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MESSAGE FROM THE CONFERENCE CHAIR  

On behalf of the organizing committee, I 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 opportunity for 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 

constructive and 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 limit and by including the participantsô input and feedback in designing the conference. 

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 present and discuss 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 that fosters 

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. 

 

I would like to take this opportunity to thank the organizing team that did an excellent job of 

putting this conference together. I am also indebted to our reviewers who reviewed the 

manuscripts and selected the best papers that fit this conference.  

 

We hope you will 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 



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

3
nd

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

2009 CONFERENCE OFFICERS AND COMMITTEE  

 

Conference Chair 

 

Alireza Lari, Fayetteville State University 

 

 

Program Chairs 

 

Khalid Dubas, Fayetteville State University 

Pooneh Lari, North Carolina State University 

Dothang Truong, Fayetteville State University 

 

 

Proceeding Editors 

 

Arben Asllani, University of Tennessee at Chattanooga 

Fazlul Miah, Fayetteville State University 

   

 

Administrative Manager 

 

Nasim Lari, North Carolina State University 

 

 

Executive Committee 

 

Arben Asllani, University of Tennessee at Chattanooga 

Aaron Clark,  North Carolina State University 

Khalid Dubas, Fayetteville State University 

Alireza Lari, Fayetteville State University 

Nasim Lari, North Carolina State University  

Pooneh Lari, North Carolina State University  

Fazlul Miah, Fayetteville State University 

Dothang Truong, Fayetteville State University 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 4 

TABLE OF CONTENTS  

MESSAGE FROM THE CONFERENCE CHAIR ........................................................................................... 2 

2009 CONFERENCE OFFICERS AND COMMITTEE .................................................................................. 3 

EDUCATION TRACK ................................................................................................................................................................... 9 

WE CHANGED THE WORLD TODAY: A QUALITATIVE STUDY OF COLLEGE STUDENTS REBUILDING THE MISSISSIPPI 

GULF COAST DEVASTATED BY HURRICANE KATRINA ......................................................................................................... 10 

SCHOOL-COMMUNITY-BUSINESS PARTNERSHIPS: STANDARDS FOR SUCCESS ............................................................. 11 

SENSE OF COMMUNITY AS A PREDICTOR OF ADULT LEARNER PERSISTENCE IN ACCELERATED DEGREE 

PROGRAMS? ................................................................................................................................................................................. 16 

AN APPLICATION OF PACEõS MODEL OF STUDENT DEVELOPMENT AND COLLEGE IMPRESS ON LEARNING 

COMMUNITY STUDENTS ............................................................................................................................................................. 21 

USING MATH MANIPULATIVES IN A LONGITUDINAL STUDY TO REDUCE ARITHMETIC MISCONCEPTIONS AND 

IMPROVE ARITHMETIC KNOWLEDGE IN ELEMENTARY EDUCATION MAJORS .................................................................. 26 

STUDENT MEDIATING VARIABLES AND SEVENTH GRADE SCIENCE ACCOUNTABILITY CONTROLLING FOR 

DEMOGRAPHIC FACTORS: INDIVIDUAL AND SCHOOL LEVEL RESULTS FROM KENTUCKY ........................................... 32 

EXPERIENCING SCIENCE THROUGH ENRICHMENT:  THINK, THINK, THINK! ...................................................................... 39 

CREATING A CULTURALLY RESPONSIVE CLASSROOM FOR NON-NATIVE ENGLISH SPEAKING STUDENTS IN NON-

LINGUISTIC MAJORS ................................................................................................................................................................... 42 

TEACHING CULTURAL DIVERSITY COUNSELING THROUGH INNOVATIVE STRUCTURED PERSONAL INTERVIEW 

TECHNIQUES ................................................................................................................................................................................ 47 

EXCEPTIONALITY: CULTURAL VIEWS AND PERSPECTIVES ................................................................................................. 52 

THE FIRST YEAR EXPERIENCE: IDENTITY FORMATION AND THE DEVELOPMENT OF A COHESIVE WORLDVIEW ....... 62 

CLASSROOM MANAGEMENT CHALLENGE: INCREASE COMPETENCE AND CONFIDENCE OF PRE SERVICE 

TEACHERS .................................................................................................................................................................................... 66 

ANTICIPATING AND SUPPORTING THE TRAJECTORY OF PROFESSIONAL GROWTH: A QUALITATIVE STUDY OF 

BEGINNING TEACH FOR AMERICA TEACHERS ....................................................................................................................... 70 

MADELYN, A PRESERVICE TEACHER BECOMES A WRITER ................................................................................................. 75 

MIS-EDUCATIVE: READING RITUALS ........................................................................................................................................ 80 

WHO SAYS PARENTS CANõT TEACH READING? ..................................................................................................................... 89 

SWAINõS OUTPUT HYPOTHESIS AND THE ROLES OF OUTPUT THAT NEED TO BE    REVISITED .................................... 95 

TEACHING FRESHMAN BUSINESS STUDENTS ETHICS: A CASE STUDY ........................................................................... 100 

MENTORING UNDERGRADUATE RESEARCHERS: FACTORS THAT SHAPE THE GROWTH OF STUDENT SCIENTISTS

 ...................................................................................................................................................................................................... 105 

THE EFFECTS OF ASSISTIVE READING TECHNOLOGY ON STRUGGLING READERSõ ACHIEVEMENT.......................... 109 

PRE-SERVICE TEACHERSõ INTENT TO USE COMPUTER-BASED TECHNOLOGY: A LONGITUDINAL STUDY ................ 113 

USING RENEWABLE ENERGY SYSTEMS TO HELP DEVELOP STUDENTSõ THINKING SKILLS ........................................ 118 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 5 

EDUCATIONAL REFORM THAT CHANGED A STATE ............................................................................................................. 122 

REASSESSING THE CUSTOMER IN HIGHER EDUCATION .................................................................................................... 129 

ECONOMIC IMPACTS AND RETURNS TO EDUCATION: THE UNIVERSITY OF ALABAMA 2004-2005 .............................. 134 

A BIOECOLOGICAL MODEL OF COLLEGE STUDENT RETENTION ...................................................................................... 141 

HARMONIZING EDUCATIONAL DIFFERENCES FROM AN INTERNATIONAL PERSPECTIVE ............................................ 145 

EDUCATIONAL LICENSURE FOR FUTURE ENGINEERS ........................................................................................................ 150 

THE IMPLEMENTATION OF MULTICULTURAL EDUCATION CONCEPTS IN CATHOLIC GRADE SCHOOLS IN ILLINOIS, 

USA .............................................................................................................................................................................................. 154 

CROSS-CULTURAL TEACHING OF ENGLISH VOCABULARY USING FOLDABLES® GRAPHIC ORGANIZERS ................ 158 

HOW TO DEFEAT A BULLY ....................................................................................................................................................... 166 

TRACING FOOTSTEPS, THE PROFESSIONAL JOURNEY OF DOROTHY JUNE SKEEL (1932-1997): AN EXEMPLARY 

TEACHER EDUCATOR AND ADVOCATE FOR THE ELEMENTARY SOCIAL STUDIES CURRICULUM .............................. 168 

SCHOOL-TO-HOME COMMUNICATIONS AS AUTHENTIC MATERIALS FOR LITERACY INSTRUCTION: A PRELIMINARY 

STUDY .......................................................................................................................................................................................... 173 

THE IMPACT OF ILLEGITIMACY ON THE FAMILY, THE SCHOOL SYSTEM, AND SOCIETY ............................................... 178 

SECOND LIFE©: WILL VIRTUAL WORLDS CONTINUE TO HAVE A FUTURE IN HIGHER EDUCATION? .......................... 179 

THE APPLICATION OF BEST PRACTICES IN ONLINE EDUCATION TO SMALL SCHOOLS: ONE SIZES DOES NOT FIT 

ALL ............................................................................................................................................................................................... 183 

USE OF A COMPUTERIZED CLASSROOM SIMULATION IN AN ONLINE UNDERGRADUATE SPECIAL EDUCATION 

COURSE ....................................................................................................................................................................................... 188 

WEBQUESTS: EXPOSING TEACHER CANDIDATES TO EFFECIVE USE OF TECHNOLOGY IN ELEMENTARY 

CLASSROOMS ............................................................................................................................................................................ 193 

MAKING CONNECTIONS: EXAMINING THE IMPACT OF DIGITAL PORTFOLIOS IN TEACHER EDUCATION AT TWO-YEAR 

COLLEGE ..................................................................................................................................................................................... 196 

THE FOUR DIMENSIONS OF LEADERSHIP: A MODEL FOR EFFECTIVE CHANGE ............................................................. 199 

EXAMINING THE STABILITY OF THE PSYCHOLOGICAL CONTRACT: A CONFIRMATORY FACTOR ANALYTIC 

APPROACH ................................................................................................................................................................................. 203 

BUSINESS STUDENTSõ PERCEPTION OF WEB 2.0 TO AID COLLABORATIVE LEARNING ............................................... 208 

RETOOLING MASTER OF BUSINESS ADMINISTRATION EDUCATION IN A COMPETITIVE GLOBAL ENVIRONMENT: A 

CUSTOMER-FOCUSED APPROACH ......................................................................................................................................... 214 

ACCOUNTING INTERNSHIPS BENEFIT STUDENTS AND FIRMS ........................................................................................... 220 

PERFORMANCE OF TRANSFER STUDENTS VS. NATIVE STUDENTS IN UPPER DIVISION ACCOUNTING COURSES ... 222 

READING ENGLISH AS A SECOND LANGUAGE:  A REPORT OF THE FINDINGS ON SIXTH GRADE STUDENTS IN 

DENMARK .................................................................................................................................................................................... 227 

STUDENT ASSESSMENTS - CLASSROOM READING INVENTORY SCORES ...................................................................... 230 

ENLARGING THE EDUCATION VISION FOR ENGLISH LANGUAGE LEARNER STUDENTS IN THE UNITED STATES: 

RESHAPING THE NO CHILD LEFT BEHIND ACT ..................................................................................................................... 235 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 6 

DIVERSE IBERIAN HEGEMONY AND COMPARATIVE AMERICAN STUDIES:  INVENTING THE UNIVERSITY AS A SOCIAL 

INSTITUTION WITH MULTICULTURAL SOCIAL INTERACTIONS IN BRAZIL, MEXICO, AND OTHER PARTS OF THE NEW 

WORLD ........................................................................................................................................................................................ 238 

DONOR MOTIVATION AND WOMENõS ATHLETICS ................................................................................................................ 249 

LOOKING FORWARD, LOOKING BACK: UNDERSTANDING WOMENõS MENTORSHIP IN DOCTORAL PROGRAMS, 

UNDERSTANDING MYSELF ....................................................................................................................................................... 254 

FOR-PROFIT EDUCATION PARTNERS AND THE SPECTACLE OF GRADUATE-LEVEL EDUCATION............................... 260 

FACTORS CONTRIBUTING TO PERCEIVED LEVELS OF STUDENTS STRESS AT THE UNIVERSITY LEVEL .................. 266 

A  QUASI EXPERIMENTAL STUDY OF CULINARY SKILLS ATTAINMENT AND STUDENT/EMPLOYEE SELF ESTEEM 

MEASURES .................................................................................................................................................................................. 271 

IS ADVANCED PLACEMENT BETTER THAN SCHOLASTIC APTITUDE TEST? .................................................................... 278 

AN INVESTIGATION OF THE TRAINING OF PRINCIPALS TO USE DATA TO IMPROVE STUDENT ACHIEVEMENT: DO 

PRINCIPALS HAVE THE NECESSARY SKILLS? ...................................................................................................................... 294 

LESSONS LEARNED FROM STUDENT TEACHERS: EDUCATION PERSONNEL PREPARATION ...................................... 299 

HIGHER EDUCATION IN GHANA:  EXPANSION AND BENCHMARKS FOR QUALITY ASSURANCE .................................. 303 

AN ANALYTICAL FRAMEWORK FOR ORGANIZING COURSE STRUCTURE AND ACHIEVING DEEP STUDENT LEARNING

 ...................................................................................................................................................................................................... 308 

