


World Congress on Education

WCE-2017

www.worldconedu.org

July 17-19, 2017 

Ballsbridge Hotel 

Pembroke Road 

Ballsbridge 

Dublin 4, Ireland  

Copyright © WCE-2017 Publshed by Infonomics Society                                                         ISBN: 978-1-908320-85-8 2



Message from the Steering Committee Chair 

Welcome to the World Congress on Education (WCE-2017). The WCE-2017 provides opportunity for 

academicians and professionals to bridge the knowledge gap and to promote research esteem.  

The WCE-2017 received 330 papers from 71 countries of which 105 papers were accepted after the 

first review and 76 papers (Abstracts 12, Extended Abstracts 8, Full Papers 16) were finally accepted 

for presentation. We received 19 Posters and accepted 1, out of 26 Workshops 3 were accepted and 

3 Speaker Proposals out of 29 were accepted. The double blind paper evaluation method was 

adopted in WCE-2017 to evaluate each of the conferences submissions. Please note that selected 

papers will be invited for publications in high impact International Journals.  

Many people have worked very hard to make this conference possible. We would like to thank all who 

have helped in making WCE-2017 a success. The Steering Committee and reviewers each deserve 

credit for their excellent job. We thank the authors who have contributed to each of the conferences 

and all our Keynote Speakers: Professor Kathy Harrison, Dr Stephen Rutherford and Adrian Winckles 

for agreeing to participate in WCE-2017. We will also like to acknowledge our appreciation to the 

following organisations for their sponsorship and support: Infonomics Society, IEEE UK/RI Computer 

Chapter, University of Kent, BCS, IET, IAP and Canadian Teacher Magazine. The long term goal of 

WCE-2017 is to build a reputation and respectable conference for the international community.  

On behalf of the WCE-2017 Executive members, I would like to encourage all to contribute to the 

future of WCE as authors, speakers, panellists, workshop organisers and volunteers. We wish you a 

pleasant stay in Dublin, and please feel free to exchange ideas with other colleagues.  

Professor Charles A. Shoniregun  

WCE-2017 Steering Committee Chair 

Infonomics Society, UK and ROI 
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Keynote Speaker 1 
 
 
Dr Kathy Harrison is a former Director of the Centre for Evaluation, Quality and 

Inspection at the School of Education Studies, Dublin City University, Ireland, with 

responsibility for the management of the Centre for Culturally Responsive 

Evaluation and Assessment. Focusing on the principles of social justice, she 

carried out culturally sensitive evaluations on inclusive second-level education 

concentrating on school structures, policies and practices. Her work included 

developing a generic standardised initial teacher training programme for the delivery and evaluation of 

culturally sensitive education, training and assessment. The programme was developed to inform 

teaching practice and educational policy, with an ethos of equality, access and inclusion. She has 

lectured at undergraduate and postgraduate levels on research, social science and education. She 

has also worked on developing a range of research-informed responses to educational challenges in 

inclusivity faced by Irish schools. Prior to lecturing in tertiary education, she taught in the Further and 

Community Education sectors and has considerable experience working with minority and 

disadvantaged groups. Kathy’s research area is in the field of culturally sensitive and responsive 

education, embracing empowerment of learners, through involvement in their learning, and the 

assessment of their learning. This research has included investigating formative and summative peer-

assessment and self-assessment at all levels from elementary to undergraduate studies to senior 

learners. Her research has also included examining best practice in addressing homophobic bullying 

in second-level schools. Addressing the current changes in lifestyle, she has co-ordinated a European 

Healthy Lifestyle and Active Living project with educationalists, medical practitioners, students, 

parents and grandparents from across Europe. The project addressed the growing obesity trend. 

Continuing to pursue an inclusive, holistic pastoral approach she is currently broadening her horizons 

to include holistic counselling and psychotherapy practice. Kathy is also working as an associate tutor 

on the MSc Educational Leadership programme with the School of Education at the University of 

Leicester.  

 
 Title: Self-Care and the Educator 

Abstract: According to the World Health Organization (WHO) (2012), ‘good health adds years to life’.  

In defining health, the WHO (1948) emphasised it as a ‘state of complete physical, mental and social 

well-being and not merely the absence of disease or infirmity’.  However, this is not an easy goal to 

achieve or sustain.   

In a rapidly changing world, educators are increasingly grappling with time and resources to meet the 

growing demands of academia and the needs of a more diverse and inclusive, multicultural student 

population.  In rising to meet these challenges it is all too easy for the educator to neglect self-care.  

Good health and a sense of well-being enhances self-confidence while conveying an ability to perform 

personal and professional tasks with ease, essential when working in an educational environment.  
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Taking the time to examine how well we are doing in self-care goes a long way toward achieving good 

health and an A+ in well-being.  
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Keynote Speaker 2 
 
 
Dr Stephen Rutherford is a National Teaching Fellow, a Reader, and Director of 

Undergraduate Education in the School of Biosciences, Cardiff University, UK. 

Stephen gained his BSc and PhD in the biosciences at the University of York, 

followed by post-doctoral research at the University of Nevada, Reno, Nevada, 

USA, and the University of Oxford. During his time in the USA, Stephen was an 

adjunct teaching faculty at the University of Nevada, Reno and California State University, 

Sacramento. Stephen joined the School of Biosciences at Cardiff University in 2005, where he has 

been the Deputy Director of Undergraduate Education since 2009, and has recently become the 

Director of Undergraduate Education this summer. Stephen’s educational research interests focus 

around four themes: (i) Self-regulated learning and the development of student study skills; (ii) student 

identity and knowledge retention during transition from school to university; (iii) collaborative learning 

and the formation of student learning communities outside of the classroom; and (iv) the use of Web 

2.0 tools in assessment, collaborative learning and teaching. Stephen has an exensive publication 

and presenation record and has edited two collected volumes on Collaborative Learning and 

Independent Learning respectively. Stephen also has interests in the history of medicine and military 

surgery, and is currently writing a book in 17th century surgeons, to be published early in 2018. As a 

champion of teaching innovations, Stephen regularly delivers seminars to HE professionals on 

technology enhanced education and innovative teaching practice, and was awarded a prestigious UK 

National Teaching Fellowship in 2016. He has won local awards for teaching excellence and is 

regularly nominated by students for ‘enriching student life’ awards at the University. Across the sector, 

Stephen is involved in several projects which have included funding from the Higher Education 

Academy and Physiological Society. 

 
Title: Learning the rules of the game: Student-mediated learning, agency and identity during the 

transition to Higher Education 

Abstract: Arguably, one of the primary aims of Higher Education is to develop independent, self-

motivated, critical, and agentic lifelong learners. Much attention has been made in the literature about 

the best ways to develop of such learners, and in particular how to support the transition from school 

to university. The transition to, and through, University follows a transition from a ‘pedagogic’ (child-

focused) learning environment where activities are directed by a teacher, to an ‘andragogic’ (adult-

focused) learning environment where the learner is self-directed. There is an abundant body of 

literature focused around developing ‘self-directed’, ‘self-motivated’, or ‘self-regulated’ learners. 

However, these descriptive terms themselves are limited, as they are all highly egocentric and do not 

reflect the extent to which students actively involve others in their ongoing learning journey. This talk 

will therefore propose an alternate terminology, one of ‘student-mediated’ learning; that is learning 

which is managed by the student, but includes both solitary and social or peer-based learning, and in 

which the direct, or indirect, input of others is fundamental.  
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Most students navigate the transition to university effectively, however many do not, and a proportion 

of students drop out of their degree courses, usually early in their first year. A high proportion of the 

research in this area has been motivated by the desire to prevent unnecessary ‘wastage’ of new 

students, and focuses either on the supporting students fitting in socially, or developing student-

mediated study skills. This talk will argue that although these two elements are fundamental and 

intrinsically linked, perhaps our focus is somewhat misdirected. Students who come to University 

appear already to have developed their own effective and extensive student-mediated learning 

strategies. However, these are based on their pre-university environments and networks. As 

educators, our focus instead, in managing the transition to higher education, should therefore be in 

supporting the development of Personal Learning Networks, and in helping students ‘learn the rules of 

the game’. In other words, helping students’ perceptions align with our expectations as educators. 

Central to this process of alignment is the student’s own sense of identity, and the extent to which 

they see themselves as active agents for self-change, or passive subjects in an externally-driven 

process. Equally important is the extent to which they see themselves as members of a wider 

community of practice in their discipline. This process of identity development begins at a very early 

age, and the experience in primary and secondary education is fundamental to developing agentic 

learners in tertiary education. This talk aims to challenge how we support development of our 

students’ sense of identity, and their understanding of the rules of the game, as they move through 

their educational journey towards becoming independent lifelong learners.  
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Keynote Speaker 3 
 

 
Adrian Winckles is Course Leader/Senior Lecturer for BSc (Hons) Information 

Security and Forensic Computing and Security Researcher at Anglia Ruskin 

University. He is OWASP Cambridge Chapter Leader, OWASP Europe Board 

Member and is involved in rebooting the Cambridge Cluster of the UK Cyber 

Security Forum. His security research programs include (in)security of software 

defined networks/everything (SDN/Sdx), novel network botnet detection techniques within cloud and 

virtual environments, distributed honeypots for threat intelligence, advanced educational techniques 

for teaching cybercrime investigation and virtual digital crimescene/incident simulation. He has 

successfully competed a contribution to the European FP7 English Centre of Excellence for 

Cybercrime training, research and education (ECENTRE). He is vice chair of the BCS Cyber 

Forensics Special Interest Group. 

 
Title: The Human Factor to Profitability: How People-Centered Cultures Fosters Long-Term 

Organizational Success 

Abstract: Human factor is central to organization survival and profitability. In this presentation, Dr. La 

Venture articulates how people-centered cultures foster employee engagement that in turn leads to 

long-term organizational success. 
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Keynote Speaker 4 

Charles A. Shoniregun is a Professor of Applied Internet Security and Information 

Systems, Founder of Infonomics Society. He is an invited speaker to NATO, guest 

speaker to many universities in the UK and abroad on issues relating to his 

research and consultancy area, and have several times won the IEEE Certificate of 

Appreciation. In 2008, he was invited speaker at the Joint C2 Capabilities 

Conference organised for the senior military and US government personnel in Washington DC. His 

research interests are in the fields of Internet security, Cyber Terrorism, risks assessment of 

technology-enabled information, electronic and mobile commerce (emC), second-life applications, 

third-stream activities, telecommunications and applied information systems. He is a committee 

member of the Harvard Research Consortium and Global Seminars (Harvard University), Editor-in-

Chief of Eight International Journals, Author, Co-author, Adjunct and Distinguished Professor in 

“Applied Internet Security and Information Systems”, External Assessor to many Universities, 

Consultant to private and public sector. 

Title: The Questionable Questions of Cyber Security ….. 
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PhD and Doctorate Consortium 

The idea of writing a research paper or developing a topic of research interest that can lead to a PhD / 
Doctorate degree or proposal is always an endless thinking of where, when, why, what and who. 
Therefore, becoming an experienced researcher and writer in any field or discipline takes a great deal 
of practice. The Consortium has the following objectives: 

 Provide a supportive setting for feedback on current research that will stimulate exchange of
ideas;

 Guide on the future research directions;

 Promote the development of a supportive community of scholars and a spirit of collaborative
research;

 Contribute to the conference goals through interaction with other researchers and conference
events.

The PhD and Doctorate Consortium highlights possible solutions in response to the lack of 
competence demonstrated by young researchers and PhD and Doctorate students, and the 
understanding of what contributes to knowledge gap. 

Organiser: Charles A. Shoniregun, Infonomics Society UK and Ireland
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Workshops 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 16



 

 

 

 

 

 

 

 
Workshop 1:    Using Situational Mapping to Explore Complexity 
 

 
Come embrace complexity by participating in a hands-on, active workshop exploring the multifaceted 
utility of situational mapping. The situational map is an analytical exercise used to systematically 
recognize complexities and address pragmatic, action-oriented questions. As a result, developing 
situational maps can be equally useful as a pedagogical exercise in the classroom, a method through 
which we can take a fresh look at the context of our research problems, a means to better understand 
our professional working environment, and a tool to facilitate leadership awareness in the academic, 
public, and private sectors. 
 
The two primary goals for this workshop are: 
 
(1) to introduce participants to the analytical tool of situational mapping and  
(2) to facilitate an active learning exercise in which participants can apply this approach to any practical 
situation - issue, problem, teaching scenario, research challenge, work environment, etc. - with which 
they are engaged.   
  
 
Organiser: Richard Holtzman, Bryant University, USA 
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Workshop 2:    Future Focused Education: The New Zealand   
                          Perspective 
 

 
New Zealand has been ranked as having one of the top education systems in the world. There are a 
number of wonderful things happening in New Zealand schools at the present time that have cemented 
our place on the global education map. In this era of globalisation and advanced technology, and given 
the universal nature of education, it is no surprise that the hunt for best practice leads a small 
archipelago called Aotearoa (New Zealand). In this workshop I will share three innovations happening 
in New Zealand schools and provide practical hands on perspective that includes a conceptual 
understanding and analysis of each initiative, how they have been implemented and the strategies 
used to measure their effectiveness. 
  
 
Organiser: Jill Farquharson, Auckland Normal Intermediate, New Zealand 
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Workshop 3:    Happy Talk – Targeted Universal Language 

Development in Disadvantaged Areas 
 

 
Happy Talk is an early intervention language development project which works in areas of 
disadvantage in Cork City, Ireland, with children aged 0 to 6 years, their families and early years’ 
staff in schools, preschools, crèches, libraries, parent toddler groups, and public health nurse 
clinics. Happy Talk has worked in Cork City since 2011, and is currently funded by the HSE, and 
local philanthropic fund, Tomar Trust. Happy Talk seeks to:   

 Improve the oral language, early literacy and learning skills of children (aged 0-6) living in 
disadvantage;  

 Develop a language rich environment where awareness of the importance of language 
development is increased;  

 Evaluate the impact of Happy Talk on children, parents, teachers and early year’ staff, while 
adding to the evidence base, and feeding into national policy.  

Happy Talk develops and delivers targeted evidence based programmes which are universally 
delivered to children aged 0-6 living in the target areas, as well as developing community based 
and community wide initiatives and resources to improve the language rich environment of 
young children. 

  
 
Organiser: Aoife O’Shea, Cork City Partnership, Ireland 
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Session 1:  Curriculum, Research and Development 

Title: Young India Program towards Olympic Value Education for Transferable Skills 
(Authors: Parmod C. Sharma, Ajit) 

Title: Practice-as-Inquiry: Implementing an Action Research Capstone Series in Teacher Education 
Programs 
(Authors: Laurie Wellner, Kathleen Pierce-Friedman) 

Title: Korean Pre-service Teachers' Concern in relation to Education for Sustainable Development 
(ESD) 
(Authors: Woonsun Kang, Jaewoo Choi) 

Title: Different Approaches to the Curricular: From the Undergraduate to the Postgraduate 
(Author: (Joan) Sau Kwan Chung)
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Young India Program towards Olympic Value Education for Transferable 
Skills 

1Parmod C Sharma, 2Ajit  
1KMC, University of Delhi, India 

2Amity University Uttar Pradesh, India 

Abstract 

 Transferable skills are essential for answering 
question of how sports participation actually facilitates 
human development based on non-materialistic 
objectives. The notions for beginning of mega events 
like Olympics for humanity, unity and cosmopolitanism 
need to be revived. Integrating sports program with 
academics for regaining the lost ground to teach 
humanity, humility, togetherness, sacrifice and 
contemplation to its participants is an opportunity to 
be implemented for increasing quality life and 
happiness in the global world. Sports are not to be 
considered only as a business model for revealing 
economic proves of a nation, as a platform to defeat 
others or to produce revenge but essentially as a 
medium for treatment of social order, social conflict 
and social change.  

1. Introduction

Olympism as a means for unity based on religion,
culture, politics and artistic ideals in the modern times 
does has a worth to attempt for providing a better 
opportunity towards life through life skills. Olympia 
made the first attempt towards  universal unity by 
providing a neutral religious centre, un-violated 
military forces through its institution of ‘truce’ which 
protected it from political strife and instead welcomed 
people from all forces to perform on a common 
platform [1]. Gradually with the passing of centuries 
and evolution of societies and change in the concept of 
literature and economics models, sports changed its 
meaning and purpose, youth have attracted away from 
sports for its values. Instead sports have become a 
business model for revealing economic proves of a 
nation, as a platform to defeat others and to produce 
revenge. Events like Olympics, founded in the name of 
cosmopolitanism, have now started demarcation of 
people through their national identify rather than 
humanity.  Today sports has lost its purpose for its 
existence and athletes has lost their dignity, as its mere 
a competition today, which can produce only winners 
but no happiness. Sports have lost its ground to teach 
humanity, humility, togetherness, sacrifice and 
contemplation to its participants.  

