model, and provide opportunities for
practicing methods of collaboration andteaching to pgpare graduates for the realities they will face as they enter
the field.

Finding that these methods were | acking in the inst
better prepare prgervice teachers in this area. The classroom manageowses in the program were determined
to be the best venue for these collaborative efforts to begin. The university currently offers two distinct classroom
management courses. One is geared toward preparing students to teach in general educatioms chdskrdbe
other is designed to prepare students for working in special education classrooms. Both of these courses have a
corresponding clinical component in which teacher candidates observe and teach in public school classrooms. The
pairing of a genetaeducation teacher candidate with a special education candidate offered the opportunity to
simulate the type of working arrangement that would be observed in a public school inclusive classroom setting.

Although both courses offered content and strasefieclassroom management individual to the populations
being served, they failed to explore the concepts of collaboration am@dduing in meaningful ways. In order to
rectify the situation, this egoing action research project began in the fall seaned 2008 and has continued and

3" International Conference, Nashville, Tennessee April 29 -May 1,2009 Page 66



2009 American Institute of Higher Education Proceedings Volume 2, Number 1

grown each semester to the present. Throughout this process the methods and strategies to strengthen teacher
candidates understanding of the concepts of collaboration at&hcoing have evolved. This evolution lies a& th

heart of the project. The goal of understanding (Andrews, 2003) the myriad of issues involved in the development of
effective collaboration and eaching and then to translate those into tangible outcome skills-gepiee teacher
candidates is refkcted in the study thus far.

PARTICIPANTS

Because of the egoing nature of this study, participant numbers vary across the three semesters (spring 2008,
fall 2008, and spring 2009) since the piyohpauthdrdhteo i ncept
instructors of classroom management courses. Both Caucasian females with public school teaching experience that
exposed neither one to formal-tsaching experience. The second semester of research includsatvice teacher
candidags in both elementary and special education degree programs. Specifically, thirty undergraduates enrolled in
the two classroom management courses (15 per course) participated. This group included 3 males and 27 females.
Ethnicities of these groups were 3ridan American (all female) and 27 Caucasian (3 males and 24 females). All
students enrolled in the classroom management courses were in their second semester of professional education
courses.

The current semester cohont=(40) participating in the studincludes a larger number of students enrolled in
the general education program with only 11 students enrolled in the special education program.

METHODS

Collaborative efforts for the study began in spring 2008 between the two course instructors. thhehi
discussion centered on how collaboration andeezhing might be modeled for our individual student groups.
Having not been formally trained in these methods, the realization of our own deficits in this area became quickly
evident. Thus early worlncluded intense study of g¢eaching and collaboration models in the form of group and
individual professional development. Though time consuming, this step was of utmost importance to-tisenlong
goals of the research.

An initial plan was made to pvale instruction in cdeaching models. A major element of the study included
opportunities for professional dialogue with other teacher candidates in diverse settings. Students were administered
an eight item Professional Collaboration Inventory at thginpéng and end of the fall 2008 semester. The two
classroom management courses were combined for a unit of instructionteaching. A four week child study
observation in the teacher candi dat es Gonandaneddatahriote set t i n
taking skills. The rationale and initial efforts of these experimental activities undergird the need for teachers to work
as team members tapping the expertise of both regular and exceptional needs teacher strengtiifstithe m t 6 s
greatest benefit.

The culminating assignment for this phase of the study wasteaching simulation experience. In this
activity each general education teacher candidate was paired with a special education teacher candidate to plan and
co-teacha K-6 lesson. The instructors felt that time restraints during the semester prohibited collaboration on the
development of a lesson; therefore, lesson plans that had previously been written by each of the special education
participants were used. @eading pairs met to determine the bestteach model to apply to the lesson and
subsequently ctaught the lesson in their university class before teaching the lessef students in their clinical
settings. Instructor, peer, and selfaluations were nae and discussed in debriefing sessions after each lesson was
taught.
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DATA COLLECTION AND RESULTS

Data collection is ongoing. Early feedback from participants regarding affective outcomes include increased
dialogue which is essential to helping teachandidates understand the varying perspectives of their teacher
education colleagues. An interesting factor that has surfaced in the early results indicates the importance of
relationship building between d¢eaching partners. An underlying current ofraosity has been detected between a
few of the ceteaching pairs. The varying standards of internal work ethic among the students and personality
dispositions became evident when students were required to plan and exectaaghttesson. Consequentligist
paints a vivid miniature of the issues that affect the success or failuretefatung in the public school system.
Those students who were able to build rapport with their teaching partners were able to translate that into an
effectively cotaught sson. Conversely, a lack of rapport was evident wheaamhing pairs taught their lessons to
their university classmates.

Outcomes on the pigost assessment indicate that students gained greater knowledgeeachiog models.

While this is a positig outcome, the instructors found that other indicators on the assessment were unchanged. A
deeper understanding of the meaning of collaboration and an internalization of the importance of building rapport
with oneds coll eagues is still Il acking.

CONCLUSION AND FUTURE DIRECTIONS

Thus far, the instructors have determined that the initial use of a lesson plan previously developed by the
special education preervice teachers may account for some of the rapport problems noted ird¢haehiog pairs.

The migaken idea on the part of some of the teacher candidates that the person who developed the lesson plan was
Ain chargedo served to place the simulation experience
spring 2009 cdeaching pairs arresponsible for choosing a lesson plan together. This may be amaddylesson

plan that is obtained from internet sources or one written together. The concession to select a lesson plan from the
internet is again made in the interest of time avail&driéhe project during the academic semester. However, co
teaching pairs must agree on the content and plan chosen for use. It is anticipated that this will give each partner
ownership of the content material to be adapted to one of tteach models foteaching in both their university

and clinical settings.

Concurrently with the research study being undertaken, a universistseyf redesign of teacher education
prompted by state higher education groups identified five major areas of focus: cbel@rexperience, A2
partnerships, classroom management, diversity and exceptionalities. The authors are involved in the study sessions
and have discovered through them additional classroom management components within the university teacher
educatiorprogram for further examination. These include specifiteeching planning to include the needs <2
students with exceptionalities and the need for expanded data collection for measuring classroom management
competence that extends beyond the semastwhich the classroom management course is taken. Subsequently,
the authors have added additional components in thd&amhing instructional unit that require-t@aching pairs
not only to apply a cteaching model to a lesson plan, but also to delaccommodations within that plan for a
student in one of the following areas of exceptionalities: attention deficit disorder, oppositional defiant disorder,
dyslexia, dyscalculia, dysgraphia, autism, cognitive delays, or giftedness.

Finally, the autha are committed to build and expand available resources such as case study sets and other
simulation experiences to increase the probdem!| vi ng di mensi on of the teacher
(Marzano, Pickering, Arredondo, Brandt, Blackburn, &offétt, 1992). Continued collaborative work will also
address weaknesses identified in the study. Specific plans include revision of plestdPeofessional Collaboration
Inventory and the utilization of a self assessment Classroom Management Confidaleereated by the first
aut hor . This scale wild.l be administered each semester
courses to track growth over time. Through these efforts, the authors will continue to provide modeling of
collabordion, response to the needs of-gevice teacher candidates, and address concerns within the educational
professiori one issue and opportunity at a time.
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