TRENDS IN INTERMEDIATE ACCOUNTING ............................................................................................................................. 313 

THE ROLE OF INTERNSHIPS IN ACCOUNTING GRADUATE EDUCATION ........................................................................... 317 

REAL-WORLD PROJECT FOR FINANCE COURSES A NEW STARTUP: IS THAT DREAM FEASIBLE? ............................. 321 

INDUSTRY, BUSINESS WITH EDUCATION: A TEAM ............................................................................................................... 329 

WHO NEEDS TENURE?: A GLIMPSE OF FACULTY AT FOUR-YEAR INSTITUTIONS WITH NO TENURE SYSTEM .......... 334 

WHY CANõT TEACHERS MIND THEIR OWN BUSINESS? ....................................................................................................... 337 

EXAMINING PROCRASTINATION VS. CRAMMING FROM A SELF-REGULATED LEARNING PERSPECTIVE ................... 341 

THE ATTITUDE OF TEACHERS ON INCLUSION ...................................................................................................................... 347 

BUSINESS TRACK ................................................................................................................................... 358 

ALTERATIONS OF RECRUITING PRACTICES IN THE FACE OF CHANGING PHYSICIAN VALUES AND THE FEDERAL 

SELF-REFFERAL AND ANTI-KICKBACK LAWS ...................................................................................................................... 359 

INTRODUCING MANDATORY HEALTH INSURANCE: WHAT THE USA CAN LEARN FROM SWITZERLAND .................... 367 

MAKING THE BUSINESS CASE FOR CHILDHOOD OBESITY INTERVENTIONS: IMPROVING RETURN ON INVESTMENT 

AND COST-EFFECTIVENESS ANALYSIS ................................................................................................................................. 371 

TECHNOLOGY SPILLOVER AND PRODUCT QUALITY: THE CASE OF PRODUCTION COST ASYMMETRY .................... 375 

CREDIT RATING AND IPO LONG-TERM PERFORMANCE ...................................................................................................... 380 

RATIONALITY OF EXCHANGE RATE EXPECTATIONS IN DOLLAR / EURO EXCHANGE MARKET ................................... 385 

HOW DO MARKETS REACT TO CHANGES IN FEDERAL FUNDS RATES? AN EMPIRICAL STUDY .................................. 386 

A COLLEGEõS DECADE LONG ASSAULT ON FINANCIAL ILLITERACY IN AN URBAN ENVIRONMENT ........................... 391 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 7 

CPASõ MORAL REASONING AND SUPPORT FOR EXPANDING SARBANES-OXLEY TO NONPUBLIC ENTITIES ............ 393 

CONSUMER ANGER: CAUSES AND CONSEQUENCES ......................................................................................................... 405 

HOW ARE ELECTRONIC MARKETPLACES DIFFERENT AMONG INDUSTRY SECTORS? ................................................. 407 

THE IMPACT OF TOYS RECALL ANNOUNCEMENTS ON MARKET RETURNS .................................................................... 410 

THE MORAL CRISIS UNDERLYING THE ECONOMIC CRISIS ................................................................................................. 414 

THE KNOWLEDGE CHAIN MODEL: PRIMARY ACTIVITIES AND COMPETITIVE ADVANTAGE .......................................... 415 

GYMS GOING GREEN: HOW GOING GREEN MAY BRING MORE CUSTOMERS TO YOUR DOOR .................................... 420 

A COMPARATIVE STUDY OF PERUVIAN AND CHILEAN STUDENTS INTEREST IN INTERNATIONAL BUSINESS CAREER 

ASSIGNMENT .............................................................................................................................................................................. 423 

IT SOURCINGõS RELATIONSHIP TO FIRM COST STRUCTURE AND STRATEGIC POSITIONING ...................................... 431 

OPTIMIZING TECHNOLOGY MANAGEMENT FOR FISCAL EFFICIENCY .............................................................................. 435 

ANGELOõS TEACHERõS DOZEN, THE INVERTED CLASSROOM, AND MIND MAPS: MOVING BEYOND CHALK AND TALK

 ...................................................................................................................................................................................................... 440 

STRATEGIC ALLIANCE POKER: DEMONSTRATING THE IMPORTANCE OF COMPLEMENTARY RESOURCES AND 

TRUST IN STRATEGIC ALLIANCE MANAGEMENT ................................................................................................................. 446 

INTERNET TRACK ...................................................................................................................................................................... 451 

UNCERTAINTY AND THE IMPOSTOR PHENOMENON: TOWARD A REACTOR ORGANIZATION ...................................... 452 

MBA PROGRAMS AND RISK TAKING MANAGERS ................................................................................................................ 457 

CONJOINT ANALYSIS AND AHP/ANP FOR INDIVIDUAL DECISION MAKING ...................................................................... 465 

CONJOINT ANALYSIS AND AHP/ANP FOR GROUP DECISION MAKING ............................................................................. 469 

ACCOUNTING IN SWITZERLAND .............................................................................................................................................. 472 

THE DEMARCATION OF ACADEMIC SISTERHOOD: EXAMINING MULTIRACIAL NETWORKS AMONGST WOMEN IN 

HIGHER EDUCATION .................................................................................................................................................................. 476 

RACE AND PRIVILEGE IN COLLEGE CLASSROOMS: HELMSõ RACIAL IDENTITY MODEL AS A FRAMEWORK IN 

UNDERSTANDING MAJORITY FACULTY AND STUDENT RESPONSES TO THE EXPERIENCES AND PERSPECTIVES OF 

RACIAL MINORITIES .................................................................................................................................................................. 478 

CONTENT ANALYSIS OF MANAGING CULTURAL DIVERSITY SYLLABI FOR DETERMINING RELATIVE IMPORTANCE OF 

COURSE SYLLABI ELEMENTS .................................................................................................................................................. 480 

TEACHERSõ PERCEPTIONS IN ADDRESSING THE NEEDS OF DISPLACED STUDENTS FOLLOWING A CRITICAL 

INCIDENT ..................................................................................................................................................................................... 485 

MANAGING JUSTLY ACROSS CULTURES: THE PROBLEM OF FAIRNESS IN INTERNATIONAL BUSINESS .................. 493 

DIALOGICAL ENGAGEMENT: A PROCESS MODEL FOR TRANSFORMING HIGHER EDUCATION ................................... 504 

THE EFFECTIVENESS OF AN AMERICAN HISTORY EDUCATION PROGRAM: TEACHER PRODUCTIVITY AND MIDDLE 

AND HIGH SCHOOL STUDENT ACHIEVEMENT ....................................................................................................................... 509 

INTEGRATING CYBER SECURITY INTO HIGHER EDUCATION CURRICULA ....................................................................... 513 

OFFICE HOURS-24/7: A SHIFTING PARADIGM ....................................................................................................................... 519 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 8 

CAN UNIVERSITIES AFFORD TO IMPROVE STUDENT PERSISTENCE? .............................................................................. 524 

EFFECT OF THE 6+1 TRAIT WRITING MODEL ON STUDENT WRITING ACHIEVEMENT .................................................... 531 

KEMET ACADEMY: A UNIVERSITY MODEL FOR ADDRESSING THE WHOLENESS OF LEARNING IN A RURAL CONTEXT

 ...................................................................................................................................................................................................... 536 

MANAGING THE POST-RETIREMENT EMPLOYEE: A CALL FOR TRAINING IN CONTINGENCY MODELS ....................... 540 

THE EXPANDING ROLES OF TEACHERS IN A TECHNOLOGY-BASED LEARNING ENVIORNMENT ................................. 547 

COMPUTER-BASED TESTING:  A COMPARISON OF COMPUTER-BASED AND PAPER-AND-PENCIL ASSESSMENT ... 552 

OLD DOG, NEW TRICKS: A FACULTY PERSPECTIVE ON COLLEGE-LEVEL ONLINE INSTRUCTION AND 

PROFESSIONAL DEVELOPMENT ............................................................................................................................................. 555 

NO CHILD LEFT BEHIND: BUILDING THE CAPACITY OF SCHOOL-COMMUNITY RELATIONS ......................................... 560 

 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 9 

  

 

 

 

 

EDUCATION TRACK 
  



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 10 

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 land-fall on the Mississippi Gulf Coast August 29, 2005, the face of 

Mississippi changed 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 moved slowly and resources and volunteers had dwindled significantly within a year 

after the storm. As time passed and Hurricane Katrina was no longer daily head-line news, the suffering of the 

people affected by the storm did not go away and the care takers needed support 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 Katrina, who was providing the 

services, and what resources they were providing. This study used focused-group methodology to analyze the 

interviews of 52 university students volunteering to help with the recovery of Waveland, Mississippi, two years after 

the massive destruction left as the hurricane swept away the Waveland community. Results showed that college 

studentsô attitudes were positively impacted by their volunteer experiences. The study revealed that the volunteering 

college students were unhappy with the 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 future leaders in America and to use their influence to orchestrate 

better responses for future disasters. 

  



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 11 

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 the No Child Left Behind Act placed 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 meeting these standards.  A thorough review of the 

literature on school-community-business 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 partnership:  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 

activities are discussed.   

 

INTRODUCTION  

 

The No Child Left Behind Act of 2001 (NCLB) 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 childrenôs learning are beyond the schoolôs control.  In a study of neighborhood 

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 a negative effect on academic progress.  Baker et al (2000) looked at the effect of 

community on standardized test scores.  Although community educational level and studentsô socio-economic status 

were the strongest predictors of test scores, other variables, such as family poverty and median income levels were 

interrelated.  Community values, however, may play a more important role in childrenôs academic success.  Bickel, 

Smith, and Eagle (2002) found community values, rather than income levels, to be most influential on 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 

and share 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, families, businesses, and community agencies must be pooled if students are to 

achieve.   

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

support learning in many schools.  Sanders (2002) defined school-community partnerships as ñconnections between 

schools and community individuals, organizations, and businesses that are forged to promote studentsô social-

emotional, physical, and intellectual developmentò (p. 20).  Schools are motivated to build partnerships with 

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 school-community partnerships in enhancing student learning is well-documented.  

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 classes passed and credits 

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).  Business executives identified four areas in which school-business partnerships benefited both school and 

business partners:  human capital development, community development, student achievement, and financial impact 

(NAPE, 2000).  Businesses want employees to be knowledgeable 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, 2003).  Partnerships enhance business 

relationships with the community and lead to a better understanding of community needs (Hopkins & Wendel, 

1997).   

 

Building a Partnership 

 

Mannôs (1987) research identified four hallmarks of reciprocal partnerships:  a coordinating structure, 

multiple purposes, multiple players, and stability.  Increasingly, partnerships are exploring new models of planning 

and decision-making.  Working committees, including parents, teachers, and students, as well as business and 

community 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 they receive community ownership and buy-in (Bingler, 2003).   

Epstein and Salinas (2004) recommended a slightly different approach to building school-community 

partnerships.  Advocating a process developed by the National Network of School Partners, Epstein and Salinas 

asserted that an Action Team, composed of teachers, administrators, parents, and community partners and linked to 

the site-based management team, provides the basis for a well-organized school-community partnership.  Using the 

schoolôs improvement goals, the team develops 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 structure leads to the schoolôs ability to sustain high quality partnership 

programs 

. 

Successful Partnerships 

 

The literature on school-community partnerships outlines traits of successful collaborations. 

Strong Partners.   

Strong, productive partnerships are created by 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 goals (Davies, 2002).  Since urban 

environments are characterized by diversity in race, socio-economic status, language, and academic and economic 

opportunities, representation of this diversity within the partnership is essential to understanding the issues facing 

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 of the most effective means 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 incorporate other aspects of studentsô lives, as well.  Partnerships must recognize that academic 

achievement is related to studentsô relationships, physical well-being, and perceptions of self and the environment.   

Involving Families.   

Adult family members are the most knowledgeable sources of information about communities and the 

needs of students.  As Epstein (2001) stated, ñEven when they do not come in person, families come [to school] in 

childrenôs minds and hearts and in their hopes and dreamsò (p. 4).  Partnerships need to involve adult family 

members in all phases of their work, including identifying a vision for the partnership and developing a plan of 

action (Davies, 2002; Nichols-Solomon, 2000). 