2. Theoretical framework: on transferable
skills through sports participation for 
human development 

Against all criticism of commercialization and 
political manupulations in sports,  the faith in sports 
survives [2]. Sports have been identified as a great 
social force in the world and justified the changes 
which sports can bring to human life.  In an cultural 
impact assessment of mega events,  people are believed 
to have trust in sports [3], the trust is of such a value 
that must be classified of highest important than the 
materialistic gains which is earned through sports [4].  

Fundamentally, both practical and scholastic social 
questions are not about interpreting the world of sport, 
but about how to change it. As a tentative summation 
of what is entailed in thinking sociologically about 
sport, it is important to develop the habit of viewing 
human actions as elements of wider figurations. 
Functionalist perspective based on the notion of social 
events if applied to explain sports, it provides to 
consider sports as a social institution with functionality 
of central idea concerned to treatment of social order, 
social conflict and social change [5]. The following 
potential functions of sports can be considered for 
creating life skill abilities among the youth: 
• Socio-emotional  function, wherein sport contributes

to the maintenance of socio-psychological stability: 
• Socialization wherein sport contribute to inculcation

of cultural beliefs; 
• Integrative function, wherein sport contributes to the

harmonious integration of disparate individuals and 
diverse groups; 

• Literary function wherein sports can be used for
knowledge empowerment; 

• Social mobility function wherein sports serves as
source of upward mobility 
‘The State of the World’s Children 2011 – 

Adolescence: An Age of Opportunity,’ UNICEF’s new 
flagship report, focuses on the development and rights 
of more than a billion children aged 10 to 19 
worldwide to accelerate and elevate adolescents’ fight 
against poverty, inequality and gender discrimination 
[6], sport can be  a instrumental vehicle towards 
humanity, unity and development for creating a happy 
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world to live with cooperation and cohesion among the 
society members without political boundaries [7] . 

3. Meta-analysis as a qualitative literature
overview 

With over many research publications available 
towards the quantification of the benefits of sports 
which can be found in the domains of business studies, 
economic, financial modeling, resource management, 
planning and construction, modeling etc. Existing 
notion highlights that cost benefit due to hosting of 
mega sports events [8] and mention the rational of 
hosting mega events like Olympics being towards 
urban redevelopment, city and transport infrastructure 
and business venues are directing sports as a 
commodity for revenue instead as an opportunity for 
cultural and social prosperity [9]. These essences of 
economic development and resource management are 
observable and are looked upon by the investors and 
sponsors for calculating return on investment. The 
existing outlook towards return on investment for all 
sports is financial, whereas the real asset of the 
universe is ‘human’ and its development through 
promoting humanity must be the core concern. The 
literary work towards sport, culture and society 
mention about being impossible to fully understand 
contemporary society and culture without 
acknowledging the place of sport [10]. Assembling of 
literature related to society and sports also suggest 
towards existing of legitimate crisis of confidence in 
global sports and those dealing with the pressure of its 
transformation are not able to handle the reform that 
the is required within twenty-first century sport. The 
various proceedings of international seminars for 
Olympic studies by international Olympic academy 
provide a rich and quality outlook towards the 
fluctuating notions revolving around the sports and it’s 
connect to the society.  Publication work on Olympic 
value education is worth mentioning towards depletion 
of human values in the rapidly changing and 
achievement oriented world especially among the 
youth, with Olympic value promotion as a lifeline to 
restore human crises for existence in a peaceful world 
[11].  

4. Conclusion

Young children of developing nation like India need 
formal education at schools along with commitment to 
academics for growth and development which is 
materialistic in nature. Inculcation of life skills though 
inclusion of sports programs based on Olympic ideals 
of “combining in a balanced whole, the qualities of 
body, will and mind” (Cross, 2012) lead to creation of 

rational for youth education in pursuit of human 
excellence.  Integrating value based approach towards 
introduction of sports programs in school and colleges 
along with the academic studies and making it a cross 
disciplinary approach does help youth in identifying 
social support networks and other transferable skills of 
sports consisting of human values for human 
development based on Olympic values. It is possible to 
make sports and academic activities complementary in 
using what is acquired from each one of domains to 
better adapt to the other and , therefore, to life because 
both are meaningful in a perspective of personal 
development and not simply making acquisition devoid 
of existential content.  
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Abstract 

Action research is an inquiry-based methodology 
in which practitioners systematically reflect on data 
to improve their own instruction. Working 
collaboratively to explore the very nature of their 
current practices and integrating new discoveries for 
ongoing progress is essential for teachers and 
especially for those who are new to the field. 
Including these skills as part of a comprehensive 
curriculum can better prepare teachers for success 
in the field. 

The problem-solving process is what makes 
action research ideal for reflective practitioners. As 
researchers and teachers, we have the opportunity to 
be a part of this trial-and-error cyclical culture of 
observing, collecting data, making informed 
discoveries. Theory is generated through practice 
and it is in the integration of this theory and practice 
that improves the teaching and learning process. 

The purpose of this session is to share the 
development and implementation of a series of 
courses created for multiple university capstone 
programs (Masters of Arts in Teaching, Masters of 
Arts in Special Education and Masters of Arts in 
Curriculum and Instruction). where action research 
methodology was the core learning emphasized. 

These series of courses required students to 
develop quality research questions informed by 
quality frameworks, as well as to collect and analyze 
data. The session will allow time for interaction with 
the participants to discuss questions about applying 
the action research methods in the creation of 
curriculum, implementation of IRB policies and 
procedures for the online learner and instructor at 
the university level.  

1. Objective and Motivation

Action research, when considered from an
education viewpoint, is suited to the education field 
where teachers seek to find solutions to practical 
classroom problemssuch as curriculum subjects, 
student management issues, improvements of  

teaching technique(s), and so forth. Understanding 
the conduct, potential value, and professional 
necessity of research in general, and action research 
in particular, arms the classroom teacher with the 
necessary tools to not only conduct research, but to 
enhance professional practice. Moreover, introducing 
students to the practice of research in their master's 
degree program provides students with the tools to 
make research based changes in their instructional 
practices based on data and not assumptions. 

Based on the creation, implementation, instructor 
and student feedback from masters capstone courses 
at the university level and the ongoing research in the 
field, strategies for course design, implementation, 
and instruction will be discussed. 

At the end of this presentation participants will: 
● Identify methods of incorporating the action

research methodology to curriculum design. 
● Discover beneficial strategies to the use of

action research in university curricula. 
● Explore ways that action research supports the

development skills in becoming a reflective 
practitioner. 
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Abstract 

This paper reports on research concerning Korea 

pre-service secondary teachers’ concern on ESD. 

The main purpose of this study was to analyze stages 

of concerns in relation to education for sustainable 

development (ESD) among Korean pre-service 

teachers. The total number of 175 pre-service 

teachers participated in this study. An adaptation of 

the Stages of Concern Questionnaire (SoCQ) based 

on the Concerns-Based Adoption Model (CBAM) was 

administered to sample of pre-service teachers. 

Mean scores were converted to percentiles and 

plotted following the procedures outlined by George 

et al. [3]. Findings indicated that the stage 

0(unconcerned stage) is highest. Secondly, ESD 

experience in university was significant predictor of 

concern about ESD. By taking into account these 

research findings, possible implications arising from 

supporting pre-service teachers to be interested in 

ESD in schools are discussed. 

1. 1. Introduction

After the Earth Summit in Rio in 1992, education 

was recognized as one of the most critical tools for 

the realization of a sustainable world through the 

cultivation of knowledge and skill. Teachers’ 

attitudes toward ESD could greatly affect their 

implicit perceptions and actions in the classroom. 

This implies that teachers must become proficient at 

knowledge and skill on SD, so that demands on ESD 

pose great challenges for prospective teachers as well 

as in-service teachers. While the education of the 

future generation rests in the hands of educators, pre-

service teachers are seen to play a vital role in 

enacting ESD in secondary schools also. Pre-service 

teacher education programs are being called on to 

help pre-service teachers develop their knowledge 

and skill of ESD. But, Not only knowledge and skill 

but also teachers' concern for ESD is very important 

element. Additionally training experience in ESD 

have a significant effect in-service teachers’ attitudes 

with respect to ESD among in-service teachers [1]. 

But, few researches has analyzed Korean pre-service 

teachers' concern for ESD utilizing Concerns-Based 

Adoption Model (CBAM), known as very useful tool, 

and there has  

been little to no research on relationship between 

concern and ESD experience in university among 

Korean pre-service teachers. Due to the importance 

of pre-service teachers concern toward ESD in 

secondary school, this study came to investigate pre-

service teachers’concern utilizing Concerns-Based 

Adoption Model (CBAM). The study tried to answer 

the following questions: 

1. How is Korean pre-service teachers’ concern

toward ESD based on Concerns-Based Adoption 

Model (CBAM)? 

2. Is there significant relationship between concern

and ESD experience in university among Korean pre-

service teachers? 

2. 2. Methodology
1. 

2. 2.1. Population 

Subject for this study consisted of secondary 

school pre-service teachers, Korea. The sample of 

this study comprised of 175 secondary school pre-

service teachers. The sample distribution was 

females (69.6%) and males (30.4%). 

3. 2.2. Instrument 

The Concerns-Based Adoption Model (CBAM) 

evolved out of the work of Fuller [2]. George [3] 

continued to examine and extend Fuller's teaching 

concerns. Fuller proposes the stages of self, task, and 

impact. The stage of self indicates a concern for 

personal performance in the classroom. Task 

indicates concerns regarding the process of being a 

teacher in the classroom. The impact stage represents 

a concern for the learning opportunities afforded to 

the students in that classroom. Fuller believed that 

the stages were developmental in nature. Researchers 

considered concerns about teaching to be expressions 

of felt need which probably possess motivation for 

relevant learning. The researchers identified seven 

Stages of Concern (SoC) about an Innovation 

through which individuals progressed as they 

implemented an innovation and become competent 

using it.  
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Table 1. The Stages of Concern toward ESD 

Table 2. Statements on the Stages of Concern Questionnaire Arranged According to Stage 

3 .  
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4.  Questionnaire is composed of 35-item to determine 

where someone is in the SoC [4]. The Stages of 

Concern Questionnaire (SoCQ) provides a way for 

researchers, program evaluators, administrators, and 

change facilitators to assess teacher concerns about 

strategies, programs, or materials introduced in a 

school. In this study, we revised seven Stages of 

Concern (SoC) about an Innovation for identifying 

concern toward ESD such as table1 and 

questionnaire were changed such as Table 2.  

3. Results

To identify Korean pre-service teachers’ concern 

toward ESD based on Concerns-Based Adoption 

Model, we use the way combining individual data by 

developing a profile that presents the mean percentile 

scores of the individuals in a group. Analysis of the 

sample profile (see Figure 1) showed that the stage 0 

is highest. 

Figure 1. Profile about teachers' relative intensity 

T-test was applied to test significant relationships 

between pre-service teachers’ stages of concern and 

experience of ESD in university. The relationships 

between independent variable and seven dependent 

variables were examined. Statistically significant 

differences were found at most of dependent 

variables except unconcerned stage (see Figure 2).  

p<.05 ** p<.01 ***p<.001 

Figure 2. Relationships between stages of concern 

and experience of ESD in university 

4. Implication

The findings of this study could contribute to the 

areas of ESD curriculum for pre-service teachers and 

research methods to identify concern stage toward 

ESD. First of all, the findings of this study could help 

university professor in education department make 

appropriate curriculum design in Korea. Additionally, 

this study could have a meaning in terms that this 

study introduces the SoCQ about teachers’ ESD. 

Although this research is significant contribution, but 

the external validity of this study is quite limited, so 

that results cannot be generalized to all pre- service 

teachers in Korea. Future studies need to gain a 

deeper insight on the data. 
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Abstract 

   In the diverse educational settings, there are 
various designs in the curriculum of English 
language teaching. Is there a perfect 
approach in the curriculum? This paper is 
about certain approaches are used in particular 
educational contexts. There are merits and 
demerits in each approach in the curriculum. It 
is said that that an integrated approach, a 
mixed curricular is recommended as it is more 
flexible for today’s needs in society.  

1. Introduction

Curriculum is the sum of learnings including the 
school subjects, topics, learning activities and the 
educational ends in an institution. Narrowly 
speaking, curriculum refers to a unit of work lasting 
for weeks or in a semester, namely a particular 
subject course. Or it is the whole programme of 
study in a few years of time [2]. Such a difference in 
curricula would be dealt with relevant educational 
contexts as follows: 

There are three major kinds of curriculum models: 
content, objective and process. More essentially, the 
mixed-focus curriculum, known as integrated 
approach, is considered as flexible, which can cater 
for the changing needs in the educational settings 
nowadays [4]. Similarly, there are three curriculum 
development approaches in language teaching: 
Forward, Central and Backward Design. There is no 
perfect approach and the three approaches work well 
in some circumstances [10]. This paper starts with a 
review and critique of the former two approaches, 
pinpointing the weaknesses contained; 
simultaneously, the undergraduate compulsory 
course ‘University English Writing Skills’ at the 
Open University of Hong Kong is the context for 
illustration. Based on the limitations, there is a 
review of the backward approach, whose principles 
are exemplified in the curriculum ‘Doctor of Applied 
Language Sciences’ at The Hong Kong Polytechnic 
University. 

2. Forward design approach

Conventionally, the forward design has long been 
widely adopted in plenty of educational settings. It is 
assumed that input, process and output are in a 
linear, fixed sequence. It is conservative and 
described as an official, mandated curriculum [10]. 
Here, the content to be learnt or transmitted is the 
main focus for syllabus planning and the objectives 
may be specified, having no relationship with 
learning progress and assessment. This is similar to 
the Content model [4]. Indeed such a traditional 
approach commences on the subject matter as the 
goal for syllabus planning [10], which is very 
common at the undergraduate level.  

2.1. The University English Writing Skills 
course. 

This is a compulsory English undergraduate 
course for all year one learners in the School of Arts 
at the Open University of Hong Kong. The course 
content is stated for teachers concerned and learners. 
From the course outline, specific skills such as 
paraphrasing, summarizing and referencing are the 
core; features of academic style are included in the 
academic writings. Its general features include a 
didactic, transmission mode of teaching style, a very 
huge class size of about 250 in lecture. This is 
similar to the Forward design approach. 

As such, a transmission mode of teaching is the 
norm in class. The inevitable consequence is the 
passive mode of learning and massive production of 
passive learners. The lecturers have been dissatisfied 
with a massive student population in lecture room, 
commenting the university policy has put the 
economic priority at the expense of the varied needs 
of students. The varying learning styles and mixed 
abilities of learners are not taken into consideration 
[4]. Indeed, I did an action research investigating 
learners’ perceptions towards the course before. 
Their major negative feedback is the boring 
mechanical lectures, which are merely a presentation 
of rules without any involvement with learners. They 
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further mentioned it was not beneficial for their 
learning. Also, the summative assessment based on 
norm-referencing means that students’ academic 
results merely conform to a pre-set distribution, 
without any indication of how much progress they 
have made [10]. After all, this approach is an 
oversimplification of teaching and learning.  

The forward approach is largely influenced by 
Chomsky’s linguistic theory--Universal Grammar.  
He advocated the presence of an innate universal 
grammar explaining why L2 learners acquire 
language through mastering some sets of rules and 
words systematically. Language is then regarded as 
static, individual system and results in the prevalence 
of transmission mode of learning in class [3]. The 
defect of the approach is that the essential learning 
process is neglected, which is indeed a very genuine 
and significant portion in learning.  Oppositely, there 
is a socio-cultural perspective on language learning 
including Bruner’s [1], placing prominence on the 
social, dynamic and collaborative dimensions in 
learning [13]. 

 
3. Bruner’s Agentive mind & model of 
curriculum 

 
In teaching contexts, teachers need to be 

concerned with learners’ minds in order to 
understand how learners learn. To a very great 
extent, I support Bruner’s model of agentive mind 
created in 1996. Accordingly, the mind is active, 
constructive, and problem-oriented. It seeks out the 
dialogue with other active ones, coming to know 
other’s view and the world through collaboration and 
negotiation. In his view, it is learners who construct 
knowledge actively and purposefully in the process 
of learning [1]. This perspective is in contrast to the 
conventional one-way transmission of teacher-talk, 
in which learning relies on receiving knowledge 
passively from teachers only.  

Indeed Bruner [1] advocated the construction of a 
curriculum should be a reflection of the fundamental 
principles of various fields of inquiry. Some major 
principles include developing a process of inquiry 
method, conducting open-ended discussion where 
learners can express and exchange their views, as 
well as relating their learning to their personal 
experiences. Thus there are changes in the roles of 
teachers. No longer being an authoritative figure, the 
teacher becomes a resource or even cast himself as a 
learner. Teaching is not by instruction but discovery 
methods [12]. The principles are reflected in the 
central approach. 

  
4. Central design approach  

 
Unlike the teacher-centered forward approach, the 

Central design approach is very much concerned 

with the learning processes where the emphasis is on 
active learning and deep understanding. Learners are 
given room to develop cognitive growth and 
cultivate further independent learning mode in future 
[4]. The starting point is the classroom activities, 
techniques and methods involving the negotiation of 
meanings through interaction, replacing the 
traditional didactic mode [10]. The essence of a 
curriculum enactment is what happens in classroom, 
and the interrelated, dynamic relationship among a 
teacher, students and the subject matter [7].  
 
4.1. Merits of Central design approach 

 
Viewing the above, a learner-centered curriculum 

or a learning curriculum is on the spot. The features 
of central design are the essence of the process 
model, such as the focus on methodological 
principles and procedures to guide the teaching 
process rather than emphasizing on the initial 
specifications of the objectives or specified syllabus 
[10]. Unlike the Forward design approach, the 
strength is the changes in the roles of the teacher and 
learners. The teacher plays the role of a facilitator for 
learners’ learning activities in classroom contexts, 
whilst the learners can be more active through 
engagement in class. Even more, they are more 
responsible for their own learning; the independent 
mode of learning is strongly encouraged. Formative 
continuous assessment and self-assessment are 
implemented, where learners are required to have 
self-reflection in the learning process [10].  

Additionally, one academic value is that the 
classroom becomes a community of learners and 
teacher, where the learners can interact and share 
their learning experiences, thus facilitating their 
learning progress. Such is in line with Lave and 
Wenger’s [8] view that learning is not merely 
identified with getting discrete, abstract knowledge. 
They explained learning is a situated activity, an 
integral part of social practice in the world. Daily 
participation is of major concern--learning is doing 
[8] and passive learning is explicitly denied. 
 
4.2. The tutorials of ‘University English 
Writing Skills’  

 
After learning the educational theories from 

Bruner, Piaget, Vygotsky, Lave and Wenger,   my 
tutorials have been revolutionized. While endorsing 
their views, I added teacher-student interactions to 
stimulate their thinking. Additionally, there were pair 
work and group work in class, where learners were 
required to interact with peers to exchange their 
perspectives and negotiate meanings. In class, they 
needed to cooperate to write a short piece of writing 
practicing paraphrasing, summarizing skills and 
proofreading as well. The positive feedback from my 
action research is that they did enjoy discussion in 
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class and found learning could be optimized in the 
interactive tutorials, instead of being passive learners 
during lecture.  

In my tutorials, the essence of central approach is 
reflected in the provision of learning activities 
crucial in the learning process. Learning is 
inseparable from the context [1]. Consequently, my 
role as a tutor and the role of learners differ from that 
in lecture. Learners’ personal interests are prioritized 
and learner-centred curriculum is adopted. Such is 
equal to the Process model [9]. It is also typified by 
Bakhtin’s notion of dialogicality illustrating that 
language learning is an on-going and dynamic 
process through which language users are in the 
process of accomplishing some goals in classroom 
activities [3]. More importantly, the approach has put 
more emphasis on understanding learning and 
helping to improve learners’ capacity through 
participation and negotiation. The by-product 
examination is not stressed as a legitimate 
educational goal [12]. 
 
4.3. Demerits of Central design approach 

 
Notwithstanding the above strengths, the 

meaningfulness of the learning activity is questioned 
if the learning outcomes are non-existent. The 
classroom activities can be a mess due to a lack of 
monitor. The approach lacks the evidence of learning 
and the explicit purpose for the learning activities 
[10]. Regarding the assessment of the learners, it is 
regarded as subjective and impractical in assessing 
learners’ continuous performance in classroom 
learning. Despite the presence of the criteria-
referenced assessment, there is criticism that 
teachers’ judgment may vary. This exposes the 
demerits of individual teachers, who may need 
further professional teachers’ development [12].  

Since the emphasis is on the learning contexts, 
teachers should be experienced and competent in 
monitoring learners’ learning progress. Indeed, 
teaches should have the knowledge of the 
educational ends, purposes and philosophy of the 
institution. Teachers need to be equipped with the 
pedagogical content knowledge--knowing what and 
how to teach, providing learners both instruction and 
learning opportunities. All of these should be 
adapted to meet the learners’ motivation, mixed 
abilities and difficulties learners confronted [11] 
through employing different strategies to guide 
learners and to achieve desirable outcomes. Such is 
compatible with Vygotsky’s Scaffolding metaphor 
remarked in 1978, which has illustrated the 
appropriate assistance a teacher should offer to the 
learners in the learning process [14]. All in all, 
teachers should be equipped with a high level of 
professional knowledge, sound educational theories 
and novel judgment to cope with the practicalities 
and complexities of classroom learning. 

5. Backward design approach 
 
Here, numerous overall goals and intended 

learning outcomes of the curriculum are stated, 
which are the prerequisite for the teaching activities, 
learning processes and the content. It is also named 
as ‘ends-means’ approach and has become a crucial 
curriculum approach [10]. What is significant is its 
multi-dimensional nature, encompassing the initial 
intended outcomes, the need analysis/assessment, 
specification of objectives, selection of content 
associated with relevant learning activities and 
finally the evaluation [7].  As we shall see, the 
principles of the backward design approach are 
reflected in the curriculum--Doctor of Applied 
Language Sciences.   
 
5.1. Needs assessment 

 
Essentially, needs assessment is a very vital 

component for understanding more about the 
learners-- their knowledge, abilities and needs. Then 
the curriculum is to bridge the gap, i.e., addressing 
learners’ needs effectively. For DALS curriculum, 
applicants’ background including culture, 
educational achievement, professional knowledge 
and language proficiency are assessed as objective. 
To evaluate subjective needs, information related to 
learners’ expectations and their main purposes 
towards the doctoral programme is collected through 
handling the formal statements around 2000 words 
and assessed during an interview. Besides, other 
items including teachers, administrators, employers 
and society are taken into account [7]. The needs 
assessment has emerged as a very paramount 
component of a curriculum design, which determines 
the aims and outcomes of a curriculum [10].  

 
5.2. Goals and intended outcomes of DALS 

 
Goals, objectives and intended outcomes provide 

the appropriate direction for the content and 
activities in the course, a framework for teachers’ 
planning [7]. Overall, the DALS programme is 
aimed at cultivating numerous future leaders capable 
of applying the linguistic theories into the practical 
language-related contexts. Learners are encouraged 
to deepen and broaden their knowledge and research 
skills, and to have a critical understanding of the 
knowledge from international perspectives and 
language-related disciplines to survive in the 
globalized society [14]. These aims are appropriate 
for meeting the complex social and economic 
realities of the changing society in HKSAR, as well 
as providing a framework for subject teachers’ 
planning. 

At DALS, there are three institutional learning 
outcomes, in which learners can possess advanced 
knowledge skills to become a competent specialist in 
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a particular discipline--proficiency goal. Also, 
learners can have a high level of critical, analytical 
and creative thinking skills in the subject knowledge 
and get the solutions to problems encountered in 
their professions--cognitive goal. The third one is to 
develop a lifelong independent learning mode, which 
strives for inquiry and reflection in their professional 
development--transfer goal. All these types of goals 
[7] are discerned in DALS curriculum. Besides, there 
are seven intended learning outcomes, which also act 
as a framework for the compulsory and elective 
subjects. It is true to say that real education does 
need direction and any educational practice cannot 
be non-directive [5]. My main argument is the goals 
and intended outcomes are interrelated with content 
subjects and classroom activities. To achieve the 
desired learning outcomes, a variety of instructional 
strategies are employed [10]. 

5.3. Interactive instructional strategies 

In DALS programme, the interactive mode of 
teaching and learning is highly recommended in all 
the compulsory and electives courses. The focus is 
on what the learners do with teachers, peers and the 
materials, and act as active participants [7]. To 
achieve the desired learning outcomes, there are 
many instances of teaching-learning techniques 
providing ample learning opportunities for attaining 
the educational ends as below.  

In “Curriculum and Assessment”, the interactive 
lectures with group work do produce lots of 
dynamics in classroom learning, which is exactly 
genuine learning. Apart from the visual PowerPoint 
slides illustrating the concepts and curriculum 
models, the instances of innovation are discussed in 
teacher-student or student-student interactions. Such 
is in line the explicit description of the teaching-and-
learning methods--interaction is encouraged. 
Through the instructional strategies, my 
understanding of the curriculum theories related to 
second language education is enhanced and 
extended--cognitive goal and more analytical in 
applying theories to educational contexts-- transfer 
goal. Now, I am more confident to be a competent 
curriculum advisor at secondary or tertiary level in 
future. Positive attitudes towards the subject and 
having more confidence as a learner are the affective 
goals [7]. In “Discourse Analysis and Corpus 
Linguistics’, the student-led seminars and individual 
presentations are novel, in which learners can 
express sophisticated academic ideas at doctoral 
level--proficiency goal. Also, through doing the 
small-scale research project, I have learnt to use 
corpus as a research method to get primary data and 
for evidence-based analysis in education-related 
area--transfer goal [14]. All these are a preparation 
for the more important thesis afterwards; they are in 
the appropriate sequence of part-skills to the whole, 

another merit of backward approach. As indicated, 
the learning outcomes in DALS are achievable.  

Furthermore, there are DALS committee meetings 
for teachers concerned and learners can participate 
voluntarily. This curriculum is subject to changes for 
improvement; planning, acting and evaluating are 
integrated [9]. In essence, DALS proceeds through a 
blending of content and pedagogy, where particular 
courses and topics are organized by professional 
lecturers. In classroom, meaningful learning 
activities are associated with instruction and are 
adapted in the case of the diverse abilities of learners 
[11]. Such are distinguished features of backward 
approach.  

6. Conclusion

Curriculum is not confined to either the Forward 
design approach or the Central approach. The two 
types of curricula merely imply a conception of 
learners or learning process [6]. The Backward 
design approach is to fuse the perspectives together, 
metaphorically linking different parts of a continent 
[6]. It is much more preferable and can meet today’s 
needs--learners should be imparted with facts of 
knowledge, cultivated with skills and understanding. 
In brief, the Backward design approach is more 
prominent--an integration of the curriculum 
approaches. What seems to be certain is, in this 
approach, important factors such as motivation, 
aptitude, personality, learner preferences and beliefs, 
gender and educational attainment are taken into 
considerations [2]. 
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Compentency Courses 

 
 

Aspen Olmsted 
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Abstract 
 

Unemployment rates in most modern economies 
are on the rise due to increased use of automation to 
replace traditional entry level or low barrier to entry 
employment. Concurrently, hundreds of thousands of 
open positions remain unfilled in the technical sector 
of the economy because the university systems 
cannot produce enough qualified graduates. This 
paper documents an experiment at the College of 
Charleston to attract and educate adults already 
holding bachelor degrees in other disciplines to the 
core competencies required to enter our Masters of 
Science in Computer and Information Sciences.  
 
1. Introduction 
 

Over the past four decades, many jobs in 
manufacturing have been replaced by automation. At 
the same time as these jobs have been replaced, 
productivity in the manufacturing sector has 
increased. Recent advances in artificial intelligence 
will continue this trend be expanding the effects to 
many different employment categories. 
Concurrently, many governments are predicting very 
strong growth in computing careers. Many studies 
have focused on attracting more students to the 
undergraduate computer science discipline. 
Unfortunately, many high schools do not provide 
enough exposure to the computing disciplines to 
afford young students the confidence required to be 
successful at a young age. 

This paper documents an attempt at the College of 
Charleston to transition adults to the computing 
industry. These more mature students tend to have a 
higher confidence level and motivation to tackle the 
computational learning material and make a 
successful transition from other disciplines to 
computing. The organization of this paper is as 
follows. Section II describes related work in 
recruiting students to computer science, job loss due 
to computerization and future demand for 
computational jobs. In Section III we give an 
overview of graduate program requirements for 
computer and information science degrees. Section 
IV describes technical problem solving skills learned  

 
 

by students in  graduate computer science courses. 
Section V describes our case study at the College of 
Charleston. Section VI contains the conclusion and 
possible future work in transitioning adult learners to 
the computational sciences. 
 
2. Related Work 
 

In an open letter to the United States Congress 
[1], the Code.org and Computer Science Education 
Coalition ask “to provide funding for every student 
in every school to have an opportunity to learn 
computer science.” The letter is signed by business 
and education leaders, along with many governors. 
The signers point out that three-quarters of U.S. 
schools do not offer meaningful computer science 
courses in high school. 

Frey and Osborne [2] studied how susceptible 
jobs are to computerization. According to their study, 
47 percent of total U.S. employment is at risk of 
being redundant to automation. They find a negative 
relationship between the probability a job will be 
made redundant to the education requirements for the 
position. 

Computer science jobs such as software developer 
[3] have an expected increase in growth of 17 
percent for the next decade. Candidates for these 
positions normally need to hold a bachelor’s or 
master's degree in computer science and have strong 
computer programming skills. Information Security 
Analysts have an even stronger predicted demand at 
18 percent for the next decade [4]. Candidates for 
these positions normally need to hold a bachelor’s or 
master's degree in computer science. 

 
3. Graduate programs in computer and 
information sciences 
 

Most graduate programs in Computer and 
Information Sciences require comprehension in five 
core areas for entry into an M. S. or Ph.D. program. 
These areas include: 
• Procedural Programming - Procedural 
programming is a type of computer programming 
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that specifies a series of structured steps and 
procedures within its programming context to 
compose a program. It contains a sequence of 
statements, functions, and commands to complete a 
computational task or algorithm. 
• Object-Oriented Programming - Object-oriented 
programming refers to a type of computer 
programming that encapsulates both the data types of 
an entity along with the operations that can be 
applied to the entity. 
• Data Structures - Data Structures are logical 
organizations used for collections of things in 
computer programs. Different data structures have 
individual strengths for different use-cases of the 
collection. 
• Machine Organization – This material teaches the 
student how the underlying hardware operates when 
executing a software program. 
• Assembly Language - Assembly language helps the 
student understand the low-level software 
instructions the hardware knows how to execute. 
• Discrete Mathematics - Discrete mathematics is the 
study of mathematical structures that are 
fundamentally discrete rather than continuous. 
Once the student has acquired comprehension in the 
core computer science areas, they will then have 
enough basic knowledge to succeed in the entry level 
graduate courses. 
 
4. Problem solving 
 

Academic graduate degrees (M.S., M.A. & Ph.D.) 
are about contributing new knowledge to the 
discipline. The new knowledge takes the form of a 
solution to a problem. Adult learners with experience 
in other industrial or academic disciplines bring real 
life problems to the graduate program. With the 
applied computational problem at hand, the students 
study how other scientists solved a similar problem, 
hypothesize an improvement to the solution to the 
problem, test the solution and then disseminate the 
results to the scientific community through academic 
publications. These adult students excel at the 
problem solving because of their diverse 
backgrounds. 
 
5. Case study 
 

The College of Charleston has offered a Master’s 
of Science in Computer and Information Sciences for 
16 years. During those years, 121 students have 
completed the requirements to earn the MS degree. 
Of those 121 students, 47 have come from 
disciplines other than Computer Science. This 
represents 39 percent of all students came from a 
different discipline than computer science and 
transitioned successfully into the computational 
career. Traditionally, these students were forced to 
sit in undergraduate courses offered during the day 

time to pick up the comprehensive knowledge 
required in the core computer science areas. In these 
classes, these mature adults were forced to tolerate a 
pace to meet the immature 18 and 19-year-old 
undergraduate students. The typical age of the adult 
learners is between twenty-five and 55. Some of the 
adult students have many years of industrial 
experience and bring great contributions to the in 
class discussions. 