Involving Teachers.   

If a partnership is initiated by a principal or superintendent, teacher participation may be the result of a directive, not 

an invitation.  Teachers are the ñfront lineò in work with students and families and their input is essential to meeting 

partnership goals related to student success.  DuFour (2004), however, cautions that an investment of resources may 

be necessary if teachers are to participate without sacrificing student learning or the teachersô personal time.   

Administrative Support at the District-Level.  
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 District leaders are needed to consistently recognize, support and occasionally reward the partnershipôs 

activities (Nichols-Solomon, 2000).  This support may come in the form of a paid parent coordinator, public 

recognition, or consideration of teacher efforts in annual evaluations (Davies, 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.  Such two-way collaborations 

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.  

Reviewing these 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 standards should 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 laid for on-going work and 

achievement of the partnershipôs goals.   

 

Standard 1: Strong Partners 

 

Each participant in the school-business partnership is a strong stable entity.  Partners seek to include other entities in 

the partnership, recognizing that school-improvement is a community-wide concern.  Partners consider diverse 

representation an essential ingredient 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 goals and a well-articulated 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 end goals of 

the partnership, as well as individual objectives that must be addressed if the goals are to be achieved.  An action 

plan, clearly articulating each partnerôs commitment of time and human and material resources, is established, along 

with a timeline for the 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 and achievement.  The partnership recognizes that standardized test 

scores are only one measure of student learning and seeks to improve the quality and nature of studentsô socio-

emotional development, physical well-being and academic learning.  The partnership acknowledges studentsô family 

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 that adult 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 all aspects of the partnershipôs work.  Partnerships understand the importance of the family 

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 learning or teachersô personal time.   
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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 Serving 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 partnership 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 

 

School-community-business partnerships are not likely to solve all of the challenges facing public schools.  

They are not a substitute for well-trained, well-paid, effective teachers and administrators; good books and 

materials, diverse instructional strategies; commitment to high standards of academic content; good, varied tools for 

assessing student achievement; ample time for student learning, and safe, orderly, and well-managed schools 

(Davies, 2002, p. 389).  But school-community-business partnerships do provide an essence that has been missing 

from American schools 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, equitable and effective settings they should be for our childrenðbut it is a 

significant one.   
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ABSTRACT 

 

This research in progress will investigate adult learnersô persistence in accelerated degree programs 

(ADP) using measurements of sense of community (SOC). A quantitative methodology will be used 

because statistical analysis will be critical in analyzing the 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 questionnaire 

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 proactively during a given term with the possibility for relevant ñin termò 

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 learnersô (typically defined as 25 years of age and older) 

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 accelerated degree programs. 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 to 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 general, only 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 social and academic 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 retaining adult students. Why? According to Reed (2005), ñéadult enrollmentéis projected 

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 25ò (p. 4). 

Who is the adult 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 demographics of 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 learners are more likely to enroll as part-time 

students than their younger traditional counterparts (American Council on Education [ACE], 2006).  Most of these 

part-time learners are females from minority groups (ACE, 2006). African Americans constitute a larger proportion 

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 degree programs. 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 completion (Cross, 1981), 

and credit for experiential learning (Cross, 1981).  

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

ñ[a]dult degree completion programséare growing at a rapid pace across the nation.  After only about 100 programs 

in 1983 (p. 1), the 1990ôs saw a surge in the number of accelerated degree programs. (In 2008), there are about 300 
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accelerated learning programs nationwideò (CAP Network FAQ, 2008). Over the next ten years, it is expected that 

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 programs, Wlodkowski (2003) stated, ñpositive involvement with peers and faculty continues to encourage 

adult students to persistò (p. 12). Students who become connected to a cohort of students will find that their co-

learners help them over the road when it becomes rocky. Students who try to go it alone will find the road 

treacherous (Tweedell, 2000, p. 41). Persistence is associated with connectedness. 

Connectedness is a component of sense of community (SOC) (Rovai, 2002a, p. 197). SOC is associated with 

several positive adult learner outcomes including learning, persistence, and goal achievement. A strong SOC 

increases adult learnersô ñcommitment to group goals, cooperation among members, satisfaction with group efforts, 

and motivation to learn (Bruffee, 1993; Dede, 1996; Frymier, 1993; Wellman, 1999)ò [Rovai, 2002b, pp. 320-321]. 

Quinn and Carlson (2003) touted the robust nature of SOC, ña sense of community has been shown to be a positive 

factor in persistence in research conducted with traditional students, nontraditional students, and students in 

accelerated degree completion programsò (pp. 243-244).  

Quinn and Carlson (2003) concluded that ña sense of community has been shown to be a positive factor in 

persistence in research conducted with traditional students, nontraditional students, and students in accelerated 

degree completion programsò (pp. 243-244). Harris (2002) researched the ñimportance of creating a ósense of 

communityô within an adult student cohortò (p. 245).  She found results supporting Narettoôs (1995) suggestion ñthat 

membership in communities comprised of fellow students was perceived by adults as an important factor in 

explaining persistence of adult students to degree completionò (p. 246). There is evidence ñthat students reporting a 

high sense of community feel burned out less often at schoolò (Rovai, 2002b, p. 321). 

In adult learner environments, Terry (2004) incorporated Sergiovanni (1994)ôs application of the importance of 

creating a ñcommunity of commitment and interdependenceò (Terry, 2004, p. 25). The presence of SOC does not 

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

 

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 underlying 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 is four-fold. First, the 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 instruments for measuring 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 couched in the 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 psychology provide 

an overarching frame for the context of these theories and models. 

 

RESEARCH QUESTIONS 

 

Four questions will guide this research:  

1. Is SOC a good predictor of adult learner persistence?  

2. What are the prevalent instruments used to measure SOC? 

3. How do these instruments compare and contrast? 

4. Is there efficacy in combining and/or integrating these instruments in an abbreviated tool?  
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SIGNIFICANCE OF STUDY  

 

The 21st Century adult learner has much different needs than previous generations. Consideration must be given 

to characteristics of adult learners other than age.  There are certain life changes that trigger the adult learnersô need 

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 knowledge useful in assessing adult learner persistence in accelerated degree programs 

proactively during a given term with the possibility for relevant ñin termò remedial actions; 

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 determined by the cohort section surveyed ï first semester or second/third/fourth semester. The 

instrument questions will be measured using a five-point Likert Scale.  

 

SETTING FOR THE STUDY  

 

This research in progress is taking place on the campus of a private liberal arts historically black college 

(HBCU), with a total enrollment 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 distributed to all adult 

learners in the given accelerated degree program and from the relevant registrarôs office.  

 

VARIABLES  

 

In this study, the dependent variable will be the score for sense of community (SOC). In addition to 

demographic variables, there will be numerous other 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 research supporting 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 being a woman 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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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 their time 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 Paceôs model can be used to accurately describe a sample of learning 

community studentsô development and gains during college, with the student outcome being perceived 

gains in general education and intellectual skills. Results strongly support Paceôs proposition that student 

effort is the most important determinate of perceived gains. Moreover, results strongly support the use of 

Paceôs model as a theoretical framework that may be used to study learning community studentsô 

development and gains in college. 

 

INTRODUCTION   
 A growing number of institutions are beginning to implement learning communities as an attempt to 

improve undergraduate education (Shapiro & Levine, 1999). Learning communities have been defined by Gabelnick 

et al. (1990) as the ñpurposeful restructuring of the curriculum by linking courses that enroll a common cohort or 

students. This represents an intentional structuring of the studentsô time, credit, and learning experiences to build 

community, and foster more explicit connections among students, faculty, and disciplinesò (p. 5). Learning 

communities often attempt to move collaborative learning beyond the classroom and into broader aspects of 

studentsô lives. While there are many variations of learning communities on campuses across the United States, 

learning communities have two common elements: shared or collaborative 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 experience. Connected learning 

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 cooperation 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 self-reported gains (Pascarella & Terenzini, 2005). 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 meta-analysis of more than 300 cooperative learning 

environment studies, Johnson, Johnson, and Smith (1998) report that learning communities help promote the social 

adjustment and integration to college life, persistence in college, and greater integration of studentsô academic and 

nonacademic lives.  

In their extensive literature review of the research surrounding college students, Pascarella and Terenzini 

(2005) describe a variety of theories and models that have been used to study college effects on students. Astinôs 

(1970) ñinput-environment-outputò model and Tintoôs (1975) longitudinal model of student departure, which has 

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 education scholars have paid little interest to the work of C. 

Robert Pace (1979), who in his book, Measuring Outcomes of College, delineates a model for the study of student 

development. While his model does not contain explicit assumptions and hypotheses related to predicting student 

behavior, it is as complete as the models developed by Astin and Tinto.  

According to Pace (1998), ñprior research had not included what turns out to be the most influential variable-- 

the quality of effort that students themselves invest in using the facilities and opportunities for learning and 

development that exist in the college settingò (p. 18-19). Pace postulates that student background characteristics will 

affect a studentôs status in college and a studentôs status in college will in turn impact the quality of effort that 

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 impact studentsô impression of the 

institutional environment, and the studentsô perception of the college environment, along with the quality of effort 

expanded, will have the greatest influence on studentsô perceptions of development and gains. Ethington and Horn 

(2002) found strong support for Paceôs model when testing the model on a national sample of community college 
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students. They found that quality of effort had a major influence on studentsô perceived personal and social 

development.  

 

METHODOLOGY  

 

Participants  

 

Participants were freshmen at a public research university located in a large metropolitan city in the southeast 

United States. The universityôs learning community program consisted of nine communities with a total of 149 first-

time, full-time students. These studentsô class schedules for the Fall semester 2007 were prearranged depending 

upon their learning community section. Approximately 50 percent of the learning community students was White, 

40 percent was African-American, and 10 percent was from other ethnic backgrounds. Due to the small number of 

participants from other ethnic backgrounds, only Whites and African-Americans were included in the study. The 

final sample consisted of 109 White and African-American students who had complete data on the variables 

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 in this study was based on Paceôs (1979) model of student development and 

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 development as 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 participation that impacts studentsô 

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 called the College Student Experience Questionnaire (CSEQ) to measure studentsô effort and 

involvement.  

Paceôs (1979) model is formulated into three basic propositions. The first is that the college experience 

encompasses the events in which a student engages while 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 library, participating in clubs and organizations, 

or improving oneôs writing skills. The second proposition stipulates that the way students make sense of these 

experiences is impacted by the characteristics of the college environment and the quality of effort that students 

expend. Finally, Paceôs third proposition is that the combination of institutional environment and effort that students 

exert both contribute to studentsô development and gains.  

 The model consists of four sets of measures. Pace (1979) argues that one must first consider the studentsô 

background characteristics they bring with them to college. In this study, the background variables are measures of 

studentsô gender, ethnicity, and prior ability, as measured by students entering ACT score. Secondly, Pace 

acknowledges that studentsô status in college must also be considered, such as whether they transferred or not, and 

whether they are full-time or part-time. Since all the participants in this study are full-time, first-year freshmen, this 

measure of a studentsô status in college is constant and is left out of the analysis. Background characteristics are 

hypothesized to have a direct influence on studentsô college activities, conceived as the quality of effort students 

invest in taking advantage of the 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 subsequently, develop 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 from the College Student Experience Questionnaire 

(CSEQ). Self-reported measures are frequently criticized for their subjectivity. However, in his own study of the 

CSEQ, Pace (1984) has shown that studentsô reports of their college experiences are accurate and credible. Gender 

and ethnicity were perfectly measured. Prior ability was measured as a studentôs highest score on the ACT. Student 

involvement in academic and social activities, conceived as quality of effort, was measured by five scales 

constructed from studentsô reported use of the library (8 items), effort in writing (6 items), effort in coursework (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 0.91, respectively. Perception of the institutional 

environment was measured by two scales derived from the CSEQ environment measures. The first scale measured 

studentsô perception of the academic environment and included three items related to emphasis on scholarship, 

aesthetics, and critical thinking. The alpha reliability coefficient for this scale was 0.79. The second environment 

scale measured the supportiveness of the interpersonal environment and included three items related to studentsô 

relationship with other students, faculty members, and administrators. The alpha reliability coefficient for this scale 

was 0.67.  