During the Spring 2017 semester, we are trying 
something different. We are offering a programming 
bridge course to cover the material of three of the six 
core areas.  The course meets one night a week and 
provides online labs, videos, and other learning 
material. The workload assigned to the students and 
the material the course covers is the equivalent of an 
undergraduate credit course earning six credits. Each 
lecture is recorded so if a student cannot make it to 
class due to a conflict with their employment or 
family, then they can still watch the lecture that was 
given in class. The outcomes of the course are 
flexible so that each student can succeed at the pace 
that works for them. Therefore, a student can choose 
to meet the outcomes of any or all of the three 
programming core areas. If the student chooses to 
only meet the complete outcomes over several 
semesters, then they must do so in a specific 
sequential order: procedural programming, object 
oriented-programming, and data structures. At the 
end of each semester, a comprehensive exam will be 
given to ensure the student has mastered the material 
covered in the course. 
 
6. Conclusions and future work 
 

At the time of the writing of this paper, we are 
half way through the semester. Seventeen students 
signed up for our experiment. Two students found 
the work load too heavy to combine with their work 
life. If the other 15 can successfully complete the 
semester (which looks positive at this point), then the 
numbers will represent an over ten times 
improvement in participation for the first 16 years of 
the program. 

Future work requires we provide more bridge 
opportunities along with studying how the current 
cohort performs compared to previous students. 
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Practice in Higher Education 

 
 

Candace Figg, Kamini Jaipal-Jamani  
Brock University, Canada 

 
 

Abstract 
 

Higher educational faculty often use university- wide technologies, such as 
learning management systems, online textbooks, and cloud-based email, to 
support and facilitate teaching and learning. However, research shows that the 
adoption of technology within instruction by higher education faculty is not 
common, even though the prevalence of online or blended courses, and 
technology-based curricular activities (such as data analysis, mathematical 
modeling, and simulations) create impetus for higher education faculty to gain 
knowledge of, and become comfortable with, using such technology in 
instruction. Professional development approaches that have been shown to 
encourage faculty adoption of technology-enhanced teaching, such as collegial 
support networks or one- on-one mentoring, often result in a slow faculty 
adoption. Faced with the challenge of designing and delivering technology-
enhanced courses to meet accreditation mandates in a teacher preparation 
program, and then preparing faculty in 12 months to teach these courses, one 
university engaged eLearning specialists to serve as mentors for teacher 
educators to build faculty knowledge about technology-enhanced teaching. This 
poster describes teacher educators’ perceptions of the strategies the eLearning 
specialists used that promoted their capacity to integrate digital technologies 
into their instruction. Data sources included interviews with teacher educators 
prior to and after implementing the courses, related class artifacts, and 
interviews of the eLearning specialists. Preliminary findings indicate that the 
collaboration: 1) Promoted change in some instructional practices of faculty and 
knowledge about instructional design of technology- enhanced instruction, 2) 
Promoted faculty knowledge about appropriate technologies for the content, and 
3) Provided a comfort level with technology used during instruction. 
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Programming Patterns as Potential Predictors of Student Success 
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Abstract 

The fundamental concepts of programming are 
essential to any Computer Science course yet, these 
concepts can appear significantly more abstract than 
students have encountered in the past. 
These abstract concepts can become so daunting to 
students, that they experience ‘programming shock’ 
during their first encounter with programming, as 
they attempt to decipher a number of concepts, error 
messages and unfamiliar syntax all at once. Once a 
student encounters programming shock, it can be 
extremely disheartening and if not overcome, can 
sometimes result in a student dropping out from a 
course. Through the use of specifically designed 
aptitude tests conducted with first year Computing 
students, this investigation has provided sufficient 
evidence to prove a link between mental model usage 
and performance, specifically, how the use of 
appropriate mental models is a potential predictor of 
student success within an introductory programming 
module. 

1. Introduction

Computer Science courses are appearing in the 
UK curriculum much earlier than ever before thanks 
mainly to the efforts of the CAS (Computing At 
School) group [6], who have successfully lobbied the 
government to introduce a Computer Science GCSE 
[5].  

Essential to any Computer Science course are the 
fundamental concepts of programming, yet, despite 
the importance and popularity of Computer Science 
as a subject, it suffers some of the highest dropout 
rates of any university course [8]. Research shows 
that issues with retention in Computer Science 
courses could potentially be due to the difficulties 
that students face when learning to program [15]. 

The aim for this research is to develop an 
improved understanding of the programming 
learning process, and to deduce potential predictors 
of success or failure for introductory programming 
modules. This will allow for students, who possibly 
would struggle to understand programming concepts, 
to be identified and given the support they need, 
enabling them to succeed in their degree and, in turn, 
reduce dropout rates.   

2. Background and related work

Before expanding on the theoretical foundation of 
this study, it makes sense to understand where 
Computer Science is situated in Education. It is also 
important to fully understand the programming 
learning process and to appreciate why some 
students find programming such a hard subject to 
grasp. 

Lahtinen et al. [10] identify the act of learning to 
program as one of the biggest challenges of studying 
Computer Science. In order for a programmer to 
understand what the code is doing they must develop 
a ‘mental model’, based on their domain knowledge 
[2] – their knowledge of related topics; i.e. 
Mathematics, Physics or previous programming 
experience.  Experienced programmers will have 
encountered a wide range of scenarios before, 
allowing them to develop reliable mental models. 
However, a novice programmer does not have the 
same amount of experiences to draw on; meaning 
they must rely on adapted knowledge from other 
subjects, often resulting in inconsistent and incorrect 
mental models being produced [19]. 

It is generally accepted that an outcome of any 
Computer Science course is that a student develops 
the ability to program [14], however, this is not an 
easy process for all students. Du Boulay [7] provides 
an overview overlapping domains and potential 
difficulties encountered when a student is learning to 
program. Du Boulay [7] goes on to determine that 
none of these issues can be fully separated from the 
others, resulting in students experiencing ‘shock’ 
during their first encounters with programming as 
they attempt to try to deal with all the issues at once. 

Rogalski and Samurçay [15] also acknowledge 
that learning to program is an extremely 
complex process, involving a variety of cognitive 
processes, and mental representations in order to 
develop conceptual knowledge and structuring of 
basic operations (such as loops, conditional 
statements, etc.) into schemas and plans. Winslow 
[19] states that it takes approximately ten years to 
turn a novice programmer into an expert, meaning 
that a three-year undergraduate course can only 
provide the foundations that a student needs to 
develop into an expert on their own. By introducing 
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the fundamentals of programming at a much earlier 
age; as was suggested by Blackwood [4], the 
majority of students would already have a basic 
understanding of programming – allowing for more 
detailed study at university level and employability. 

In order to fully appreciate and recognize the 
programming learning process it is important to 
explore the psychology of programming. 

Johnson-Laid is considered to be one of the 
pioneers of the Mental Model theory, which is 
viewed as one of the most influential theories in 
cognitive psychology [16]. Johnson-Laird [9] states 
that many humans claim to have the ability to form 
mental representations in the absence of 
corresponding visual stimuli. It is unlikely that these 
are simple pictures or descriptions that can be 
defined by true or false. Johnson-Laird [9] claims 
that humans see the world through established 
mental models, and develop an understanding of a 
proposition that is true or false to a respective model.  

At the beginning of a programming course 
students will likely have a number of pre-established 
mental models. Rogalski and Samurcay [15] note 
that when a student begins to program, they 
commonly refer to everyday objects to allow them to 
visualize what the program is doing and that students 
who have studied subjects such as Mathematics or 
Physics often find it easier to form mental 
representations, and to develop an understanding of 
abstract concepts. It is likely that students have 
already developed appropriate mental models from 
the related subjects, which are then applied to the 
programming scenario. 

 
3. Research design 
 

This research takes a mixed method 
(methodological triangulation) approach and uses 
multiple data collection techniques.  This allows for 
the ‘true results’ to be established through 
triangulation [1].  

Purposive sampling is used to collect data for this 
investigation, as it allows a specific group of 
participants to be selected to take part in the research 
[18], which in the context of this research 
experiment, is first year Computing students 
studying in either Preston or Cyprus. 
By including all first year Computing students in the 
investigation, it allows for an exploration of the 
effects of domain knowledge on mental model usage, 
as the uniqueness of every student and their 
experiences makes establishing a representative 
sample group difficult. 

First year Computing students at the University 
of Central Lancashire (UCLan) come from all 
manner of academic backgrounds. Many have 
studied either Computing or IT at school or college, 
whilst others have not undertaken any formal 
qualifications in the subject. Computing demands 

entry requirements of up to 280 UCAS tariff points 
at A2 or BTEC National Diploma MMM-DMM 
AND 5 GCSEs at grade C or above including Maths 
and English. However, there are not specific 
requirements to have previously studied a 
computing-based subject. Students study the first 
year to gain a grounding foundation in Computing, 
and then progress to year 2 where they choose a 
specialism. Specialisms range from Computer 
Games Development, Computer Network 
Technology, Information Systems, Forensic 
Computing, Multimedia Development, Software 
Engineering, and Computing, which is a student self-
select course that offers a flexible programme of 
study. 

The entire premise of this research study is based 
around understanding the programming learning 
process. Naturally, this draws on the authors’ 
epistemological standpoint as students who have 
completed a number of programming and Computer 
Science related courses in the past. We believe that, 
like the theory of Constructivism [3], programming 
ability is obtained through practice and cannot be 
effectively transferred through a traditional lecture. 
Whilst a lecture is a useful medium for teaching 
complex concepts such a polymorphism, when it 
comes to the fundamental concepts of programming, 
the best way to develop a concrete understanding is 
for students to spend less time getting confused in 
lectures and spend more time putting the concepts 
into practice.    
 
4. Method 
 
4.1. Survey 

 
A preliminary survey was carried out to establish 

the domain knowledge of the students taking part by 
developing an understanding of their past 
experiences. The survey was made available online 
and begins by asking students to list any previous 
courses they have studied (post GCSE level). This 
allows for links between mental model usage and 
subjects to be established, for example, a student 
who has studied Physics may have a different model 
to someone who studied English literature, hence 
developing a different domain knowledge that affects 
how they approach a given scenario. 

To allow for easy analysis students were asked if 
they have studied Computer Science at any level, 
(can only answer yes or no) as the sample size is so 
large it would be easy to miss a subject if they were 
being categorised manually. The final section asks 
students if they have had any prior programming 
experience and if so to list the languages they are 
familiar with. This is an extremely important 
question as past programming experience could 
impact on mental model usage and some students 
may have studied programming in their own time, 
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which would not have been highlighted in the first 
question. By conducting the survey online, it allows 
participant’s data to be easily anonymised as well as 
allowing for easier analysis, as all the data can be 
downloaded and imported into an Excel document, 
rather than inputting it manually, reducing the risk 
for human error in the data. 

 
4.2. Aptitude test 
 

The aptitude test forms the main focus of the data 
collection process. The test is an online application 
and was delivered within timetabled classes. 
Students were explained the purpose of the research, 
and communicated what they would be doing during 
the activities, as well as what data would be collected 
and how it would be used. It was made clear to all 
participants that they could opt out and remove their 
data at any time during the experiment. They were 
also given the opportunity to ask any questions and 
discuss the investigation at the end of the sessions, 
and they also had the opportunity to check any of the 
data they had provided.  

The aptitude tests were conducted twice, once at 
the start of the main teaching block, (week 6 in the 
first semester due to introductory activities) and once 
in the final week before Christmas (Week 14). The 
preliminary survey; which collects information 
regarding the students’ background and past 
experiences (domain knowledge), was conducted at 
the same time as the first aptitude test. All tests were 
carried out in controlled conditions during timetabled 
sessions. A pilot study was also conducted with 5 
students in order to fine-tune the questions and the 
aptitude test application. 

Students participating in the study are all at the 
same level in their course, testing at these two 
intervals allows us to track their development 
throughout the first semester – which for many of 
them, will be their first semester programming.  

When selecting the questions, we only choose 
questions relating to content the students had covered 
previously in their course; ensuring students with no 
previous experience would not be at a disadvantage.  

To help determine the predictors of success or 
failure within their course, the data collected 
regarding the domain knowledge and mental model 
utilisation of the students was compared against the 
coursework grades for programming. 
 
5. Results and discussion 

 
All first year Computing students were given the 

option to take part in this study, 123 students 
completed both the survey and the first aptitude test. 
73 students stated they have previous programming 
experience, however, only 57 students stated that 
they had been formally taught Computing in the past, 
creating additional variability into the results, as 

Ben-Ari [3] noted that self-taught programmers do 
not necessarily succeed in Computer Science studies 
as they may have constructed non-viable models by 
misunderstanding concepts. 

Only 67 of the original 123 students took part in 
the second aptitude test, this is likely due to the test 
being conducted in the final week before the 
Christmas holidays, as attendance to the classes was 
noticeably low. Despite this reduction in sample size 
there are still enough students to perform a reliable 
investigation with and therefore, these students will 
form the primary focus of the data analysis. Any 
trends that are found in students who completed both 
tests can in fact be supported by analysing the 
original group of students.  

Overall, students were relatively consistent in 
their mental model usage, 73% consistently used a 
single model and 40% of students used the correct 
mental model and juxtaposition combination 
consistently.  

Students also scored well on the programming 
theory questions with an average mark of 77%. 47 of 
the students obtained a mark of 80% or above. 

The results discussed above are representative of 
the entire sample group who participated in both 
tests, meaning that it includes both students who 
have previous programming experience and those 
who do not. It is important to further analyse the data 
by separating the two groups of students in order to 
understand how their mental model usage differ, as 
Soloway [17] suggests, a student’s mental model is 
based off their past experiences, potentially making 
the two groups drastically different. 36 of the 67 
students stated that they had past programming 
experience, the most common dominant model 
which is used by 34 of the students, suggesting their 
pre-established domain knowledge is influencing the 
model that they use.  

By conducting a second aptitude test at the end of 
the first semester, it allows the development of 
students’ mental model usage to be investigated. We 
expected that students who have already adopted 
their dominant combination would continue to use it 
with increased consistency. We predicted that 
students who previously used other mental model 
combinations will begin to gravitate towards a new 
model because their domain knowledge begins to 
adapt as they progress through the course. 
Constructivism theory positions that students accrue 
their knowledge recursively by taking an active part 
in the learning process [3], i.e. completing practical 
lab sessions, aimed at teaching students the 
fundamental concepts of programming by putting 
them into practice. 

This could potentially mean a decrease in overall 
consistency as students may experience cognitive 
conflict; when a student experiences a discrepancy 
between their own cognitive structure and an 
external environment [11], i.e. conflict between a 
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student’s original incompatible mental model and the 
appropriate model used in programming which they 
are attempting to learn. 

The data analysed here is from students who have 
completed both aptitude tests, so it is also possible to 
see how they have developed throughout the course 
of the module. 

In total, 21 have improved their model usage 
between the two tests by switching from an incorrect 
model, or by switching from an invalid model to a 
known valid (although potentially incorrect) model. 
40 students remained consistent in their usage 
between the two tests and 6 students became less 
consistent but continued to use the same dominant 
model, perhaps due to them starting to adapt to an 
appropriate model. 

The variety of models used by all students in the 
test group has decreased when compared to the 
results of the first aptitude test. The number of 
students consistently using a single model has 
slightly decreased from 73% in test 1 to 70 % in test 
2. Interestingly, there has been very little variation in 
the mental model/juxtaposition usage of students 
with past programming experience between the two 
tests. Consistent use of a single model has also 
increased from 74% to 77%.  

Whilst the variations between the two tests were 
relatively small for students with past programming 
experience, there are a number of significant changes 
in the model combinations used by students with no 
prior experience. 

The most notable difference when looking at the 
results is the variety of models used by students has 
decreased when compared to test 1. 

We believe this is a sign of cognitive conflict. 
Maier [12] stated, before a student can fully 
understand a concept, a student’s understanding must 
first be challenged before they can adapt. Many of 
the students who had not previously had any 
programming experience held incompatible models. 
These models must first be actively challenged by 
allowing a student to gain programming experience, 
thus allowing a student to discover for themselves 
what works, and what doesn’t in a programming 
context.  

We also believe the reduction in consistency is 
attributed to students’ mental models being 
challenged, whilst in some cases they may still be 
using their previously established models, students 
should be beginning to gravitate towards the 
appropriate mental model/juxtaposition combination. 

A Mann Whitney U test [13] was also carried out 
to evaluate the significance of the relationship 
between appropriate mental models and module 
result amongst students with no prior experience 
produced a result of p < 0.05, confirming the 
significance of the data. 