Questions on the CSEQ asked students the degree to which they had made gains in several areas of learning. 

The outcome variable, gains, was measured by two scales derived from the CSEQ gains 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 understanding and 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 using six items concerning 

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 (Joreskog & Sorbom, 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 normality of was met (ɢ2 = 3.691, p > .05). 

Additionally, chi-square 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 measurement model. 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 estimation procedures were used. Fit indexes were used to assess the degree of fit between the data and 

the model. The model chi-square, the Stieger-Lind root mean square error of approximation (RMSEA) with its 90 

percent confidence interval, the Bentler comparative fit index (CFI), 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 & Ho, 2002; Kline, 2005). An examination 

of the goodness-of-fit results revealed that the measurement model did provide an acceptable representation of the 

observed data (ɢ2 = 50.43, df = 42, p > .05, RMSEA = 0.043, 90% C.I. RMSEA = (0.00; 0.082), CFI = 0.98, SRMR 

= 0.05).  

The final phase tested the whether 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 structural equation model (Figure 1) differed significantly from 

the observed covariance matrix. Goodness-of-fit results revealed that the conceptual model did provide an 

acceptable representation of the observed data (ɢ2 = 50.07, df = 48, p > .05, RMSEA = 0.02, 90% C.I. RMSEA = 

(0.00; 0.067), CFI = 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 and social activities than males (ɔ = 2.49, p <  .05) and that ethnicity and prior 

ability did not have a significant effect on quality of effort in academic and social activities (R2 = 0.066, p < .001). 

Perception of the college environment was directly impacted by quality of effort in academic and social activities (ɓ 

= 0.27, p < .001; R2 = 0.48, p < .05); moreover; gender had an indirect effect on perceptions of the environment with 

females perceiving a more favorable college environment than males (ɔ = 0.56, p < .05). Quality of effort in 

academic and social activities had a significant direct impact on studentsô perception of gains (ɓ = 0.46, p < .001); 

however, perceptions of the college environment did not have a significant impact on studentsô perceptions of gains 

(R2 = 0.62, p < .01). Furthermore, gender had a significant indirect effect (ɔ = 1.29, p < .05) on gains through quality 

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 these coefficients should be interpreted. Following Pedhazurôs 
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reasoning, it can be argued that although environment was not found to be significant using a two-tailed probability 

test, its standardized coefficient of ɓ = 0.20 is of substantive importance and one reason for its nonsignificance could 

be due to the small sample size. Moreover, the coefficient for environment (ɓ = 0.20) was positive, as predicted by 

Pace.  

 

Figure 1. Full Structural Equation Model with Standardized Factor Loadings and Direct Effects 

 

DISCUSSION 

 

 These results strongly support Paceôs (1979) proposition that student effort is the most important 

determinant of growth and development while attending college. As seen in these results, the most important 

influence on this set of learning community studentsô perceived gains was from the effort they exert in their 

academic and social activities. Furthermore, the greater the effort students exert in their activities on campus, the 

more challenging and friendly they perceive their institution, and that, in turn, impacts studentsô perceived gains. 

Thus, student effort not only directly and positively impacts studentôs perceived gains, but also positively and 

indirectly enhances those gains by contributing to studentsô perception of the college environment.  

 Pace (1979) argues that studentsô perceptions of the institutional environment make up the background and 

motivation for student growth and development. Students first encounter the college environment at entry and 

develop their perception through 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 rewards. These experiences 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. Furthermore, influence on gains 

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 communities 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.  

 Where Paceôs model was not supported was related to the statistical 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 college environment thus positively affecting studentsô 

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), to be of practical importance. 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 the utilization Paceôs (1979) model of student development 

and college impress to study learning community studentsô development and gains in college. Pace developed his 

model and the CSEQ in an effort to provide 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 are responsible for providing students with the 

opportunities for learning and development and establishing an environment conducive to scholarship and growth, 

and it is the studentsô responsibility for taking advantage of these opportunities. Both types of responsibilities need 

to be considered to optimally understand college student development.  
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ABSTRACT 

 

This longitudinal study examined the impact of short-term, manipulative-based arithmetic instruction on 

improving knowledge and decreasing misconceptions.  This treatment reflected constructivist principles 

using an approach called ñguided constructivism.ò    Participants were 34 elementary education 

undergraduates enrolled in a child development 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 longitudinal follow-up survey during 

student teaching, typically 18 months after the course.  Pre- to posttest survey scores showed a 

statistically significant increase in arithmetic knowledge accompanied by a significant decrease in 

arithmetic misconceptions.  At the 18 months follow up, significant gains in knowledge and significant 

decreases in misconceptions were still present.  The results indicate that manipulatives can effectively and 

efficiently reverse long-standing arithmetic misconceptions and increase arithmetic knowledge before 

education majors enter classrooms as full-time teachers. 

 

INTRODUCTION  

 

In Principles and Standards for School Mathematics (NCTM, 2000), the National Council of Teachers of 

Mathematics addressed the lack of mathematics sophistication in preservice teachers: 

 

[T]eachers must know and understand deeply the mathematics they are teachingé They need toé 

be skillful in choosing from and using a variety of pedagogical and assessment strategiesé  They need to 

know the ideas with which students often have difficulty 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 their professional training could do no better 

(Bauersfeld, 1998; Désautels, 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 generations of new 

students.  In order to advance teachersô mathematics understanding and improve their pedagogical effectiveness, we 

must find effective ways to reverse well-documented teacher misconceptions about arithmetic. 

The most extensive work on teachersô arithmetic misconceptions has been reported 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 pioneered a ñcognitive conflictò procedure for 

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 misconception research were landmark studies, but they  contained important 

limitations.  First, the conflict-teaching interviews served as both independent and dependent variables, thereby 

confounding the treatment with its resulting effect.  Second, inducing cognitive conflict can be an ñiffy,ò often 

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, and 7 more recognized 

a contradiction only after multiple, simple prompts.  Third, one-on-one 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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intervention could rapidly become prohibitively labor-intensive, so conflict teaching is probably not an intervention 

that has wide-spread efficacy for teacher education programs.   

An alternative approach, one still derived from Piagetôs constructivism views conceptual knowledge as 

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, 

arithmetic misconceptions can be understood as inventions and meanings that reflect incomplete or partially adapted 

knowledge.   

The widespread and well-documented arithmetic misconceptions among preservice education majors suggests 

common but incomplete school experiences spent learning arithmetic with, about, and through symbols.  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 school (e.g., addition 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 computed, the meaning of a 

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 support for an 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 classrooms, it is easy to see how 

inappropriate conclusions could be drawn as a function of the numerals used rather than the values they represent.   

Consider, for example, the division basic fact  8 õ 4 = 2.   If asked to draw a picture of the solution ñ2,ò most 

people will draw two things because they think the numeral 2 must stand for objects.  Such thinking, however, can 

only occur if six ñthingsò got lost in the computation.  While two is the correct answer, it doesnôt stand for two 

things; it refers to two sets of things (or inversely, 2 x 4 = 8).  The division misconception is simply emblematic of 

what also occurs with misunderstandings about the other operations. 

Our primary focus pedagogically is on performing ñactions on objectsò using a hierarchy of manipulatives.  In 

this sense, our treatment might be called guided constructivism (see 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 in problem situations.  Because our focus is ñaction on objects,ò we teach ñaction languageò that 

describes an arithmetic arrangement to be performed for any real-world problem.  With ñguided constructivism,ò 

students are taught how to coordinate ñmanipulativesò as tools of action that can later be internalized into mental 

actions on objects.   

Our notion of ñguided constructivismò is similar to Freudenthalôs (1991) ñguided reinventionò or guided re-

construction.  Our intent is to guide students through a hierarchy of manipulatives that represent increasingly 

abstract objects ï from concrete to representational to transitional to symbolic ï by using manipulatives as tools for 

examining, constructing, seeing, and testing the performance of arithmetic operations and studying their 

interrelationships.  Guided constructivism begins with problems to solve, invokes the use of manipulatives as ñtoolsò 

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 corresponding increase in correct knowledge, and (c) long-term 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 the first two authors.  The child development course is a first-semester junior year requirement for elementary 

education majors at a large, NCATE-accredited state university in the southeast.  Most of the subjects were female 

(88.7%), with an average age of 26.12 years (SD=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 a 30-class semester.  All instruction was class-, rather 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 operations 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 our ñguided constructivismò was introducing students to and practicing ñaction 

languageò for the arithmetic operations so they could see that the four operations were simply different ways of 

arranging objects:  

 

Addition    ñjoined withò    (+) 3 joined with 4 is what? 

Multiplication  ñsets ofò    (x) 2 sets of 3 is what? 

Subtraction    ñtake awayò    (-) 9 take away 4 is what? 

Division    ñgrouped intoò     (õ) 8 grouped into sets of 2 how many times? 

       (÷) 8 grouped into 2 sets, with how many in each set? 

 

All problem situations generated 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 measure 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 measured understanding of operations on 

whole numbers and fractions, the meaning of the ñ=ò sign, algorithmic procedures, positional meanings in open 

number sentences, and conceptual understanding of computing algorithms.   

Two scales were calculated from the Math Survey items: Misconception and Knowledge.  Fifteen of 

the items were used to calculate the Misconception scale.   The Misconception scale was the percent of 

misconception options a  participant selected across the 15 items (Cronbachôs alpha of .87) and resulted in 

scores ranging from 0% to 100%.  The Knowledge scale was calculated from the percent of correct 

responses based to the Math Survey items (Cronbachôs alpha of .88).   

At the end of the Math Survey, students completed an additional sheet showing a division of fractions exercise: 

1 ½  ÷  ¾  =  ?.  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 were instructed 

ñImagine that the problem above is about pizzas.  Draw a picture showing how your solution would look in terms of 

pizzas (label any elements for clarity).ò 

Pictorial representations were scored on a four-point scale: 1 = no representation, 2 = inappropriate 

representation of wrong answer, 3 = inappropriate representation of two objects, and 4 = appropriate representation 

of two sets of three-fourths.  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 representation of the average percent correct for knowledge and myth (misconceptions) across 

the three time periods. 

Two one-way ANOVAs were used to examine differences between knowledge and misconception scales across 

the three time periods. There was a statistically significant within subjects effect for the knowledge score, F(2, 

66)=89.12, p<.001.  The follow-up comparison indicated that the posttest (the course-end measurement) was 

significantly higher than the pretest (before intervention), suggesting that the intervention increased studentsô 

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 accurate arithmetic 

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 Myth Scales 

 Pretest  Posttest         18 Month Follow Up 

 M SD  M SD  M SD 

Knowledge 18.33 9.11  64.52 17.79  40.88 16.22 

         

Myth  60.20 11.47  17.84 13.66  30.64 12.92 

 

There was also a statistically significant within subjects effect for the misconception or myth score, F(2, 

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

posttest (the course-end measurement), suggesting that the intervention decreased studentsô myth scores. There was 

also a statistically 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 significantly 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 

 
 

 

DISCUSSION 

 

The findings of the longitudinal study reported here are both statistically and educationally significant.  They 

suggest that a relatively modest investment of instructional time that includes appropriate manipulative-based 

problem solving can produce powerful educational benefits for preservice elementary teachers that are maintained 

over an 18 month period.  The primary focus of this study was to assess the hypothesis that short-term arithmetic 

instruction using hands-on manipulatives and observations of instructor activities with manipulatives could 

effectively reverse 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 misconceptions.   

This longitudinal study is important for third reasons.  First, it is clear that arithmetic  misconceptions  reported 

by Tirosch and Graeber (1989, 1990a, 1990b) can be systematically ameliorated through the use of whole class 

instruction using manipulative materials, and these improvements can be maintained over an 18 month time period 

with no follow-up instruction.   

Second, mathematics knowledge can also be improved and maintained through the use of the same approach.  

However, the significant improvements 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 demonstrates 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 their solution to    1 ½ ÷ ¾ = ?  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 ¾ pizza, the correct answer).  However, after 18 months, students maintained their understanding that the 

computed solution ñ2ò represents two of Ĳôs of a pizza. 

 If knowledge can be constructed, then it can be re-constructed.  The key issue is, how can mathematic 

educators effectively teach education undergraduates in re-constructing more meaningful and accurate 

understandings of arithmetic concepts?  The study reported here shows that gains achieved through a cost- and time-

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 misconceptions is that people donôt even know they have them, and because of this, 

misconceptions may get perpetuated in the classroom.  Mathematics educators have a responsibility to engender in 

teachers a ñdeep understandingò of arithmetic ï its patterns, functions, and meanings (NCTM, 2000).  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 knowledge.  In short, it 

doesnôt take long to reduce misconceptions and increase knowledge using manipulatives.   
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ABSTRACT 

 

Virtually no work exists on student self constructs in the standards-based accountability movement. This 

study addresses that gap. Based on seventh grade results from Kentucky, relationships among 

demographic factors, Self-Concept of Science Ability, Effort in Science, and science achievement were 

investigated. The database includes students (N = 49267 for 1997-1998) and schools (N = 333 for 1994-

1998 Accountability Cycle 3), examined separately. Descriptives and multiple regressions were 

computed. For student level, the self constructs produced Adjusted R2 of .033 for science scores. Entering 

demographics first, hierarchical regression explained 9.4% of the variance. At school level, the self 

constructs produced Adjusted R2 of .038 for percentage change scores in science. School 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 significant student level population due to 

measurement error for free/reduced lunch status. 

 

INTRODUCTION  

 

 Student self constructs (self-concept, self-efficacy, motivation, etc.) have an effect on school performance 

(Pajares, 1996; Wittrock, 1986). It is therefore striking 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 omission stems in part from the political struggle that frames the standards-based accountability 

movement (cf. Bracey, 2004; Berliner & Biddle, 1995; McDermott, 2007). The contrasting positions are often 

portrayed in moral terms (McDermott) with conservatives railing 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 protagonists with 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 (leaving students 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 essentially limited to 

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 effects of studentsô psychological processing on middle school science accountability 

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 lag behind elementary 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 most extensive 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 level analyses, what is the effect of the mediating constructs--Self-
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Concept of Science Ability and Effort in Science--on science achievement, controlling for demographic variables? 

 

METHODS  

 

 This quantitative report examines the relationship between demographic factors, 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 Department of Education 

(1998a, 1998b). Data for students (N = 49267 for 1997-1998) and schools (N = 333 for 1994-1998 Accountability 

Cycle 3) were analyzed separately. 

 

Student and School Level Control Variables 

 

 Non-alterable demographic factors (Bloom, 1980) are the control variables for this study. For the student level 

analysis, each variable is identified for a given student.  

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

 Race/ethnicity (RACE): From KIRIS assessment, five self -reported racial designations were collapsed to 

Nonwhite = 0; White = 1. 

 Free/reduced Lunch (FRERED): Self-reported during KIRIS, coded as Not Receiving Assistance = 0; 

Receiving assistance = 1. However, Smith, Neff, and Nemes (1999) discovered that students at some schools 

drastically under-reported their Title I status. To limit this inaccuracy, official school-reported percentage free and 

reduced price data were compared to student self-reported figures. If these two percentages were within 5% of one 

another, the self-report data were considered accurate. At the seventh grade, less than 50% met this criterion. This 

drops the population size from N = 49267 to N = 20989. These restricted numbers are used when reporting both the 

descriptive statistics and the 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. Here this would occur disproportionately in schools with higher 

poverty rates. 

 Region (REG): Dummy coded by attendance region (1-8), as 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 female participants, 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 from validated 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 variables of concern 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 variable and the dependent variable. Two questions considered 

to reflect these internal processes were posed to the seventh graders as part of the KIRIS science test.  

 Student Self-Concept of Science Ability (SSCSA): ñHow well do you think you did on the science part of the 

test?ò There were four responses: (a) I did very poorly; (b) I did poorly; (c) I did well; and (d) I did very well. 

Answers were translated into a 4-point interval scale (4 high).  

 Student Effort in Science (SES): ñHow hard did you try on the science part of the test?ò Students had four 

choices: (a) I did not try; (b) I tried a little; (c) I tried a lot; and (d) I tried very hard. Responses were converted into a 

4-point interval scale (4 high).  

 For the student level analysis, responses to these two mediating variables were identified at the level of the 

individual. This allows matching the studentôs response to his/her demographic background and science 

achievement.  

 The same constructs were utilized for the school level analysis. Here, however, both mediating 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 the 1997-98 school year is the 

individual student level criterion. Results for the Science Index are reported based on four categories--Novice, 

Apprentice, Proficient, and Distinguished--on a 140-point scale. Both students and schools are expected to reach 

Proficient (a score of 100) by 2014. This is a very demanding 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 grade for Accountability Cycle 3 (1994-1998), 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 the research 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, were incompatible 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 science achievement. 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, relationships that 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 included 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 for student 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 Variables (N = 21960) 

Variable                    B                 SE B                 Beta               t                         Sig t 

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 Adjusted R2 is quite 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 Step 1, with the mediating 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 Achievement on the Mediating Variables Controlling for the Demographic 

Variables (N = 21960) 

_____________________________________________________________________________________________ 

 Variable                               B                 SE B                 Beta                    t                    Sig t  

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 

Adjusted R2 =  .0680 for Step 1; the change of Adjusted R2 = .0256 for Step 2. 

 

 The percentage change in school level science is regressed on the mediating variables in Table 3. As was the 

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 no influence 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 on the Mediating Variables at the School Level (N = 254) 

Variable                               B                    SE B                Beta              t                   Sig t 

SCHSCSA                        33.344            16.719              0.132          1.99              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 Education focused the self-questions 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 range). Third, more than 50% of the population at the student level 

could not be used due to measurement error on the self-reported free/reduced lunch status. That in turn led to a 

restriction of range in socioeconomic status as a high proportion of students lost would have been from low income 

Title I schools. 

 

Table 4. Regression of Percent Change Scores in Science on the Mediating Variables Controlling for the 

Demographic Variables at the School Level (N = 254) 

Variable                             B             SE B           Beta             t                 Sig t  

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          0.145         1.70             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           0.033         0.43           0.6671 

  SCHREG 7                  5.930        6.708           0.066         0.88           0.3775 

Adjusted R2 = -.0004 for Step 1; the change of Adjusted R2 = .0435 for Step 2. 

 

 

 The results presented here have demonstrated the viablility of 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., multiple-items constructs focused on science generally rather than 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). With improved 

indicators of the student medating varibles and socio-demographic 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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ABSTRACT 

 

Success in science teaching relies on many attributes. 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 different classroom 

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 classroom. Each 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 assured that 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 questions are 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 INVOLVING 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 research (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. Learning is one of the purposes 

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. Incorporating 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 like nuclear power. If students donôt understand how many safety regulations are involved in the building 

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 nuclear power. They may 

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 must learn to think 

for themselves and become decision-makers. Using science news reports is one way to bring real-world experiences 

to discussion (Jarman & McClune, 2007). Science issues in the news, such as artificial sweeteners or bottled water 

can facilitate inquiry which relates to decision-making 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 with a number 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 total non-learning. Much activity in a 

science classroom or in any classroom can be quite confusing or frustrating if 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 considering 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 the lesson be 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 relies on the ability to manage many aspects of the classroom happening all at the same 

time. Prior experiences that have occurred in the studentôs life will help determine the reactions that take place in the 

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, communication, and 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. Just as classes 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 science but this does 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 education teachers receive should include a strong content background and should be based on research as 

well as ñexperiences of our membersò (p. 8).  Dill (1990) stressed the importance of research in both content and 

pedagogy. Additionally, he felt that professional 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 possible to measure teaching effectiveness by student achievement? 

Many factors affect student achievement.  Ding & Sherman (2006) compare teaching effectiveness to a 

physician/patient relationship. While a physician is not totally responsible for a personôs health, a teacher cannot be 

totally responsible for student achievement. Lord (2008) points out the need for ñstudent-centered teachingò (p. 68) 

at the university level to interest students in science. Teacher shortages exist in the sciences so teachers who teach 

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 in education (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. Some of these 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 stressed in continued 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 stressed that one 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 classroom so that it, too, 

is unique. Creativity must be allowed in teaching so that variety can continue to make science interesting with 

enrichment. 
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ABSTRACT 

 

This article discusses the issues of non-native English speaking students within English speaking US 

colleges and universities, particularly those within majors that are non-linguistically 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 as a second language. 

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 are non-native English speakers than ever before 

in history (Part-Taylor, Walsh, & Ventura, 2007). Currently it is estimated that there are 28.4 ï 31.1 million foreign 

born individuals within the US, which is a 57% increase over the 1990 census (Drucker, 2003; Gunde, 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 2000 census, 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 both foreign-born students 

and those who were born in the US, but who were not English speaking in their homes, such as those living on the 

US/Mexico border (Malia, 2006). If 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 literature 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 language learners. 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 language.  It also denotes 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 non-natives will differ from student to student and within different 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 Indo-European language 13% have minimal English speaking skills or 

cannot speak English, 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 the classroom 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 highlight this issue and offer a research-based 

rationale for why instructor intervention can increase the success of students who are not native-English speakers 

within US classrooms. This article offers a myriad of empirically based suggestions for instructors who want to 

incorporate linguistic sensitivity into their classrooms.   

 

SUGGESTIONS FOR CREATING A CULTURALLY SENSITIVE CLASSROOM  

 

 A literature review from the above-mentioned disciplines yielded a number of suggestions for working with 

second language learners that 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 these non-native English-speaking 

students. 
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Creating A Culturally Fair Grading Envi ronment 

 

 First and foremost, instructors 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 in second 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, & 

Perpinan, 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 depending upon the age at which they first began to acquire English. Research indicates that 

mastering a second language is age-dependent in that it is easier to learn the younger that one begins. According to 

Esau & Keene (1981) this age is around the onset of puberty.  

 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 who are either 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 ñwhat are the features of language that students need to understand and be able to use to accomplish this 

activity successfully? (p. 244)ò This is important, because errors in communication can not only cause a lack of 

understanding, but can cause misunderstanding, which is detrimental to L2 student learning (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 student can lead to 

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 place the adjective 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 these grammatical 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 education regarding their studentsô 

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 regarding content. She states the degree of learning for L2 students is dependent upon the teacherôs 

awareness of the L2 learnerôs needs, how these instructors conceptualize their role in meeting these needs, and the 

larger environment of the institution as to whether it is supportive or unsupportive. Seungyoun, 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 Euro-American learners are we not then discriminating against these students 

(Commins & Miramontes, 2006). For example, if we grade L2 learnersô papers the same as native English 

speakersô papers, are we not then holding a culturally different student to a Euro-American standard? Is the L2 

learner not then 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 (Schaefer). This may be especially true in academic writing, 

because academic writing skills take longer for L2ôs to learn than verbal English skills (Brown, 2007; Brown, 2008; 

Seungyoun et al., 2007).   

 In many cases L2 studentsô academic writing does not compare to native English speaking studentsô writing 

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 grade. Without 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 using a rubric 

specifically designed for grading the L2ôs written work. A rubric is an instrument used for grading and includes the 

criteria an instructor will use to grade a paper or assess a skill. The rubric can specify for both students and 

instructors the criteria 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 for L2 learners 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 so forth) rather than 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 been 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 assignments. Another suggestion 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 process it in English. 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 are indeed thinking 

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 

content, 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 strategies and classroom climate are based on the needs of Euro-American 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 more inclusive of L2 learners within their classroom (Commins 

& Miramontes, 2006).  

  Improve instructor communication. Instruction in linguistically heterogeneous classrooms can be a challenge 

because instructors need to be cognizant of how they are expressing their points 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 information, and using 

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 colloquialisms (Brown, 2008; Ching & Chang, 2008; Clancy & Hruska, 2005).  