 

6. Conclusions and future work 
 

Despite being relatively successful, there is still 
future work required to validate the findings of this 
experiment and to further expand the understanding 
of the programming learning process. 

By only collected data over a single semester the 
reliability and validity of this research are severely 
constrained. In order to gain a comprehensive 
understanding of the programming learning process 
that is valid and highly reliable, the same experiment 
should be run throughout the course of an entire 
year, over the course of multiple years and at various 
institutions. 

Students studying a wider range of subjects; such 
as Media, Music, English Literature, and so on, 
should also be observed to determine how their 
mental model usage differs to Computer Science 
students, and investigate any potential related 
subjects in order to allow for a better understanding 
of students’ domain knowledge. 

Despite the limitations, we believe this research 
has highlighted the link between appropriate mental 
model usage and success within an introductory 
programming module. The data collected during this 
research has also revealed a potential link between 
related domain knowledge (from studying subjects 
such as Mathematics or Physics) and appropriate 
mental model usage, however, further research is 
needed to validate these results. 
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Science Students’ Response to Academic Writing: Attitudes and 
Perceptions Performance 

Ingrid Ann McLaren 
University of the West Indies, Mona, Jamaica 

Abstract 

Good communication skills are critical to success 
in one’s personal and professional life, and the sine 
qua non of learning and assessment in all disciplines 
in higher education. More specifically, effective 
writing enhances students’ learning and develops 
both their critical thinking and active 
problem-solving abilities [1], whilesocialising 
them into the discourse of subjects and disciplines 
within the academy. This concept of ‘socialising 
students’ finds support in assertions such as 
those of Holtzman et al. [7], who contend, “the 
ability to communicate effectively has been 
recognized as a hallmark for membership in the 
learned professions”, and of Leibowitz et al [8], 
who purport that academic literacy establishes 
“the link between students’ entry into 
disciplinary communities and their acquisition of 
the formal conventions associated with the 
academy”.  

1. Introduction

Given, that communication, writing in particular, 
plays such a pivotal role in the overall development 
and preparation of students, it not surprising that 
there has been so much focus on academic writing, 
particularly  as it relates to the ways of knowing, 
understanding and doing within disciplines. This 
has been noted by Zhu [9] who in commenting on 
the steady growth of research in academic writing, 
has pointed to findings that indicate students 
entering specific disciplines need “a specialized 
literacy that consists of the ability to use 
discipline-specific rhetorical and linguistic 
conventions to serve their purposes as 
writers’’[2]. 

Relatedly, research findings also indicate that 
there are distinctive differences in structural and 
textual characteristics of genres both within and 
across academic disciplines and such differences 
involve social relationships between the reader and 
the writer as well as different values and beliefs 
underlying discursive practices in various discourse 
communities [3], [5], [6]. In the case of science for 
instance, it has been shown where students in two  

chemical courses assumed different social roles in 
their writing in the two courses and were expected to 
use different lines of reasoning and provide 
different types of evidence depending on 
these roles [5], [6].

2. Methodology and Results

At the same time however Zhu’s [9]  
examination of content course professors’ views 
on academic writing and writing instruction revealed 
the view that while academic writing largely entails 
the transfer of general writing skills  to 
different disciplinary contexts, these general skills, 
needed to be well developed in order for 
effective writing within the discipline to occur.  
The skills identified were audience awareness, 
logical organization, paragraph development 
(e.g., a paragraph should have one main idea 
only), clarity, sentence structure, grammar, and 
mechanics.  

The relevance of this position to the disciplinary 
context of the sciences is evidenced in the contention 
of an engineering professor in Zhu’s study [9], 
who identified three skills that students needed 
in order to write successfully in engineering. 
These included the ability to present ideas 
concisely, to use a ‘‘somewhat’’ engaging style, 
and to ‘‘condense, summarize technical 
literature.’’ The professor described the last 
one as ‘‘kind of discipline specific’’ but 
believed that ‘‘if they [students] can’t do the first 
two, then they won’t be able to do the third 
one’’ (Engineering 2, p.3). 
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Abstract 

This study examines the effect of the application 
of the Tri-Anthropo-Type Paschalidis Model, in 
ensuring a smooth adaptation from the home 
environment into preschool education, the 
integration of preschoolers in the kindergarten's 
environment and the parents’ active role towards 
their children’s adaptation.  

The teacher’s observations, questionnaires and 
structured interviews were used for data collection. 
The Model’s training course material, 
questionnaires, experiential activities and parents’ 
counseling were used to carry out the research.  

The results showed that the application of the 
Model helped the children to manage the first days’ 
stress of environmental change, to feel secure and 
accepted. It also contributed in enhancing their 
understanding, interaction and collaboration. The 
parents were able to deal more effectively with the 
reaction of children during their integration into the 
school environment, and the cooperation among the 
children, the parents, and the teacher was 
strengthened. 

1. Introduction - Theoretical frameworks

In the beginning of the school year 2015-2016, 
the teacher was facing, beyond the expected time, 
adaptation problems, socialization difficulties and 
lack of cooperation among children, parents and the 
teacher. In the past, the teacher, when facing similar 
situations, as well as incidents of abusive behaviour 
(verbal and / or physical) among the children, she 
had used the Model and had witnessed a dramatically 
positive change in their behaviour [1]. Therefore, she 
thought of applying it in this class, in order to help 
the children’s better adjustment in their new 
environment, to propose to the parents a most 
appropriate way to deal with their children, in this 
critical phase of their lives, and finally to help her in 
the communication with the parents.  

TheTri-Anthropo-Type Model has multiple 
applications, amongst them its application in various 
levels of education [1] [2] [3]. According to the 
Model, every person belongs to only one of three  

distinct personality Types: A, B or C, 
differentiated mainly by brain function and plasticity. 
Personality Types are determined by individual 
differentiations in activation, volume and functional 
connection of the temporal lobe, the amygdala and 
the hippocampus. Furthermore, there are some 
complementary brain structures that play a 
significant role in the neural signal transmission and 
brain function of each Type [4]. 

This brain differentiation shapes our character. 
Each Type etches the experiences in the brain 
differently. What we call reality happens in our 
brain. Reality is different for each Type. We are 
referring to individual differences in the personality, 
but these differences are not as many as the people 
on earth. There are only three personality Types. 

Maternal, paternal and children behavior is 
outlined in detail in the Model, along with the 
psychopathology that can be developed, either 
individually or at a relationship level. Family 
relationships have been profiled and mapped and 
detailed psychograms of the personalities and 
behaviours have been formulated for fathers, mothers 
and children, according to their Type, A, B or C.  

As far as the main characteristics of the parents/ 
guardians are concerned, those who belong to A 
Type are abrupt, impatient and maintain a 
relationship of friendshipbased on trust, with their 
children. The B Type parents are affectionate, 
overprotective; they always give advice and they 
always worry that something bad may happen to 
their children. C Type parents are very giving, but 
persistent and bossy; they prepare their children for a 
tough life ahead. As far as the main characteristics of 
the children are concerned, A Type children are 
independent, easily adjusted, get carried away, they 
cannot withstand pressure, constraints and tight 
schedules; when they are under stress, they display 
irritability and react with shouts and squeaks. B Type 
children are dependent on their parents, they adapt 
slowly, they tend to mimic other children’s 
behaviours, they have low self-esteem/self-
confidence, they are shy, talkative, they act 
condescendingly, and they need to feel safe; when 
they are under stress, they get angry and whine. C 
Type children are bold, competitive, and active with 
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a strong will, they feel insecure and rejected, and 
they make up imaginary stories; when they are under 
stress, they show intense activity, they get stubborn 
and do not listen to anyone [2]. 

The objectives of the intervention were to 
examine whether the Model helped: 

 a) To facilitate the children’s transition from their 
home to the kindergarten  

b) Their integration in the new environment, 
aiming at cooperation and good interaction amongst 
them and 

 c) To improve communication between the 
teacher and parents/guardians and achieve efficient 
counseling of parents, towards the children’s 
adaptation into the new environment. 
 
2. The Research 
 

The intervention took place as a Health 
Educational Program entitled «The Three 
Paschalidis’ Types as a game in our school» from 
September 2015 to January 2016, twice a week. 

The teacher in the class was mainly responsible 
for the intervention and was assisted by G. D. 
Paschalidis as facilitator / external collaborator, 
offering her regular feedback concerning her practice 
and research, and by a specialized in the Model 
psychologist, who helped mainly in the reflection 
phases and the parents’ counseling. 

The intervention was connected with the 
Kindergarten’s Curriculum and was linked to the 
following subjects: language, writing, mathematics, 
social sciences (human environment and interaction), 
and creative expression (visual arts, drama, puppetry 
etc). 
 
2.1. The identity of the class 
 

The kindergarten class consisted of 18 children (8 
boys and 10 girls), aged 5 to 6, in Southern Attica, 
Greece. All children understood and spoke Greek. 

 
2.2. Materials, methodology, activities 
 

Quality observations, questionnaires, structured 
interviews in the form of a quiz, drawings/ pictures 
from the class, and the class teacher’s journal were 
the research tools used.  

Triangulation was used to ensure the validity of 
the collected data and the intersubjectivity of the 
findings. In particular, three different ways of data 
collection were used (observation, questionnaires, 
structured interviews), collected from three different 
sources (teacher, children and their 
parents/guardians). 

The research process consisted of three main 
steps. 

 First step: The class teacher attended a 
specialized training course on the application of the 

Paschalidis Tri-Anthropo-Type Model in preschool 
education, and adaptation in new environments, 
taught by G.D. Paschalidis himself, where she was 
provided with the necessary guidelines and material 
for the research. The material included detailed 
information about every child’s personality Type 
traits and behaviour, during their transition from 
their home to the kindergarten, and their integration 
in the new environment. Furthermore, the material 
contained information on the teacher’s best approach 
of parents, depending on their Type, in order to help 
the adjustment of their children to the new 
environment and tactics they should follow to help 
them.  

Second step: Observation and recording, for one 
month from the beginning of the school year, of the 
children's and parents/guardians' behaviours. The 
teacher could identify every child’s personality Type, 
by examining their behaviour during their separation 
from their parents in the morning, and when they 
were participating in free activities in the school 
yard. In addition, she could identify the parents’ 
Type from the way they were reacting towards their 
children. 

From the beginning, two questionnaires were 
given to the parents: 

The first one was to identify their Type (The Tri-
Anthropo-Type Questionnaire) and the second one 
was to identify the Type of each child (Τhe 
Paschalidis Tri-Anthropo-Type Questionnaire for 
pre-school children). At the same time, teacher’s 
interventions towards children and parents’ 
counseling were held.  

Third step: The Tri-Anthropo-Type Paschalidis 
Model was introduced to the children, through three 
sections of activities entitled: a) «Getting to know 
the Tri-Anthropo-Type Paschalidis Model», b) 
«Getting to know my personality Type», c) «Getting 
to know the personality Type of my schoolmates and 
my teacher, and applying the Model in my class». 
During the first section of activities, the series of the 
tale – type stories, by G. Paschalidis, were used to 
study, discuss and detect the characteristics of the 
three Types A, B and C. The findings of the parents’ 
interviews and the children’s quiz were used, at the 
second section. The third section was aiming to teach 
the children how to recognize their Type. Report 
boards were created, where the children wrote their 
name and Type. They counted how many children 
belonged to each Type, in the class. They also 
created identity cards for each child, where they 
wrote their Type next to their picture, and they drew 
their future occupation. They ascertained that their 
characteristics and desires were exactly as the Model 
described. They played puppet theatre and role play, 
and they dramatized the tales in "public" to their 
peers in the co-located school. They wrote their own 
tale titled «The stubborn squirrel», which was about 
the behaviours of the three Types, and the outcomes 
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of their love and collaboration. Activities aiming at 
introducing to the children the nutritional principles 
of the Model and the Type-specific nutritional 
requirements followed. The children also cooked 
suitable meals for their Type. 
 
3. Results 
 

According to the questionnaires 16,67% of the 
children belonged to A Type, 44,44% to B Type and 
38,89% to C Type. According to the questionnaires 
completed by the parents, 22,22% of the fathers were 
of A Type, 44,45% of B Type and 33,33% of C 
Type. 11,11% of the mothers were A Types, 55,56% 
Β Types and 33,33% C Types. 

Regarding the behaviour of the children and their 
parents / guardians during their separation the first 
month of adjustment, the teacher recorded 
behaviours, as reported in the Model, and she noted 
them in her journal: «The children that belonged to A 
Type were flopping and hooked onto their parents 
squeaking loudly, and they did not want to stay in 
school. Their parents were strict; they spoke with a 
firm voice, explaining that all children must go to 
school. The children that belonged to B Type were 
crying, holding their parents from their clothes, 
asking them to stay in class together. Their parents 
were analyzing in detail, why they «must» stay in 
kindergarten, though the children did not calm down 
by their words. Finally, they were leaving, after 
giving them promises that they would call them or 
come to pick them up earlier, and gave them many 
kisses. The children that belonged to C Type were 
crying, they were aggressive towards their parents 
and following them when they were leaving. The 
parents were scolding them, they were telling them 
that the other children did not react this way, and 
they were leaving, threatening to punish them at 
home, unless they calm down». Throughout the first 
period of the children’s adjustment, the teacher 
applied the suggested by the Model interventions. 
She gave a toy or a candy, as a reward, to the A Type 
children and she tried to make them forget the 
separation and to calm them down. The children 
played, and as a result made friends. They 
participated with pleasure in the activities. She 
treated B Type children with affection and gave them 
special attention. She kept them close to her to make 
them feel secure. She introduced them to the other 
children and proposed that they play specific games.  
As they were continuously asking about their 
mother’s return and when they would leave, the 
teacher answered patiently, caressing them. She was 
behaving towards them as their mother. Gradually, 
this behaviour helped them feel familiar, and they 
were no longer experiencing the separation anxiety 
from their parents. The teacher hugged the C type 
children; she gave them initiatives, making them feel 
special and acceptable. For example, she made them 

her assistants or gave them a mission. Thus, she 
helped them relinquish their stubborn denial of 
entering the class and participate at the activities 
calmly. As the kindergarten teacher knew that they 
needed great attention and acceptance, she was 
always alert. 

As for the smooth integration of the children, by 
applying the principles of the Model, the teacher 
noticed a great change in children’s attitude and 
mood to stay in school. They were creatively 
involved in a climate of confidence and joy. 
Knowing the Model through playing gave the 
children the opportunity to understand themselves 
and their behavior. Moreover, it helped them 
understand their friends’ behavior. Every activity and 
learning process became easier and enjoyable, as 
their interaction was enhanced. A Type children 
learned to comply with the class rules, be less 
intractable, and had milder reactions when they were 
not allowed to do something. They also learned to 
arrange and take care of their personal belongings. Β 
Type children gained confidence; they did not 
hesitate to express their feelings and desires. Their 
anxiety about whether others liked them decreased. 
They became more assertive. C Type children 
became less competitive, they did not stubbornly 
insist on what they wanted. They cooperated, shared 
harmoniously and enjoyed activities.  

Regarding the parental counseling, almost all 
parents stated that the teacher’s intervention had very 
positive results in their ability to prepare their 
children for the new school environment. 
Additionally, they emphasized that counseling 
helped them face other issues at home with their 
children. A Type parents said that the awareness of 
their parental behavior helped them be more patient, 
more affectionate and talk more with their children. 
B Type parents said that the intervention helped 
them reduce their concerns, overprotection and 
continuous advising. C Type parents were helped to 
be less pressing and punitive; they trusted and 
hugged their children more.  

The teacher noted: “A C Type boy was crying 
persistently for three hours, demanding from his 
mother to pick him up. He was afraid that she 
abandoned him and he was looking for her 
insistently. In the counseling sessions, it was 
explained to the mother that it is necessary to inform 
her child every day on her working schedule and to 
explain to him that it is very important for her to 
work. She should express how much she loves him, 
on every occasion, and reassure his feelings of 
rejection. The mother agreed to follow the teacher’s 
advice and, as a result, the boy calmed down and 
was happily playing, without continuously asking for 
his mother’s return”. And she continues: “A Β Type 
boy was crying almost every day. He was watching 
out of the window waiting for his mother. A B Type 
girl was worrying on a daily basis that her mother 
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wouldn’t come to get her (she had already lost her 
father). Both mothers were asked to explain in detail, 
every single day, very patiently, where they are 
going to be, what they are going to do, when they 
will return, and what is the schedule of the day. The 
first child felt safe, his stress level reduced and was 
concentrating on the activities. The second child felt 
confident and from the lonely girl that she was, she 
became more social, made friends and became 
popular”. 
 