 Commins and Miramontes (2006) suggest that instructors ñmediate understanding by relating text, visual 

imagery, and oral instruction about important concepts (p. 245).ò Materials that may be helpful in creating visuals to 

aid in understanding and provide contextual cues are: Whiteboards, diagrams, videos, and PowerPointôs (Clancy & 

Hruska, 2005). Instructors should also be sensitive to issues of comprehension and check frequently for student 

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 is/does 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 is expected regarding the dominant cultureôs ideas about learning 

(note: dominant culture can mean the culture of the program, university, or regional expectations and beliefs, as 

well as Euro-American 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 verbatim what the 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 multiple-choice test is mostly a US invention and may be unknown in many L2 learnersô 

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 may 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 demonstrate instructor preferences, which represent the instructorôs 

idea of a ñgoodò paper.  

 Clarifying expectations might also include educating native-English speaking students in the classroom 

regarding issues that affect L2 learners. It is not uncommon in group work for native-English 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 feedback and positive reinforcement. Instructors 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) stated, ñIt is important to help L2 learners to make 
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connections between language form and meaning through academically challenging tasks and contingently 

appropriate feedbackò (p. 70). Barnes (2004) posited that positive feedback, both strengths based and corrective, 

could lead to greater student self-efficacy.  

 The theory of self-efficacy comes from Banduraôs general social cognitive theory and is becoming an 

increasingly important consideration in student learning (Lent, Hoffman, Hill, Treistman, Mount, & Singley, 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 outcomes (Levitt, 2001). Tang, 

Addison, LaSure-Bryant, Norman, OôConnell, and Steward-Sicking, (2004) state that perceived self-efficacy is 

dependent upon skill performance, assessment, and evaluation by the student, peers, and instructors.  Instructor 

appropriate, credible, and positive feedback is especially important when student self-efficacy is low. Such feedback 

can increase student motivation, self-efficacy, and more realistic self-assessment (Al-Darmaki, 2004; McCabe, 

2006).  

 Brophy (1981) developed guidelines for effective feedback. A summary of these guidelines is that the feedback 

must be genuine, specific, and must attribute success to the studentôs effort. The task must also be sufficiently 

difficult to generate praise, otherwise the instructor may lose credibility and the feedback 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 students increase 

motivation, effort, self-efficacy, and accomplishment (Angell & Bates, 1996; Lent, Hill, & Hoffman, 2003; 

MacIntyre, Noels, & Clement, 1997).  

 Use scaffolding and modeling. Vygotsky discussed the theory of the zone of proximal development, which 

suggests there is a difference between what a student can learn by himself or herself and what he or she can learn 

with help (Malia, 2006). Instructors can use scaffolding to help students learn more. Scaffolding used in this 

example is a process where more aid 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 students learn academic writing is to give them examples of ñgoodò 

papers that meets the instructorôs standards for the given assignment. In this manner, students 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 be accomplished 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 for each 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 initially give 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 notes (Gunde, 2003). If the instructor 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 help prepare them to ask questions 

in class.  

 Honor student culture in the classroom. L2 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. 

Instructors can organize lectures and materials to build upon the L2 studentôs experiences in both cultures and use 

this to help him or her develop knowledge, skills, and transference between the studentôs native language and 

English (Commins & Miramontes, 2006; 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 learnersô linguistic diversity as an asset to the class can create an environment 

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 work. Instructors can also create a 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 environment by 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 arrange study groups, led by native English-speaking 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 or other projects. In this manner, native-English 

students can serve as ñcultural brokers.ò A cultural broker is a L2 studentôs friend, classmate, instructor, tutor or any 

other person helping L2 learners understand English-speaking culture (Hagan, 2004). 

  Students can also participate in what Memmer and Worth (as cited in Gunde, 2003) calls a ñconversation 

laboratoryò where students can get help with the English language within the context of their academic major.  This 

can be developed in the form of a support group for students who are not native English speakers (Casado & 

Dershiwsky, 2001). This can be accomplished in mixed groups of native-English speakers and L2 learners.  

 L2 students can also gain from participating in a group with other L2 learners (Gunde, 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 more 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 is to form homogeneous language groups for small in-class 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 can rejoin the class 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, both types should be utilized within a 

single semester.  

 Increase instructor cultural awareness. Instructors 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 to their collectivist culture. 

An unaware US instructor from an individualistic culture might see this as cheating (Thorn & Contreras, 2005). 

This can lead to another cultural misunderstanding that can thwart the L2 learnerôs success. This is also another 

example of making cultural expectations clear in regard to the dominant cultureôs policies for classroom behavior.  

  Increase instructor self-education. Instructors should educate themselves regarding the cultural differences 

between themselves and their students. This is particularly important in regard to language. Instructors should 

become aware of language rules in studentsô native language to understand errors students may make in English 

based upon the syntax of their language of origin. Instructors can be aided in this endeavor 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, support groups). 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 feel a lack of support, may 

have difficulty making friends, and may have different cultural scripts or learning styles that makes it difficult for 

them to feel like they ñfit inò (Schwallie-Giddis, Anstrom, Sanchez, Sardi, & Granato, 2004; Thorn & 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.   

 

SUMMARY  

 
 As educators we must practice culturally 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 cultural variable into consideration. Instructors can do a lot to 

improve the learning and education of L2 learners within non-linguistically oriented majors. Instructorsô positive 

attitudes, careful grading, willingness to learn about their studentsô native languages, attitudes of acceptance, and 

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 upon request. 
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ABSTRACT 

 

People in general especially students, have not had significant experiences in interacting with, and 

communicating with people from different backgrounds (DôAndrea & Daniels, 1991). Thus, many 

students may have a significant impediment to overcome in order to open themselves to the cross-cultural 

experience of their future clients.  The purpose of this research is to assist counseling students to improve 

cross-cultural communication skills that would enable them to use interviewing techniques with 

individuals from diverse cultures.  This approach is open-ended with continual opportunities to refine and 

enhance studentsô skills by building on the demonstration videos of previous students.  In view of what 

Dô Andrea and Daniels, mentioned above, I felt that a developmental model to help counselor candidates 

ñwalk in someone elseôs moccasinsò, according to a Sioux Indian proverb, was necessary.  The guidelines 

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 

different backgrounds (DôAndrea & Daniels, 1991).   Thus, many students may have a significant impediment to 

overcome in order to open themselves to the cross-cultural experience of their future clients.  The purpose of this 

research is to assist counseling students to improve cross-cultural communication skills that would enable them to 

use interviewing techniques with individuals from diverse cultures.  This approach is open-ended 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.  They included the following: 1) develop skills in cross-

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 express their concerns 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 cross-cultural interviews to be used in a variety of settings 

where cross-cultural concerns are evident (Kasambira & Rybak, 1996). 

 

Develop Cross-Cultural Interviewing Skills  

  

Evaluating the effectiveness of comprehensive multicultural training courses, DôAndrea, Daniels, and Heck 

(1991) found, in general, that the courses did help students to increase their levels of multicultural awareness, 

knowledge and skills.  Merta, Stringham, and Ponterotto (1988) described a cross-cultural experience that was 

processes in a class setting as valuable in increasing counselor sensitivity to other cultural perspectives.   

 

Develop Cross-Cultural 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 climate as hostile while, in general, Whites 

held a more positive perspective.  The study also found that Asians were the least comfortable in cross-cultural 

situations while Latinos and Whites were the most comfortable. 

 

Expressing Acculturation Concerns 
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Persons 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 presents 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) remarked on a 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 respect for differences.  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 Cross-Cultural Competency Inventory-Revised (CCCI-R) (LaFramboise, Coleman, & 

Hernandez, 1991) have been developed to assess the cross-cultural competence of counseling.  Demonstration 

videotapes offer students a chance to critique the cross-cultural 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 all participants as one group, 3) conduct videotaped interviews in pairs, 4) frequently review 

and discuss results as a group, and 5) modify techniques to refine cross-cultural communication skills. 

 

RECOMMENDATIONS  

 

As a result of this work, eight specific recommendations 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 ethnically diverse backgrounds, 3) vary the 

composition of the interviewer-interviewee 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 interviews with all 

participants partaking, 7) provide/recommend resource materials such as Culturgrams (David M.)  

 

RESULTS 

 

The final result of this project is to provide resources for counselor educators who are involved in preparing 

counselors sensitive to they dynamics 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 

develop more ñgeneralizableò skills in learning how to work with cultural differences.  They were afforded an 

opportunity to begin developing self-confidence about dealing with cultural differences along with the newly 

acquired counseling tools.  Throughout this project, a lower level of self-defensiveness and an increased openness to 

feedback were encouraged as model for increasing both self-awareness and usable skills for counselors. 

 

IMPLICATIONS  
 

Results from this research could be used for purposes such as:  1) provide counselor in-service training 

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 and instructor 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, and  government. 
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CONCLUSION 

 

The structured interview process described offers an integrative, flexible, and developmental model for 

enhancing cross-cultural communication.  The model offers the possibility of involving counselors in training and 

others at all levels 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 completed videotaped interviews. 

 

IMPORTANT THINGS TO INCLUDE IN THE PERSONAL INTERVIEW PROCESSES  

 

 Intervieweeôs Cultural Background Factors 
 

Based upon the interviewerôs research findings, it is very important at this point, for the interviewer to ask 

questions that will help to verify research facts. This can be achieved by developing and subsequently asking 

questions that deal with the countryôs geographic location and its relationship to contiguous countries, if there are 

any. Here, inclusion of a map of the country of origin would help to give the reader a mental picture of the 

intervieweeôs country of origin, and its relationship to the rest of the world.  

 

Personal Factors 

 

Questions dealing with the intervieweeôs upbringing, and lifestyle would be appropriate here. Those questions 

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 countries and 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 section it is important for the interviewer to carefully observe the intervieweeôs body language such as 

non-verbal language dispositions such as eye contact, or other mannerisms. Issues such as religion, cultural beliefs, 

superstitions or values that affect the individual, family, or country could be discussed here. The interviewôs 

experiences in this country, concerning prejudice, discrimination or racism they might have experienced and how 

they dealt with these experiences could be discussed here. Relationships developed with 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 discussed. The interviewee and the interviewer discuss whether or not the former had 

established any memberships in groups, what kind of groups they are--- civic, social, religious, or political. A rather 

in-depth discussion of current friendships or associations with Americans could be explored here. 

 

Task Factors     

 

The task factors section might include things such as the intervieweeôs objectives for staying in the United 

States, expectations from the American culture, preparations for tasks, such as perceived adequacy, standards, 

norms, for ñsuccessò, access to resources such as information, informal guidance from peers, power and status as a 

student/professional, barriers to opportunities, and principal adjustments needed for success and problems faced, 

could be covered here.  
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Situational Factors 

 

Things such as time constrains, pressure of work, duration of stay, home connections, - to what degree, 

housingðsatisfaction/problems, effects of environmental factors such as climate, food, and ability to move freely, 

daily interaction with other people, responsibility to others in the USA, or home countries could be covered here. 

Another aspect that could be examined here is the individualôs participation in the US culture, adjustment of family 

members to the American culture, and the type of problems the immigrant faced since arrival.  

 

General Factors in the Intervieweeôs Culture 

 

The intervieweeôs own cultural outlook on factors such as socioeconomic status or special classes, importance 

of ethnicity, tribalism, or the cast system, religion and its role in society, the importance of language or languages in 

the intervieweeôs culture, issues of sex and gender, as it relates to opportunities in life or the workplace, and the role 

of women in society, could be examined in this 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 structuresðsize, nuclear, 

extended, blended, etc, could be discussed here as well. 

 

A Brief Comparison of Cultures  

 

Based upon the researcherôs findings, it is highly recommended that a brief comparison of the two or so cultures 

be made. 

 

 Conclusion 

 

The researcher needs to summarize research findings, by addressing issues related to lessons learned from the 

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, could benefit from doing this kind of research exercise. 

 

REFERENCES 

 

Anderson, D., & Cranston-Gingras, A. (1991).  Sensitizing counselors and educators to multicultural issues: An 

interactive approach.  Journal of Counseling and Development, 70, 91-98 Berg-Cross, L., Starr, B., & Sloan, L.  

(1993).  Race relations and polycultural sensitivity training on college campuses.  Journal of college Student 

Psychotherapy, 8, 151-177. 

 

Berg-Cross, L., & Zoppetti, L. (1991).  Person-in-culture interview:  Understanding culturally different students.  

Journal of College Student Psychotherapy, 5, 5-21. 

  

DôAndrea, M., & Daniels, J.  (1991). Exploring the different levels of multicultural counseling training in counselor 

education.  Journal of Counseling and Development, 70, 78-85. 

  

DôAndrea, M., Daniels, J., & Heck, R.  (1991). Evaluating the impact of multicultural counseling training.  Journal 

of Counseling and Development, 70, 143-155. 

  

David M. Kennedy Center for International Studies, Brigham Young University.  (1993). Culturgrams:  The nations 

around us.  Garret Park, MD:  Garrett Park Press. 

  

Hoare, C. (1991).  Psychosocial identity development and cultural others.  Journal of Counseling and Development, 

70, 45-53. 

 

Ivey, A.E., Ivey, M.B., & Simek-Morgan, L. (1993).  Counseling and psychotherapy:  A multicultural perspective 

(3rd Ed.) Boston, MA:  Allyn & Bacon. 

 

Kasambira, K.P. (1992).  Personal interview guide.  Unpublished manuscript. 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 51 

Kasambira, K.P., & Rybak, C.  (1996). Transforming multicultural counselor education through the structured 

interview process.  Paper presented in Portland, OR at the Association for Counselor Educators and Supervisors 

International Conference. 

 

LaFramboise, T.D., Coleman, L.K., & Hernandez, A.  (1991). Development and factor structure of the cross-cultural 

counseling inventory-revised.  Professional Psychology:  Research and Practice, 22, 380-388. 

 

Mack, D., Tucker, T., Archuleta, R., DeGroot, G., Hernandez, A., & Cha, S.  (1997). Interethnic relations on 

campus:  Canôt we all just get along?  Journal of Multicultural Counseling and Development, 25, 256-268. 

 

Merta, R., Stringham, E., & Ponterotto, J. (1988).  Simulating culture shock in counselor trainees:  An experimental 

exercise for cross-cultural training.  Journal of Counseling and Development, 66, 242-245. 

 

Pedersen, P. (Ed.) (1985).  Handbook of cross-cultural counseling and therapy.  Westpoint, CT:  Greenwood, Press. 

 

Sue, D. W, & Sue, D.  (1990).  Counseling the culturally different:  Theory and practice (2nd ed).  New York: Wiley. 

 

  

  



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 52 
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ABSTRACT 

   

The concept of exceptionality or disability has been examined from various cultural perspectives across the 

globe.  The author explored how services and how specific support networks have been provided to people 

with exceptionality. Small-scale and large-scale societies have had to deal with unique challenges in 

monitoring services for the disabled regardless of the geographical location; financial 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 countries.  

 

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 excommunication 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 assumption that such people are coursed, or that their fore 

fathers must have committed unforgivable sins against the societal guarding gods (Eskay, 2001; Obiakor 2000). 

With differences in perception and treatment of people with disabilities, services such as education, counseling, 

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 these small scale societies.  

This article is organized into three major components: characteristics of culture and disability; conceptual 

concepts across cultures; and services available.  The first section provides an examination of the concept of 

disability 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 from the culture and the workplace (Marten, 1990). 

 

Culture  

 

Culture can be seen as a ñtradition;ò a written, or an oral method of passing cultural heritage from one 

generation to another.  The development of genetic theory came to view culture in a traditional sense as a ñkind of 

gene poolò existing at the level of social symbolism and meaning rather than biology and with ideation rather than 

material existence (Banks 2001).  

Prior to the twentieth century, the term culture was used by elite and powerful groups to utilize 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 (2001), culture can be 

seen as ñcultivation.ò This implies a distinction between culture and the nature. For example, cultivating the soil 
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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 

what is considered weed and what is considered plant is cultural.   

The work of Bourdieu (1977) and Barth (1989) saw culture as a ñsocial process;ò their works emphasized 

the diversity which emanated from the richness of individual cultural knowledge.  Culture, as a social 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 behavior within 

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 ñconstruction.ò Culture constructs us and we in turn construct it. Cultural 

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) to a large scale 

(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 as blue 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 would be regarded 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 for a new design of 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 their 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 Biafra Ibos 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. It was not until the Ibosô cultural pride and exhibitions had been explained that an understanding between 

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 culture.' The 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). Specifically, Goodenough (1987) sees culture as ña way of 

perceiving, believing, evaluating, and behaving.ò His views of culture provide a blue print that provides a method of 

examining how individuals may think, feel, and behave within a society. LeVine (1984) sees culture as "...a shared 

organization of ideas that includes the intellectual, moral and aesthetic standards prevalent in a community and 

meanings of community actions.ò 

  Culture denotes an identifiable pattern of behavior exhibited by people in response 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 interpretations about man, 

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 non-actions of a society.  A culture is learned and can vary over 

time. Language is a 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 uses changes over time as well.     

The World Health Organization (1990) defines disability as ñan impairment or abnormality of psychological, 

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 is considered normal (depending on age, sex and social and cultural factors) for that 

individual.ò  

This definition draws attention to three terms: impairment, disability and handicap; the uses often used 

interchangeably results in confusion between two of the terms ñdisabilityò and ñimpairment.ò The same can be said 

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 representatives of 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 guidance for policy-

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 international classification 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, economics and anthropology.  

 

A COLLECTIVE VIEW OF EXCEPTIONALITY AND CULTURE  

 

Oneôs disability and oneôs culture are central to the determining the position or the status the individual is 

given in a specific society. Often oneôs disability conforming to social expectations frequently is rewarded for that 

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 to various behaviors; 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 defined by society 

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 societies perceive disability differently.  In small-scale 

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).  Individuals may interact in the 

course of economic production, during leisure time, or while participating in the arts or ceremonies.  The social 

identity in these small-scale societies is based on family clan and other characteristics and not on the individualôs 

physical characteristics. 

Eskay (2002) maintained, ñThe cultural perceptions of special education administrators in developed and 

non developed countriesò supported the work of Scheer and Groce.  Similar research was also conducted by Obiakor 

(2004) regarding the present 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.  Obiakor noted 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 physical skills; (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) to understand, 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 individual perceptions 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 the experience of those who use it.ò Scheer and Nora (1988) point out that 

when different cultures use positive language to describe individuals with disabilities, these individuals with 

disability end up integrating well into the society.  

 

Body  

 

Bodies, across 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 factors (i.e., 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 being erroneous 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 walking, she was also 

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 provided 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 were 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 representing a particular culture would be considered beautiful and able-bodied. In 

comparison, individuals in key positions in the United States were considered beautiful and able-bodied (i.e., 

politicians, entertainers, and athletes). Understandingly then, individuals who 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, and physical beauty 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 American society. 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 was not normal, 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 tendency to be shunned, 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 physical re-adjustment. Conceived 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 self-identity (roles and responsibilities conducted by the body) now 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 world. The corporeal (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 modes, the following is a description 

which most newly impaired individual was likely to experience: 'the body-its corporeal or physical aspect-was 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 to be re-negotiated' (Monks & Frankenberg, 1995). 
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Identity (Stigma)  

 

Identities 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 the disabled 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), in 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, the disability was considered their primary identity, while 

previous jobs, roles, or activities were perceived as secondary or of little importance by the able-bodied in such 

community. Cultures that stigmatized individuals with disabilities created an environment which 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 outsiders, deviants from 

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's reaction 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 challenged carry the 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. In Japan and Uganda, 

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, or outcast, 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 disabled. 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 marry, become 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 able-bodied people. Therefore, not all 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 for their 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). Although many 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 to their previous 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 labeling was displayed more often in 

complex societies, as opposed to small-scale societies. In small-scale societies, during the eighteenth and nineteenth 

centuries, regular face-to-face contact between community members was the process for communicating and 

interacting. 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 other 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 and socially represent 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 represented had no 

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 specific disability they suffered from. For example, a person missing an arm was often talked of and 

addressed as ñgacanley or gacamey,ò meaning 'armless.'  

 

Liminality   
 

Turner (1967) coined the phrase liminality,ô to describe the process of changing status that an individual 

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 able-bodied and the disabled. As liminal people, the disabled comforted each other as whole 

individual, un-separated by social distinctions, and often exhibited a level of comfort not displayed in other 

relationships between able-bodied individuals. 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, Murphy (1988), 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 closely related to rites 

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 threshold-a kind 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 between 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 chronic sickness. 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 (MS), the term liminal 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 was not the visible 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 Punan Bah culture, 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 an in-between person, a child-woman, or child-man 

(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 something that an 

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 understanding 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 important to note that there was a fine distinction between the connotations of 

personhood in small scale societies and large complex societies. In small-scale societies an individuals 'personhood' 

was directly connected to their social function, their individual ability to contribute to the day-to-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, personhood was neither determined by an individualôs physical or mental 

conditions, nor was individuals denied personhood if they had physical or mental disabilities. However, a distinction 

was made between non-human and human individuals, and between non-persons and persons. At birth every 

individual was defined as non-human. 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. This 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 was denied 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, never completed, 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 deviance in general 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, personhood was closely linked to the physical body. 

Therefore, individuals with physical disabilities were 'denied' personhood by able-bodied individuals. The denial of 

personhood took the forms of avoidance, auras of contamination, or devaluation. Disabled individuals, who 

internalized this denial of personhood, often participated in self-devaluation. 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 to 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 large-scale societies in the social interactions 

depicted between the non-disabled 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 theme, we applied Gutmann & Taylor's (1994) views on Multiculturalism (1994). His research on 

ñMulticulturalismò was that "our identity is partly shaped by recognition or its absence, often by the misrecognition 

of others, and so a person or group of people can 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.   

Al though the concept of recognition existed across the different cultures, there was a distinction between 

large and small-scale societies in their perception of the disabled. This distinction raises the question, ñhow is it that 

societies can recognize the same phenomenon but arrive at different conclusion about the phenomenon's valueò? 

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 positively or negatively. 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 ex-convicts, minorities or the disabled, it becomes clear that there 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, ex-convicts, minorities, and the disabled in America are to a certain degree still 

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 change their 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 disabled and non-disabled 

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 

on their 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 made the 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, p. 143). 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 tendency to either treat 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 were 

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 independence and 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, disdain, or 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 transportation to 

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 appropriate 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 perceptions (Choi, 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 yield different conclusions about the appropriateness of disease-specific funding levels 

(Gross, Anderson, & Powe, 1999). 

Ingstad and Whyte (1998) indicated that small-scale societies have a tendency of including and expecting 

the disabled individual to participate in the day-to-day activities of that particular culture. 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 available to them as 

well as that may be offered to the total culture.  

Since the Year of the Disabled (1981) and the Decade for Disabled Persons (1983-1992), many 

questions have arisen about how to understand and deal with disability in a multicultural world. To what extent can 

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 centers, in some 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 to other projects. 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 training.  He 

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 small or large societies impact directly and indirectly the daily lives of the disabled.  

Within small societies, the policy maker has greater interest in getting re-elected and providing service to more 

influential community leaders than to consider minority groups 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 presents a never ending 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. Unfortunately, 

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 large-scale 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 

been successful 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 examples 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 able-body counterparts (See Innes (2007) on Disability 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 common and shared ideology that all disabled individuals should be recognized as equal citizens, 

treated with respect, and enjoy the rights and privileges of the able-body, large-scale societies have begun to spread 

a common message and have used various resources to strengthen that message ï the disabled should be treated with 

equity; much of the small-scale societies have been quite slow in responding to this flow of information. With the 

support from international organizations, such as WHO and ILO, large-scale societies had begun to sponsor 

rehabilitation programs in small-scale societies through funding, research monies, human resources, ideological 

transfer, equipment, and maintenance.  Due to language, culture, and ideology barriers, rehabilitation centers have 

not been as successful in some small-scale societies in comparison to their large-scale counterparts. These traditional 

barriers have enjoyed a long history for neglect for much of the disability and disabled. Few of the small-scale 

communities have been 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 

large-scale society, being implemented in a small scale society. DAM, which stands for Disability Awareness 

Missions, is sponsored by Global Alliance for Vaccines in Africa a non-governmental organization (NGO) that, like 

all NGOs, is a non-profit, non-sectarian, and nonpartisan organization registered by the NGO co-ordination bureau. 