4. Discussion 
 

Scientific research recognizes that a successful 
transition to school can increase the likelihood of 
positive social, emotional and academic outcomes 
for children [5]. It is well accepted that this transition 
is a very challenging stage in a child’s life. The child 
leaves home security and mother’s care and is forced 
to adjust to an unfamiliar environment. It has to 
follow rules and expectations and work with new 
people, both teachers and schoolmates. This change 
is a major shock for the child and each child adapts 
itself differently to the new situation depending on 
the personality Type it belongs to [6]. 

Our findings confirm that children vary in their 
ability to adapt to school environment and that if 
they are treated by both parents and teacher 
according to their personality Type, they manage to 
cope with all the difficulties and make the transition 
from home to schoola pleasurable and creative 
process. 

During morning separation, three distinct children 
reactions were observed by the teacher. Children 
belonging to A Type personality were screaming, B 
Type children were crying and holding their parents 
from their cloths and C Type children were crying 
and were becoming aggressive towards their parents. 
According to the bibliography [6], A Type children 
are quite independent and can easily be weaned from 
their home and their family. However, they are very 
nervous and react with panic and hysteria when 
under stress. That is why they scream and rampage 
around their parents. B Type children are afraid of 
the kindergarten and prefer to avoid it and stay home 
with their parents. A predictable routine allows B 
Type children to feel safe, whereas sudden changes 
make them feel insecure [6]. That is why their 
transition to the kindergarten is a major change in 
their life. During their separation from their parents 
they hide behind their legs, cry and ask for caress 
and consolation. C Type children have a feeling of 
abandonment and rejection from their parents, when 
they go to school for the first time. At the time of 
separation, they hold their parents too tight, cry 
loudly and when their parents leave, they stand still 
(like a statue) [6].  

The kindergarten teacher, therefore, had only 
three different types of children to cope with, who 

had completely different needs. In accordance to 
bibliography [6], A Type children get bored easily, 
cannot withstand stress, restrictions and strict 
schedule and feel comfortable only when they feel 
free. If a bribe is offered to them, they forget their 
problem and calm down. They easily adapt to a new 
environment and they actively participate in group 
activities with joy and enthusiasm. B Type children 
need much time to adapt to a new environment and 
they do soonly if they feel secure and are given 
affection. Therefore, the teacher has to make them 
feel safe, encourage them and guide them. He/she 
has to show them which toys they should use and 
introduce them to other children in order to play with 
them. C Type children have a constant need for 
recognition of their abilities and acceptance, thus the 
teacher must make them feel special.  

The teacher, following the instructions found in 
the bibliography, offered bribes to A Type children, 
affection and safety to B Type children, and gave a 
lot of hugs to C Type children. As a result, children 
became bold, unworried and calm in a very short 
time. All children in the class managed to cope well 
with the feelings of uncertainty and insecurity and 
the appropriate emotional environment was built for 
all of them. The children were able to integrate 
smoothly into the broader social environment and to 
acquire social skills. They learned to co-exist, 
cooperate and work as part of a team.  

The adaptation from the home environment to 
preschool education is not only the teacher’s work, 
but the parents’ as well. Scientific research 
recognizes parents’ involvement as a factor that 
contributes to early development, transition to school 
and the child’s future school success [7].  
Unfortunately, even teachers that have been trained 
in communication skills, strive to establish effective 
partnerships with parents. The only model that 
introduces teachers’ strategies that pull down all 
communication barriers between teachers and 
parents and actively promotes parental involvement 
is the Tri-Anthropo-Type Paschalidis Model. 
According to the Model, the teacher counsels parents 
on how to avoid the extremities that derive from their 
own personality Type and on how to successfully 
approach their children according to the personality 
Type they belong to. A Type parents should be 
discreet enough not to make their children feel that 
they are being under strict control and repression, 
and, at the same time, they should not be indifferent 
and give them the impression that they do not care. B 
Type parents should trust their children, appraise 
them in every chance and stop constantly advising 
and scolding them. They should let them be free and 
independent. Finally, C Type parents should not 
force their children into doing too many things, 
setting constantly new goals for them. They should 
teach them to enjoy life and be less competitive. 
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They should not compare them with other children 
and let them express themselves.  

The observations of the teacher have helped her 
understand that home-to-school transition is not just 
an experience for the child itself.  The family and the 
teacher have also an important role to play, which is 
crucial to the effectiveness of the transition 
experience. When teachers and parents work together 
by applying the Tri-Anthropo-Type Model, and 
children feel that they have their support, starting 
school can be a positive and exciting experience. 

 
5. Conclusion 
 

The application of the Tri-Anthropo-Type 
Paschalidis Model in the preschoolers’ adaptation in 
the kindergarten had unquestionable positive results. 
The teacher created an emotionally supportive and 
behaviorally well-managed classroom community, 
where children were feeling safe, supported, bonded, 
and motivated by the interactions they had with their 
teacher and their classmates and therefore they were 
integrated well into the new environment. At the 
same time, the teacher achieved effective 
communication with the parents that was the 
foundation for the strong teacher-parent partnership, 
which promoted parental involvement and ultimately 
supported the children’s adaptation into the 
kindergarten. 

The Tri-Anthropo-Type Paschalidis Model 
embraces students, teachers and parents all over the 
world, as it relies on the existence of only three 
human personality Types. It creates a positive and 
productive educational environment based on the 
understanding of oneself and of others, on 
acceptance, collaboration and positive reinforcement, 
improving the wellbeing of children. Self-awareness 
and hetero-awareness are a prerequisite for 
meaningful relationships among all members of 
school community. These relationships can now be 
guaranteed relationships of acceptance and love. This 
happens, because they are not submitted to 
subjective interpretation of actions and behaviours, 
but to the objective reality that the Model 
reveals.The acceptance and love are the ideal ground 
for the cultivation of learning.  
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Abstract 

This research is focus on professionals coaching 
to teach the students (Mathayomsuksa 2 or Grade 8) 
in Tha-Uthae Pitthaya schools, Surat Thani Province 
by Research-Based Learning (RBL). Faculty 
members from Faculty of Education, Suratthani 
Rajabhat University (FM-SRU) as mentors coach the 
master teachers (MTs) to conduct learning activities 
to their secondary schools students. RBL consist of 3 
domains: Contemplative Education (CE), System 
Thinking (ST) and professional learning community 
(PLC). CE is the fundamental of ST and PLC. ST is 
thinking skills to identify not only reasons but, also 
“cause” and “effect” of research project by the 
students. PLC is process of coaching and mentoring 
for teachers to coach and teach their students. MT 
promote a local theme research-based projects were 
done by student which improve them in term of 
literacy, thinking skill, self-reflection and process 
learning, interpersonal skill and communication 
skill. Furthermore, the MTs substantially improve 
their facilitate skill and coaching skill. 

1. Introduction

When we talk about “research”, most people feel 
scared and feel difficult. The researcher must have 
completed master degree or doctorate to be able to 
do the research. In fact, research happens in 
everyday life. Simple example, every time when we 
purchase something, as soon as we make decision to 
purchase that thing, it means the research is over. 
The research is a decision-making process that 
occurs in everyday life. We do a research every day, 
but we did not write a research report.   

A case study on the purchase of steamed fish in 
the market.  

From the figure 1, if you want to buy steamed fish 
in the market, "Which steamed fish will you choose 
to buy at the same price between A or B?" and 
"Why?" There is an answer in your mind to choose 
which cup. You will choose bigger, fresh and good 
looking steamed fish. Those qualifications are good 
steamed fish, which will determine by buyers and 
they will buy the steamed fish that match their needs 

Figure 1. Steamed fish in the market 

All about qualifications of good steamed fish are 
subjective data. If we change the subjective data to 
objective data, it’s easy to measure those. For 
example, we change the bigger size into a weight 
(grams) or length (centimeters), degrees of neck 
flection, etc. The buyers increase collecting these 
data more than one sample (Increase the number of 
samples), and increase the number of traders. In this 
case, we can calculate the average of focused 
qualification of steamed fishes and compare to the 
others with empirical data. It will make us clearer 
that you should buy which steamed fishes and why 
you buy them. That is a research. That means 
research is no longer scary anymore. Because even 
the purchase of steamed fish in the market is also 
research, which everyone can do by themselves and 
do in normal daily life. 

From this idea, the RBL program has launched in 
secondary school students under trade name is 
“Pohpanpanya”.  This program tries to enhance 
active learning behaviors student and promote 
thinking skills through research-based project.  

2. What is Research-Based Learning?

The Research-Based Learning (RBL) is the 
internal learning processes of students for 
construction their own understanding and 
knowledge, through experiencing research-based 
projects and reflecting on those experiences. It is led 
student to freely thinking and synthesizing of 
empirical data or information from research-based 
project. The students can communicate their 
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knowledge to the public through a variety channels, 
including writing, presentations and exhibitions.  

The RBL research program conducted with 10 
voluntary secondary school in Surat Thani (7 
schools) and Nakhon Si Thammarat (3 schools) 
Province, Thailand. The principals’ selected 5 master 
teachers form their schools. Each school selected 1 
class of 25-64 students in Mathayomsuksa 2 or 
Grade 8. It had 50 master teachers and 358 students 
in this program. Each school produced 10 research-
based projects beneath single local theme related to 
the context of each school. 

Figure 2. RBL domains 

RBL consist of 3 domains: 1) Contemplative 
Education (CE), 2) System Thinking (ST) and 3) 
Professional Learning Community (PLC). CE is the 
fundamental of ST and PLC. ST is thinking skills to 
identify not only reasons but, also “cause” and 
“effect” of research-based project, which done by the 
students. PLC is process of coaching and mentoring 
for master teachers to teach their students 

2.1 Contemplative Education (CE) 

CE is learning activities that provide safe 
atmosphere between mentors, master teachers and 
students leading to freely, seriously and deeply 
thinking. CE in this program was focused on stillness 
and relational contemplative practices, for example; 
trust activity, self-analysis, deep listening, dialogue 
and meditation. Those contemplative practices are 
practical, radical, and transformative, developing 
capacities for deep concentration and quieting the 
mind in the midst of the action and distraction that 
fills everyday life. Contemplative practices can help 
develop greater empathy and communication skills, 
improve focus and attention, reduce stress and 
enhance creativity, supporting a loving and 
compassionate approach to life. [1]  

2.2 System Thinking (ST) 

ST is thinking skills, which depict reason as cause 
and effect relation mind mapping. If cause and effect 
is positive relation student will links those with solid 
line one way arrow (------>). On the other hand, 

cause and effect is negative relation student 
will links those with dash line one way arrow (- - - - 
>).

 2.3 Professional Learning Community (PLC) 
PLC is learning process between MT and/or 

mentors to analyze and identify strength or weak 
point of learning activities provide to their students 
for improving quality of teaching and learning 
activities and improving teaching skills and the 
academic performance of students.  

3. Implementation

This BRL research was implemented in Tha-Utae
Pittaya School school, Kanchanadit District, Surat 
Thani Province, Thailand in academic year 2016, 2 
semesters (40 weeks), in the 1st semester spent 20 
weeks for development of research-based project 
proposal and another 20 weeks for doing the 
research-based project by the secondary school 
students. 

 This RBL program worked with 5 master 
teachers were selected by the principals and 25 
students from Mathayomsuksa 2 or Grade 8 were 
selected by master teachers. They produced 10 
research-based projects beneath single local theme 
related to their school context. The final research 
theme was Cha-Kram (Sueda maritima) : the Unique 
of Local Vegetable in Tha-Utae District. 

The mentors (FM-SRU) conducted 2 main 
training sessions for the master teachers in order to 
enhance their CE and ST skills, respectively, which 
were used in coaching and teaching their students. 
Furthermore, the mentors make PLC with coaching 
process while school visited every month according 
to the RBL class (1st semester: Monday afternoon, 
2nd semester: Tuesday afternoon). 

The RBL was conducted as part of the school 
curriculum under “Moderate Class, More 
Knowledge” (Teach Less, Learn More) campaign 
from Ministry of Education.  

The steps of RBL were difference focus between 
1st and 2nd semester. In the 1st semester, focus on 
research-based project proposal development, which 
consist of 5 main activities; the learners preparation, 
research theme and title formation, hypothesis 
formation, literature review and proposal 
development. In the 2st semester, focus on 
synthesizing knowledge from the research-based 
project, which consist of another 4 main activities; 
do the research, Interpretation, writing the research 
report and communication research-based project 
results. 

Table 1. Planning of learning activities for the 1st 
semester

Week 1 Learner Preparations 
CE activities; trust, self-analysis, 
deep listening, dialogue and 
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meditation 
Week 2 Learner Preparations 

Basic skills for research; observation 
skills, questioning skills, data 
recording skills, cause-effect 
mapping. 

Week 3 Research theme formation (1); by the 
students’ plan for field study/site 
visit. 

Week 4 Research theme formation (2); field 
study/site visit 

Week 5 Research theme formation (3); 
students’ brainstorming and 
discussion for theme identification.  

Week 6-7 Research title formation; 
Students and MTs’ brainstorming for 
research title identification. 

Week 8-9 Hypothesis formation; 
Students brainstorming for hypothesis 
formation. 

Week 10-11 Literatures review; 
Students searching and conclusion the 
related information. 

Week 12-13 Proposal development; 
Students design the research 
experiment or data survey. 

Week 14-16 Proposal development; 
Students write their research proposal 

Week 17-18 Proposal development; 
Students present their research 
proposal and learning from each 
other’s 

Week 19-20 Proposal development; 
Students revise their research 
proposal and submit to MTs for 
approving. 

Table 2. Planning of learning activities for the 2st 
semester. 

Week 1 Do the research; 
Students and MTs prepare 
equipment/tools for each research 

Week 2-5 Do the research; 
Students do the research according to 
their approved proposal. 

Week 6 Do the research; Progress report to 
MTs and mentors or experts (if 
necessary) 

Week 7-10 Do the research; Students do the 
research according to comments and 
suggestion from MTs and mentors or 
experts (if necessary). 

Week 11-12 Interpretation; Students learning 
analytical thinking and synthesizing 
knowledge from the research results 
conducted by MTs 

Week 13-16 Writing the research report; Students 
discussion the research results and 
writing the report 

Week 17 Writing the research report; Progress 
report to MTs and mentors or experts 
(if necessary) 

Week 18-19 Communication research results; 
Students present their research results 

and learning from each other. 
Week 20 Communication research results; 

Students set up the exhibition of their 
research results and show them to 
public. 

The research theme from students’ field visit and 
discussion for research theme identification is Cha-
Kram (Sueda maritima): the Unique of Local 
Vegetable in Tha-Utae District. They conducted 10 
research-based projects as following; 

1. The study of Botanical Structure of Cha-Kram
(Sueda maritima) found in Tha-Utae Sub-District. 

2. Physical factors that Effect on Color Formation
in Cha-Kram (Sueda maritima). 

3. Intensity of the Sunlight that Effect of Color
Formation in Cha-Kram (Sueda maritima). 

4. Cha-Kram (Sueda maritima) Raising by
Hydroponics in Various Salty Solution. 

5. Cha-Kram (Sueda maritima) Planting in
Various Type of Soil. 

6. Paper from Cha-Kram (Sueda maritima)
Tissue. 

7. Soap from Cha-Kram (Sueda maritima)
8. Food Color Additive from Cha-Kram (Sueda

maritima). 
9. Cornflakes from Cha-Kram (Sueda maritima)
10. Fresh Preserving of Cha-Kram (Sueda

maritima) 

Figure 3 Diagram of research title under Cha-Kram 

4. Assessment

The RBL learning outcomes and were record as 
qualitative data by the MTs and observation from 
mentors in term of satisfaction of students on RBL, 
literacy, thinking skill, self-reflection and process 
learning, interpersonal skill, and communication 
skill.  

4.1 Satisfaction assessment 

The satisfaction of students was assessed at week 
1, 20 and 40 (Table 3)  

Table3. Satisfaction of students on RBL 
Satisfaction of 

students 
% satisfaction of students at week 

(N=25) 
1 20 40 

Happy 8(2) 56(14) 100(25) 
Unhappy 92(23) 44(11) 0(0) 
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4.1.1 At the beginning (week 1, N=25), the most of 
students (92%) showed very passive learner behavior 
and did not want to do anything complicated and 
worry about research-based project, which was 
difficult and unfamiliar for them. Only couple of 
students (8%) felt very interested, they want to know 
what is “Pohpanpanya - research-based project”?  