The DAM project is being implemented in the semi-arid 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 addition to the need for funding, other strategies for ensuring that the program will not 

collapse after the large-scale representative leaves will need to be implemented (Roth, 1983).  

 

Services for the Disabled  

 

There are many gains to be had by implementing services 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 and an increase in 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 state of self-actualization when they were made to feel ñincluded in that 

society.ò Society is able to assure this 'feeling of belonging' by providing the appropriate resources (medical 

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, 1993). Additionally, 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, state, and local government enforced laws and 

policies. 

Many political and social activists credit the Civil Rights Movement (1955 ï 1965) as a catalyst for a 

renewed interest in the rights of the disabled (Freedom House 2003). The issue at that time and continues in 2007 

was "whether any institution could provide a humane environment that allowed maximum personal freedom and self 

actualization for any individualò (Kaufman & Hallahan, 1992, quoted in Mazurek and Winzer, 1994). These social 

and political activists believed 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 governmental intervention 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 (1975), states that all disabled 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, restaurants, grocery 

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 have made tremendous efforts to combat problems facing people with disabilities in their respective 

countries. Despite some of these efforts, small scale societies compared to large scale societies are ñtheoreticallyò 

pursuing the ñfullò recognition and acceptance of people with disabilities into the mainstream 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 definition, assignment 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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ABSTRACT 

 

Eriksonôs (1959) theory of identity formation further elaborated by Marcia (1966) describes the process of 

critical examination (exploration) and adoption (commitment) of a 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 

responsibility. 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 complex understanding 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 moratorium, that state of psychological flux where individuals begin to 

question and explore options regarding personal and interpersonal definitions. According to Erikson (1959), the 

transition between adolescence and adulthood is the time when a mature identity is formed, upon which future 

developmental milestones of intimacy, generativity and integrity are dependent. Adolescents are constructing a 

ñpersonality within a social reality which one understandsé that his individual way of mastering experience is a 

successful variant of the way other people around him master experienceò (p. 89). These are formative years as 

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 I connect with others? and What should I do with my life?  

 Erikson (1959, 1980) suggested that society allows adolescents the college years to struggle with these 

questions before expecting them to be productive members of society. Students balance the demands of academia 

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 spawns self-examination 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 of reality, they ñserve the purpose of organizing the data of experience and directing behaviorò (p. 

93). Attachment researchers refer to worldviews as internal working models that are ñorganized representations of 

past behavior and experience that provide a framework for understanding new experiences and guiding social 

interactionò (Shaver, Collins & Clark, 1996, p. 39). Healthy psychosocial development requires a worldview that 

both empowers individual development and promotes healthy relationships with others. Bowlbyôs (1969, 1973) 

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 

óworldviewô used in this paper. The following diagram illustrates the structure and function of worldviews (Griffith, 

2004).  

Worldviews or internal working models provide a framework for ñperceiving and interpreting events, in 

forecasting the future, and in constructing plansò (Bretherton, 1991, p. 8). Internal working models contain four 

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 goals (Bretherton, 1993; 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 actually happened but, 

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 the most part, this process operates outside of oneôs awareness 

(Epstein, 1991). Once a worldview is 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 but not 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 socially accepted behavioral 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).  

 

 
 

A well constructed worldview produces a sense of coherence that includes a comprehensive understanding 

of the world, a belief in oneôs ability to handle the challenges and opportunities 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 meaningful. Sense 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 and well-being. 

Lack of coherence produces hopelessness, depression, and anxiety (Peterson, Maier, & Seligman, 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. The 3-credit hour Applied Human Development 

includes lectures and discussion groups that address the following themes: (a) social, emotional, and cognitive 

development with emphasis on late adolescence and young adulthood, (b) identity formation, (c) the dynamic 

relationship between 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 Working Models), 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 during the week in groups of 25 to 

discuss the readings and lecture material.  

Associated with the class is a one-hour lab of 12 or 13 students led by either a professor or a teaching 

assistant to stimulate self-awareness and teach interpersonal communication skills. The discussion groups and small 

group labs provide a high level of teacher-student 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 honestly. This helps 

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), reflection "involves 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 uncritically held assumptions and perspectives. Most activities include an outlet (written or 

verbal) to think reflectively and process their experiences. Kolbôs (1984) experiential learning model uses the 

practice of reflection to connect life experience with theoretical 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 Small Group Behavior 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 mature 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 prerequisite 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, peer 

relationships are the most salient for the classroom. Attachment styles, which both inform and emerge from oneôs 

worldview, affect individual as well as collaborative learning. Experiences during the college years will likely set a 

pattern of interpersonal 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 the development of healthy interpersonal styles to prepare students for 

productive professional and personal relationships. 

 The course is structured according to Kolbôs (1984) model of experiential learning. Students engage in 

various group projects, i.e, óconcrete experiencesô, and respond with written óreflective observationsô and óabstract 

conceptualizationô -- the integration of the text and reading material to understand and explain their experiences. 

Finally, students are asked to describe ways they can take risks and try new behaviors in what Kolb calls óactive 

experimentation. This process is facilitated through two 15-20 page reflection papers that account for a large portion 

of the studentsô grade. The papers are very time consuming to grade and require much specific written feedback if 

students are to improve in the second paper.  They often require a face-to-face meeting for individual coaching as 

well.  Students tend to have difficulty with describing events in neutral and descriptive terms (concrete observation).  

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 

affecting their 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 at this age have the most trouble attempting to take someone elseôs perspective. For 

example, a student might write, ñJohn talks a lot in lab because he needs to be the center of everything and because 

he thinks he is smarter than the rest of us.ò  The more different students are in background and values, the more 

difficult it is for the student to speculate about what that personôs unique perspective on an event might be. 
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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 education classroom 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 increase pre-service 

teachersô competence and confidence in classroom management utilizing co-teaching models. Teacher 

candidates are randomly paired across classes to create, rehearse, and teach lessons in K-6 clinical 

settings utilizing one of the co- teaching models. Classroom management 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 focus on outcomes based on the collaborative paired co-teaching environments. Implications 

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

 

INTRODUCTION  

 

Todayôs classroom teachers are required to be more highly trained and competent in decision-making skills 

than at any other time in our nationôs history. Factors responsible are the expanse and acquisition of knowledge 

brought on by advancements in technology, accountability issues in education, liquidity of family profiles, economic 

conditions, and local, state, national and world safety concerns (Darling Hammond, 2006; Levine, 2000; NCLB, 

2001). Charged with the responsibility of preparing teachers for todayôs classrooms, teacher educators must 

continually analyze, evaluate, and develop the means to enable teacher candidatesô to build competence and 

confidence in teaching abilities matched to real world expectations. Response to change is imperative. In answer to 

these needs, teacher education faculty in both 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 

challenges inherent to todayôs 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 education 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 and co-teaching to prepare graduates for the realities they will face as they enter 

the field.  

Finding that these methods were lacking in the instructorsô teacher education program, steps were taken to 

better prepare pre-service teachers in this area. The classroom management courses 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 education classrooms while the 

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 general education 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 strategies for classroom management individual to the populations 

being served, they failed to explore the concepts of collaboration and co-teaching in meaningful ways. In order to 

rectify the situation, this on-going action research project began in the fall semester of 2008 and has continued and 



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

3
nd

 International Conference, Nashville, Tennessee April 29 - May 1, 2009   Page 67 

grown each semester to the present. Throughout this process the methods and strategies to strengthen teacher 

candidates understanding of the concepts of collaboration and co-teaching have evolved. This evolution lies at the 

heart of the project. The goal of understanding (Andrews, 2003) the myriad of issues involved in the development of 

effective collaboration and co-teaching and then to translate those into tangible outcome skills in pre-service teacher 

candidates is reflected in the study thus far. 

 

PARTICIPANTS  

 

Because of the on-going nature of this study, participant numbers vary across the three semesters (spring 2008, 

fall 2008, and spring 2009) since the projectôs inception. The initial participant group included only the authors, two 

instructors of classroom management courses. Both Caucasian females with public school teaching experience that 

exposed neither one to formal co-teaching experience.  The second semester of research included pre-service teacher 

candidates 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 3 African 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 cohort (n= 40) participating in the study includes 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. At this time, 

discussion centered on how collaboration and co-teaching 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 work included intense study of co-teaching and collaboration models in the form of group and 

individual professional development. Though time consuming, this step was of utmost importance to the long-term 

goals of the research.  

An initial plan was made to provide instruction in co-teaching 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 the beginning and end of the fall 2008 semester. The two 

classroom management courses were combined for a unit of instruction on co-teaching. A four week child study 

observation in the teacher candidatesô clinical settings was also initiated to increase observation and anecdotal note 

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 strengths for the P-12 studentôs 

greatest benefit.   

 The culminating assignment for this phase of the study was a co-teaching simulation experience. In this 

activity each general education teacher candidate was paired with a special education teacher candidate to plan and 

co-teach a 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. Co-teaching pairs met to determine the best co-teach model to apply to the lesson and 

subsequently co-taught the lesson in their university class before teaching the lesson to K-6 students in their clinical 

settings. Instructor, peer, and self-evaluations were made 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 teacher candidates 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 co-teaching partners. An underlying current of animosity has been detected between a 

few of the co-teaching pairs. The varying standards of internal work ethic among the students and personality 

dispositions became evident when students were required to plan and execute a co-taught lesson. Consequently, this 

paints a vivid miniature of the issues that affect the success or failure of co-teaching 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 co-taught lesson. Conversely, a lack of rapport was evident when co-teaching pairs taught their lessons to 

their university classmates.  

Outcomes on the pre-post assessment indicate that students gained greater knowledge of co-teaching models. 

While this is a positive 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 oneôs colleagues is still lacking.  

 

CONCLUSION AND FUTURE DIRECTIONS  

 

Thus far, the instructors have determined that the initial use of a lesson plan previously developed by the 

special education pre-service teachers may account for some of the rapport problems noted in the co-teaching pairs. 

The mistaken idea on the part of some of the teacher candidates that the person who developed the lesson plan was 

ñin chargeò served to place the simulation experience on unsure footing from the start. To remedy this situation, in 

spring 2009 co-teaching pairs are responsible for choosing a lesson plan together. This may be a ready-made lesson 

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 available for the 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 the co-teach models for teaching in both their university 

and clinical settings. 

Concurrently with the research study being undertaken, a university self-study redesign of teacher education 

prompted by state higher education groups identified five major areas of focus: content, field experience, P-12 

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 

education program for further examination. These include specific co-teaching planning to include the needs of P-12 

students with exceptionalities and the need for expanded data collection for measuring classroom management 

competence that extends beyond the semester in which the classroom management course is taken. Subsequently, 

the authors have added additional components in their co-teaching instructional unit that require co-teaching pairs 

not only to apply a co-teaching model to a lesson plan, but also to include accommodations 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 authors are committed to build and expand available resources such as case study sets and other 

simulation experiences to increase the problem-solving dimension of the teacher candidatesô learning experience 

(Marzano, Pickering, Arredondo, Brandt, Blackburn, & Moffett, 1992). Continued collaborative work will also 

address weaknesses identified in the study. Specific plans include revision of the pre-post Professional Collaboration 

Inventory and the utilization of a self assessment Classroom Management Confidence Scale created by the first 

author. This scale will be administered each semester throughout the teacher candidatesô professional education 

courses to track growth over time.  Through these efforts, the authors will continue to provide modeling of 

collaboration, response to the needs of pre-service teacher candidates, and address concerns within the educational 

profession ï one issue and opportunity at a time. 

 

  