4.1.2 At the end of 1st semester (week 20, N=25) 
more than half (56%) of student felt happier. They 
can more adapt learning style like RBL. They 
understood the processes of research theme and 
research title, but another 44% of students felt 
confuse about system thinking.   At the end of 2nd 
semester, all of them felt happy with RBL learning 
activities. They found that they can learn many 
things from the research-based project, especially, 
local resources in their homeland. They were very 
happy during worked for their project even it was 
difficult for them.  

4.1.3 In the last assessment (week 40, N=25), All of 
students (100%) completing the RBL program 
indicated that they now feel prepared to work for 
research-based project. They felt very happy on CT 
learning activities, which MT conducted for them. 
They can touch the safety atmosphere, MT very 
lovely and kindly with them. 

4.2 Literacy assessment 

The students must search at least five learning 
resources for supporting their idea. They summarized 
them and submitted to MT before submitted research 
proposal. They searched from books in library and 
other learning resources from the internet. MT found 
that some students can read the books with more 
concentrations and try to understand them by 
themselves. They pay all their effort for inquiring the 
way that can apply to their research-based project.  

In addition, the students have improved their 
reading skill, its help them understand more and 
more from their self-studies. The students can 
calculate simple statistics; percentage, arithmetic 
mean and standard deviation. They can compare and 
create new information. 

4.3 Thinking skill assessment 

This learning outcome is continuing make 
confusion to student. Some students can’t draw a 
cause-effect mind mapping so well. Because of the 
limitation of their knowledge block them, leading to 
incomplete the relationship between cause and effect. 
However, they can bring new idea beyond 
conventional solutions and looking for new ideas that 
can help to efficiently address problems of research-
based project. Surprisingly, some students who were 

poor in testing and labeled as special needs students 
were a leader of a group.  

4.4 Self-reflection and process learning 
assessment 

The students were encouraged to write journal 
every week after the RBL class. MT read and gave 
the feedback to all students. MTs found that that 
most of student can conclude very well self-
reflection both positive and negative aspect. The 
student can describe how do they get their 
knowledge and share each other. 

4.5 Interpersonal skill assessment 

The students touched the good experience of team 
and unity by co-operation for their achievement. 
They improved their listening skill leading to accept 
the difference ideas. Furthermore, they met new 
friends from other school and presented their 
experience through an exhibition. 

4.6 Communication skill assessment 

The students had a chance to present their idea 
and results many times, both internal and external 
meeting. They can make an effective presentation by 
prepare a slide PowerPoint, infographic, poster and 
exhibition.  

5. Conclusions

RBL is systematic learning activities that make 
connection to real world situation research problem. 
The students can learn by exploring their community 
and producing awareness of conservative mind in 
local resources, especially, Cha-Kram (Sueda 
maritima) which was local vegetable. RBL has 
produced change the student negative to positive 
character and closed the gap between the students in 
front of the room and back of the room. They helped 
each other, learned together and successes together. 

 They have satisfaction on RBL, improve their 
literacy, thinking skill, self-reflection and process 
learning, interpersonal skill, and communication 
skill. 

The first step of RBL was introducing to CE 
learning activities. The stillness practices focus on 
quieting the mind and body in order to develop 
calmness and focus which help the students have 
more concentration, while the relational practices 
focus on positive communication. Those made 
students feel safety in RBL and satisfaction on their 
research-based project. Furthermore, they made the 
student get more self-discipline.  

In addition, the MT worked very closely with 
their students and used so many facilitation and 
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coaching skill to help their student and promote 10 
research-based projects were done by student under a 
local theme, Cha-Kram (Sueda maritima): the 
Unique of Local Vegetable in Tha-Utae District. 
They promoted ten research-based projects which 
substantially improve their facilitate skill and 
coaching skill. 
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Assessment of Chinese Students’ Progression and Perceptions in Blended 
Team-Based Learning Approach at an International College in China 

 
 

Maryam Malekigorji, Dan Corbett, David Rooney, Lezley-Anne Hanna, Maurice Hall 
Queen’s University Belfast, UK 

             
 

Abstract 
 

Blended team-based learning (TBL) as a major 
component of an undergraduate course was 
implemented at a UK joint college in China. The 
core components of TBL were introduced in the 
course for Chinese students and their academic 
performance and course evaluation data with 
blended TBL  approach  was  compared  with  solely 
flipped classroom and traditional lecture-based 
courses. Students’ perceptions regarding traditional 
learning and TBL were investigated and compared 
through the use of an online perceptual learning 
style preference questionnaire. 

Students ranked blended TBL as a superior 
method of learning in comparison with didactic 
lecturing style. Higher data retention and classroom 
performance was achieved within blended TBL 
course compared to traditional learning style. 

Students’ perceptions and performance suggested 
that blended TBL can benefit non-native English 
speaker students, who are studying in a remote 
campus, where English language is not the first 
spoken language and provided positive feedback on 
their preparedness may help them to develop higher 
reasoning skills.  
 
1. Introduction 
 

During the past two decades, many UK 
universities are expanding their internationalisation 
activities in volume, scope, and complexity and 
introducing initiatives such as borderless higher 
education, study abroad and student exchange 
programs. These initiatives are being developed by a 
number of factors, such  as pressures for  life-long 
learning, the emergence of the ‘knowledge 
economy,’ and developments in the use of 
communication technologies [1], [2]. 

Among different internationalisation strategies, 
international branch campus (IBC) scheme has 
become more demanding, which is the physical 
manifestations of the home institution within another 
country[3]. Although these newly developed IBCs 
meet the general requirement of international higher 
education, and assist their home institutions by 
providing expertise and resources, they experience 
numerous administrative and educational challenges 
for    both    educators    and    students. Therefore,  

 

 
 
appropriate and blended educational strategies must 
be applied to tackle with emerging challenges such 
as cultural differences, technical English language, 
assessment techniques and educational ethos and 
students’ lack of familiarity with home institution 
teaching approaches. 

Considering the high ratio of Asian students 
across the UK Universities, different teaching 
strategies have been proposed to meet the needs of 
these learners studying in higher education. There 
are three main difficulties in learning for Asian 
students: 1) difference in learning style, 2) cultural 
barriers, and 3) language problems. Asian students 
are reported  to be  passive recipients  in education 
(being “spoon-fed” by the teachers [4]). They are 
more active in one-to one interaction with the teacher 
as well as engaging in peer discussion outside the 
class [5]. In addition, anecdotal evidence shows 
Asian students are less likely to express their 
opinion, unless being asked, and also make use of 
repetitive strategies in learning. However, these 
students are seen to change their practices in many 
respects, as they learn in, and from, British academic 
cultures [1]. 

Learning in small groups has been introduced and 
applied in higher education since the 1970s [6]. 
However, according to pedagogical literature, many 
lecturers within healthcare education continue to 
dominate their instruction with traditional methods 
of teaching in postsecondary education [7], [8]; 
despite of the strong evidence that learning is often 
better achieved by using active teaching methods, 
whereby students engage in activities, such as 
reading, writing, discussion, or problem solving that 
promote analysis, synthesis, and evaluation of class 
content [9]. 

Team-based learning (TBL) is a special, in-depth 
approach, which has been shown to contribute 
substantially to the enhancement of students’ 
competitiveness and employability [10]. TBL has 
been shown to improve medical students’ exam 
scores, as compared to small group lectures [11]. It 
also contributes to research, allowing academic staff 
to engage in research-led teaching, bringing the latest 
business and scientific developments directly to the 
students. TBL approaches also encourage students to 
work independently and constructively using 
academic staff as mentors and supervisors. It is a 
learning  philosophy  according  to  which  students 
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must actively engage in finding problems, and the 
answers to these problems. Student-centred active 
learning strategies such as TBL also encourage 
students to pursue their own learning objectives and 
paths [5]. It has been proposed that TBL courses 
produce statistically significant higher than average 
scores in end of term or national exams [12]. 

TBL is a structured form of small-group learning 
that emphasises student preparation out of class and 
application of knowledge in class. Students are 
organized strategically into diverse teams of 5-7 
students that work together throughout the class. 
Before each unit or module of the course, students 
are directed to prepare by reading supplied and 
directed materials prior to class. This method gives 
students the opportunity to make use of their new 
knowledge and course concepts to solve problems. 
 
2. Rationale and design of the study 
 

In 2015, Queens University Belfast established a 
joint college with China medical University in China 
(CQC). In the first semester, traditional teaching 
style was provided to the first batch of 
pharmaceutical sciences and pharmaceutical 
biotechnology undergraduate students at CQC. From 
the second semester, the method of teaching was 
changed to flipped classroom approach (students 
reviewed online lectures prior each session) as the 
rate of failure was relatively high in the first 
semester. In order to create more interactive learning 
environment, flipped classroom was blended with 
team based learning approach from the first semester 
of the second academic year. 

 
3. Result 
 

We reduced the total amount of time students 
spent in a traditional classroom by 10% while 
lectures were shifted online and the class time was 
mainly spent in an active learning environment. TBL 
was seen to work exceptionally well, despite the 
typical problems that students can experience 
working in as a team. There was evidence that 
students developed useful knowledge and lifelong 
learning skills for their future academic life. In 
general students had more positive than negative 
comments and collaboration was strongly associated 
with positive statements. TBL proved to be a 
superior method than traditional learning approach in 
our industrial pharmaceutics course in terms of 
classroom performance and engagement. 
 
4. Conclusion 
 

Our research question essentially asked if we 
could achieve higher student’s stratification in 
learning,   improve   collaborations   and   classroom 

engagement and other skills such as critical thinking 
and  data  retention  within  blended  TBL  approach 
versus only flipped classroom and traditional lecture 
based styles and our findings support our hypotheses. 
For the purposes of this study, though, we recognised 
that Chinese students require participating in active 
learning practices more than the UK students due to 
the previous passive learning experience in their past 
studies. 
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From Isolation to Self-Efficacy in Teaching Pedagogy: Bridging the Gap 
from the Traditional to Online Setting 

Kathleen Pierce-Friedman, Laurie Wellner 
Ashford University, San Diego, California, USA 

Abstract 

Teaching courses online includes not only a new 
means of delivering the information to students, but 
a new way of facilitating that information and new 
pedagogical approaches to teaching. For many 
instructors making the transition from the traditional 
bricks and mortar environment to that of the online 
environment, there can be misunderstanding, angst, 
and even confusion over what the most effective role 
an online instructor plays. 

The move from classroom-based learning to that 
of online learning which is typically multimedia 
based has placed greater demands on teachers. 
Students in the online setting are seeking more of a 
learning partner in education and not just 
facilitators of information. Teachers in the online 
setting have to move away from the daily face-to-
face instruction model and into the online 
environment where a combination of asynchronous 
and synchronous learning environments is in use. 
This may be difficult for some teachers who 
transition from the brick and mortar setting into the 
online environment. With the removal of the daily 
face-to-face contact, teachers now working for the 
most part physically separated from other teachers 
could have an increase in feeling isolated and a 
decrease in self-efficacy. 

The purpose of this session is to provide the 
results of a research study on the relationships 
between self-efficacy and isolation in online teaching 
for 1st and 2nd grade online teachers in the United 
States. Moreover, this session will discuss different 
staff development options to support new online 
teachers in making the leap from bricks and mortar 
teaching to that of the online instructor. The session 
will allow time for interaction with the participants 
to discuss questions and strategies in making the 
transition from bricks and mortar teaching to that of 
online teaching.  

1. Objective and Motivation

These in the online school setting, teachers often 
work in isolation away from their peers and away  

from direct contact with students. The feelings of 
working in isolation affect a teacher’s sense of self-
efficacy because they no longer have the face-to-face 
contact with students like their brick and mortar 
counterparts. This lack of face-to-face contact can 
create a lower sense of self- efficacy because the 
teacher may feel that they are not clearly in charge of 
the learning environment and academic achievement 
of the student. 

Based on ongoing research in the field, simple 
strategies for educators and administrators will be 
presented that can be easily implemented to improve 
levels of self-efficacy and lower the level of isolation 
for the online teacher. 

At the end of this presentation participants will: 
• Identify factors contributing to lower self-efficacy
when isolation is present. 
• Describe strategies to decrease isolation for online
teachers to increase self-efficacy. 
• Define methods to encourage faculty interaction in
the online environment. 
• Discover simple and intentional strategies to
cultivate a climate professional learning communities 
to increase interaction amongst online faculty. 
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Task-based Language Teaching in the Japanese University EFL Context 

Mark Donnellan 
Kwansei Gakuin University, Japan 

Abstract 

Traditional teaching and learning in the Japanese 
context would not seem to support the 
implementation of Task-based language teaching 
(TBLT) in the Japanese university context. This 
paper offers evidence that this is not the case, and 
that implementation of TBLT is both possible and 
beneficial in this context. The paper reviews 
literature on the importance of context, and explores 
some of the issues with the Japanese context. It also 
looks at the case for and against the use of TBLT in 
this context. While the author strongly contends that 
there should be a central place for TBLT in the 
Japanese university context, he concludes the paper 
by discussing two major issues that must be 
addressed. Firstly, the top down approach of the 
Japanese government to language teaching policy. 
Secondly the lack of research into this topic.  

1. Introduction

Task-based language teaching (TBLT) is an 
approach that has gained prominence in EFL/ESL 
classrooms in the 20 years. Many classroom teachers 
have attempted to implement a task-based approach 
in their classrooms. In contexts such as the Japanese 
one and the wider East Asian context, there are 
several potential barriers to this. This paper will first 
review pertinent literature on the on TBLT, the 
importance of the teaching context, and the Japanese 
EFL context. Following on from this, the cases for 
and against the use of TBLT in the Japanese 
university context will be presented. In concluding 
the paper, I will offer suggestions for further research 
on this greatly under researched topic. 

2. Overview of TBLT

All Prominent scholars in the field of TBLT such 
as Willis and Willis [1], Ellis [2], Samuda and 
Bygate [3] and Nunan [4] all offer discussions 
on the question of what a task is, with Willis 
and Willis offering four definitions for 
discussion, Samuda and Bygate offering five, Ellis 
offering nine and Nunan offering four. While there 
is significant overlap in the definitions offered in 
these works, the range of definitions makes it clear 
that the definition of a task  

in not a universally  agreed  one.  Five  of  the  key 
areas  of overlap are as follows: 

1. The importance of meaning.
2. The students are engaged.
3. Tasks have an outcome.
4. Related to real world activities.
5. Tasks may engage any or all of the four skills.
Willis & Willis argue the case for a task-based 

program that allows for focus on form, which could 
be referred to as a grammar focus, based on the ‘get 
it right in the end’ position outlined by Lightbown & 
Spada [5]. Lightbown & Spada contrast the ‘get it 
right in the end’ approach with the ‘get it right in the 
beginning’ approach. Simply put, the ‘get it right in 
the beginning’ approach emphasizes the importance 
of correct grammar over communication and the ‘get 
it right in the end’ approach emphasizes the 
importance of communication while also allowing 
for a focus on form. TBLT would be an example of 
the latter while grammar translation and 
audiolingualism are examples of the former. 
Lightbown & Spada contend that methodologies 
such as audiolingualism and grammar translation 
frequently fail to produce fluency and accuracy. On 
the other hand, the ‘get it right in the end’ approach 
gives students exposure to language  and 
opportunities to use language meaningfully allowing 
them “to develop a language system that works, even 
though they will make mistakes along the way” [1]. 

TBLT’s meaning focused ‘get it right in the end’ 
approach has potentially huge benefits for EFL 
learners in that they can quickly gain communicative 
competence and apply what they have learned in the 
classroom to real world situations. However, the 
suitability of TBLT for the Japanese context  has 
often been questioned. The next section discusses the 
importance of considering the teaching context. 

3. Considering Context

This section examines two articles that advocate 
careful consideration of the teaching context when 
considering methods and approaches, these articles 
are pertinent since they influence later work on 
TBLT in the East Asian context, for example, 
Carless [6], [7]. Prabhu’s paper [8] is highly 
relevant 
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since he is a proponent of TBLT and his work 
influences the later work of the likes of Willis and 
Ellis. Willis & Willis call him “one of the most 
successful practitioners of TBT” [1]. When the 
question of ‘the best method’ arises, a frequent 
answer is that ‘it all depends’, that is to say that the 
method depends on various factors such as the 
circumstances and  purpose. He  gives  us a  list of 
possible variations in the teaching context: 

The variations are of several kinds, relating to 
social situation (language policy, language 
environment, linguistic and cultural attitudes, 
economic and ideological factors, etc.), educational 
organization (instructional objectives, constraints of 
time and resources, administrative efficiency, class 
size, classroom ethos, etc.), teacher related factors 
(status, training, belief, autonomy, skill, etc.), and 
student related factors (age, aspirations, previous 
learning experience, attitudes to learning, etc.). [9] 

Several of these variations are important to the 
Japanese University EFL context, particularly 
institutional objectives, classroom ethos, student 
aspirations and attitudes to learning. 

Bax [10] argues that CLT has gained an unhealthy 
control of language pedagogy at the expense of the 
context in which that pedagogy takes place. He puts 
forward several examples of academics and teachers 
spreading CLT dogma that make no consideration of 
the context. These include one young but relatively 
experienced teacher who arrives in Japan and 
observes and questions the obsession with grammar- 
translation (or yakudoku, see Section 4) suggesting 
that speaking was the most important skill in 
language learning. A further example that Bax offers 
from the Japanese context is of a teacher who 
undergoes a one-month training course where the 
focus was on methodology with no relationship to 
his actual teaching context. The teacher says: 

The difference between my environment and the 
course, well, I mean it was a different planet. [10] 

When the teacher was asked ‘Where did you get 
the skill to deal with the local context?’, he replied: 

Self taught… just being in the environment and 
observing. [10] 

Bax proposes a Context Approach as the solution 
for this situation where communicative language 
teaching (CLT) is implemented without regard for 
context. This paper falls into line with Carless [6], 
who   proposes   that   TBLT    is   methodological 
realization of CLT, hence Bax’s discussion is 
pertinent. The top priority is the learning context, 
and the first step is to identify key aspects of that 
context. Only then can the teacher consider how to 
teach a class. In order to identify these key aspects, 
Bax advocates examination on four levels: 
individuals, classroom culture, local culture, and 
national culture. Bax contends that only then should 
the teacher go on to consider a suitable approach and 
language focus. He feels that such an approach will 

be eclectic, but concludes that CLT will still play a 
part saying, “All this will take place within a 
framework of generating communication – CLT will 
not be forgotten” [10]. 

With the importance of considering context now 
established, the next section discusses the Japanese 
EFL context. 

4. The Japanese EFL Context

Since this research considers students entering the 
Japanese university system and as such their 
previous exposure to English is highly likely to have 
been in high school, a review of the Japanese high 
school EFL situation is pertinent before turning to 
literature pertaining to TBLT in the Asian and 
Japanese context. 

Gorsuch gives a comprehensive and damning 
summary of the realities of Japanese high school 
education. She identifies three factors that impede 
teachers’ acceptance of communicative activities. 
They are: the yakudoku method of instruction, high 
stakes university exams, and inadequate pre- and in- 
service teacher education programs [11]. 

Yakudoku, the traditional method of foreign 
language instruction in Japanese high school consists 
of translation of literary text from English to 
Japanese and direct grammatical instruction. 
Attempts to change and innovate in EFL have been 
impeded by yakudoku [12]. Gorsuch outlines 
historical reasons why yakudoku is still deeply 
rooted in the Japanese high school English classroom 
citing the lack of English teachers in the post war 
period, and says that those teachers that were in-
service were not proficient in English. These 
teachers likely used yakudoku because it did not 
require them to speak English. Gorsuch asserts that 
this trend still continues today [11]. 

The second factor that Gorsuch puts forward is 
university entrance exams and how they affect the 
lives of high school students profoundly. Teachers 
are expected to prepare students for these exams, and 
since the exams consist of activities that are similar 
to those types of activities that are similar to those 
yakudoku activities mentioned in the previous 
paragraph, there is extreme pressure on teachers to 
prioritize this type of instruction over any kind of 
communicative  activities. 

Finally, Gorsuch offers a lack of teacher training 
as an impediment to Japanese high school teachers’ 
reluctance to accept communicative activities into 
their classrooms. Many potential English teachers get 
their teaching certificates from universities that do 
not have an education faculty and often these 
universities fail to offer trainee teachers any practical 
experience [13].  Regarding  in-service training for 
teachers, while there is compulsory in-service for 
teachers in their first year of service, there is very 
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limited in-service training for experienced teachers 
[11]. 

In addition to Japanese teachers of English 
(JTEs), many Japanese high schools also employ 
assistant language teachers (ALTs). ALTs are native 
speakers of English who are employed to bring a 
communicative focus to the classroom. While their 
presence seems to lead JTEs to abandon yakudoku 
temporarily, JTEs revert to their traditional ways 
when the teaching relationship with an ALT ends 
[14]. Additionally, while many high schools employ 
ALTs, they are not used in every school, and the 
extent to which they are utilized varies greatly [11]. 

While the evidence presented by Gorsuch is 
strongly indicates conditions that are not conducive 
to the implementation of TBLT, this evidence is 
sixteen years old, and the question of changes or 
improvements within the last sixteen years arises. A 
recent policy document introducing proposals for 
improving English proficiency in students from the 
Ministry of Education, Culture, Sports, Science and 
Technology (MEXT) indicates that the situation has 
not changed. Three of the five proposals purport to 
offer solutions to the problems identified twelve 
years previously: 

• Proposal 3: Providing students with more
opportunities to use English through effective 
utilization of ALTs, ICT and other means 

• Proposal 4: Reinforcement of English skills and
instruction abilities of English teachers/Strategic 
improvement of English education at the level of 
schools and communities 

• Proposal 5: Modification of university entrance
exams toward global society [15] 

These proposals indicate that MEXT has 
identified the three same  issues that Gorsuch  did 
(high stakes university exams, and inadequate pre- 
and in-service teacher education programs and 
ineffective use of ALTs). There is also reference to 
more modern elements of pedagogy such as ‘Can do 
lists’ [16], but significantly no reference is made to 
yakudoku or any potential successor. Also, no 
guidance is given as to how these proposals should 
be implemented at the pedagogical level. 

This summary of the Japanese context, which 
seems unfavourable to the implementation of TBLT 
leads into the next section, which explores the pros 
and cons of TBLT in the Japanese university context. 

5. TBLT in the Japanese University
context - for and against 

Beginning with the case against TBLT in the 
Japanese context, Burrows [17] raises many concerns 
about the implementation of TBLT in the Japanese 
university context. He firstly raises the issue of 
Japanese learner styles saying, “the expectation of 
autonomous learning and student independence 
represent learning strategies that vary from Japan’s 

pedagogical traditions”. In terms of student 
expectations, he contends that the teacher centered 
nature of the Japanese education system leads to the 
expectation that “the teacher’s knowledge is 
bestowed to the student, while s/he passively lets the 
wisdom pour into him” [18]. Thirdly, Burrows cites 
sociocultural factors making two important points, 
that the students prominently use their L1 during 
tasks, and that students rarely initiate, for example 
they tend not to raise new topics, seek clarification or 
volunteer answers. Finally, the issue of interaction is 
raised. Burrows contents that by over emphasizing 
the importance of getting the job done, the 
interaction during tasks in TBLT may not extend the 
students’ language proficiency and concludes that 
“the first objective of using tasks as a means of 
encouraging more L2 use appears unsuccessful”. 

In summarizing his concerns Burrows says that 
students may perceive a lack of linguistic 
improvement in English classes where TBLT is used, 
also, he contends that this is likely to demotivate 
students, but much of the TBLT literature does not 
support this contention [19], [1], [2]. He does 
offer some advice saying that much practice is 
required before students can use the L2 freely. He 
suggests tasks and activities are designed 
with salient pedagogical goals, and that tasks 
and activities should provide a sense of 
accountability and achievement. He also 
recommends explicit teaching of the principles of 
interaction, independence and individualism. In 
concluding, Burrows does not completely rule 
out the possibility of TBLT being useful in the 
Japanese EFL context. He concedes that some kind 
of ‘hybrid’ approach may be effective and beneficial 
to students. He says “This hybrid would need to 
have a balance between a focus on form, 
accuracy and complexity, with a focus 
on communication”. 

On the other hand, there is a growing body of 
work that supports the use of TBLT in the Japanese 
context. The Japanese Association for Language 
Teaching (JALT)’s TBLT Special Interest Group 
(SIG) established a journal in 2011 to explore the use 
of TBLT in the Japanese context. In its inaugural 
issue the editor explains the reason for this journal as 
a lack of literature on TBLT in Japan, “While there is 
a great deal of published literature focused on 
various aspects of TBLT theory and practice, only a 
slim amount of this is written with the Japanese 
context in mind. Therefore, it is the aim of this 
publication to address that imbalance” [20]. In this 
section, some of that ‘slim amount’ of literature 
relating to the Japanese context will be reviewed. 

Edwards and Willis’s work aims to explore 
“ways that tasks can be designed, adapted and 
implemented in a range of contexts” [21] This 
volume  is significant since nine of the 
nineteen chapters are written by practitioners 
teaching in Japan. These practitioners report 
considerable success implementing 
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TBLT with show particularly interesting 
adaptions which would be very useful in the 
Japanese context. 

Moser [22] shows a keen understanding of the 
Japanese context in his chapter on the use of 
journals. His use of journals goes a long way to 
satisfying what Hu [23] describes as the need for 
‘knowledge accumulation’ in East Asian contexts. 
That is to say that at the end of a course students who 
use the journals proposed by Moser will have a 
tangible record of what they studied or put another 
way, i.e., the knowledge that they have accumulated. 
Moser devised a lesson log from Willis’s [19] 
framework. This log, ‘learning journals’ as he called 
them were used by students to aide planning in 
various phases of the lesson, and they allowed 
students to review their progress throughout the 
course. These journals were well received  by 
students with Moser saying “almost all students 
commented about the importance of getting the 
opportunity to write down their own ideas before 
speaking” [22]. 

While most of the literature on TBLT in the 
Japanese/East Asian context consists of accounts of 
individuals attempting, with great success in many 
case, to implement TBLT [21], Carless [6] [7] offers 
more general suggestions and adaptations for the 
implementation of TBLT in East Asian EFL settings. 
His own experience consists of 25 years in Hong 
Kong, but in an article written for the JALT TBLT 
SIG’s journal, he proposes adaptations and puts 
forward a strong case for TBLT in Japan. He 
discusses three focal areas for adaption: the teaching 
of grammar; the role of assessment; and achieving a 
balance between oral tasks and those developing 
other language skills [6]. 

Citing Willis’s TBLT framework [19], Carless 
says that the focus on form (grammar) comes after 
the task and that students must carry out the task 
with their pre-existing language resources. He 
contends that while this may work with motivated 
adult students who already have language resources, 
such a strategy is unproven with less proficient 
students. He proposes the use of focused tasks and 
says that they “target a particular pre-determined 
linguistic feature while still maintaining a concern 
for message communication and student choice of 
linguistic resources”. Ellis says that these tasks have 
two objectives: 

1. To stimulate communicative language use
2. To target the use of a particular predetermined

target feature [2] 
Carless feels that these focused tasks are a good 

way to allow teachers to present grammar while still 
implementing TBLT [6]. 

Another ‘promising grammatical variation’ that 
Carless offers is consciousness raising (CR) tasks, 
Willis & Willis also feel they have a role in TBLT, 
but call them CR activities rather than tasks [24]. 

These CR tasks entail students actively trying  to 
work out grammar rules by themselves, or analyze 
language. In addition to grammar, Willis & Willis 
feel they can be useful for highlighting other aspects 
of language such as collocation and lexical phrases 
[24]. 

Addressing the issue of assessment Carless 
acknowledges the disjoint between TBLT and the 
majority of the convention, and says that this is ‘a 
major barrier to TBLT’ [6]. He outlines an 
innovative form of assessment that has been 
implemented in schools in Hong Kong. In School- 
based assessment (SBA) students carry out oral tasks 
which are graded and count for 15% of their English 
grade in Hong Kong’s public examination. Despite 
MEXT’s proposals, no such innovative assessment 
seems to be forthcoming in Japan. 

Finally, Carless cautions against an overuse of the 
stereotypical oral pair/group task. He advocates the 
use of tasks across the four skills and reminds us that 
reading and writing tasks may in some way help with 
the issue of assessment outlined above [6]. 

In concluding the paper, Carless offer’s support 
for Bax’s Context Approach calling for a ‘situated 
task-based approach’ [6]. In a separate paper, Carless 
also proposes the following areas for development: 

• More  reports  from  different  EFL  settings  on
progress in implementing TBLT 

• Detailed qualitative accounts of what is really
taking place in classrooms where TBLT is being 
implemented 

• Further consideration of contextual adaptations
• Further consideration of the role of assessment
• Improved teacher education in relation to TBLT

[7] 
While the evidence in support of TBLT in the 

Japanese context may not be conclusive it does 
strongly suggest that practitioners on the ground in 
Japan have made TBLT workable and more 
importantly feel that TBLT is beneficial to students 
in the Japanese context. 

6. Conclusion

In this paper, I have summarized the existing 
research that is relevant to the implementation of 
TBLT in the Japanese context. While this body of 
research and my own personal experiences spanning 
fifteen years of teaching in Japan lead me to believe 
that TBLT should be central to the Japanese EFL 
context, two major concerns exist that relate to the 
implementation of TBLT the Japanese university 
context. The first is MEXTs top down approach and 
failure to ensure the implementation of its proposals 
at the grassroots level. The second is the lack of 
research in this area. There is a great need for 
extensive research into the use of TBLT in the 
current context. 
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In relation to the first concern, it would seem that 
proper training and support from MEXT is not 
forthcoming, so it is crucial that practitioners of 
TBLT at the grassroots level take the initiative by 
sharing their experiences of TBLT and supporting 
their peers in the implementation of TBLT. 

Regarding the second concern, further research, I 
would propose that some of the key areas for 
research are: 

1. Investigation of learner attitudes towards TBLT 
and how it affects their motivation. 

2. Investigation of how practitioners are 
implementing TBLT, the adaptions they have made, 
and their successes and failures. 

3. Investigation of Japanese learners’ actual 
performance during tasks and evidence to support the 
contention that TBLT is somehow beneficial to their 
overall language learner and development. 

With this proposed combination of a grassroots 
movement and extensive research, I would hope that 
TBLT could be more widely implemented in Japan, 
and of great benefit to Japanese learners in 
universities and beyond. 
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Algae Based Engineering Education 

Kauser Jahan, Roisin Breen, Patricia Hurley, Megan Mittenzwei, Dennis Boileau 
Rowan University, USA 

Abstract 

An algae based project is being used to teach 
engineering fundamentals and concepts from the 
humanities such as ethics, gender/racial biases and 
discrimination and public policy. The project 
involves hands on experiments with algae that relate 
to core concepts in engineering such as materials, 
energy, fluid mechanics, thermodynamics, water 
treatment and green engineering. Each experiment 
requires data collection, analyses and interpretation. 
Technical and reflective writings along with oral 
presentations are integrated with the course. 
Students are exposed to case studies via movies, 
readings and documentaries that allow them to learn 
about ethics, race/gender issues and public policy. 
The experiments of the project give students the 
fundamental skills and knowledge necessary to 
tackle some of the world’s most challenging issues 
and encourage interest in solving them. They also 
give students a broad knowledge base of humanities 
and global issues that are commonly not included in 
typical engineering courses. 

1. Introduction

Everyone recognizes algae as a photosynthetic 
organism that is ubiquitous. However it is rare that 
that K-12, science and engineering students make a 
connection to the prospect of this microbe playing a 
significant role in impacting the future of this world. 
This project focuses on introducing students and K- 
12 educators to the NAE Grand Challenges of the 
21st Century through the use of algae [1]. Algae are 
easy to grow and have essential lipids and protein. 
The use of algae can range from biofuels, carbon 
sequestration, nutrient removal in wastewater, food 
for humans and the aquatic industry to use in the 
nutraceutical industry. Algae based gels are also 
being used in materials, medical applications and the 
cosmetics industry. 

This project titled "Algae grows the Future" is 
funded by the National Science Foundation to 
develop algae based hands on activities for K-12 
educators/students and freshman engineering 
students.  

Students  are  engaged  in  the  scientific 
discovery process using both exciting hands-on  

activities and cyberlearning experiences which 
introduce them to core engineering fundamentals 
such as mass and energy balances; material 
properties; fluid flow; work, energy, and efficiency; 
water quality and treatment; unit physical, chemical 
and biological processes; microbiology; power and 
electrical signal processing. The algae theme also 
adds the need for an understanding of biological 
systems, ecosystems, pollution, alternate energy and 
sustainable development. A strong unique focus of 
this project is in combining critical reflection through 
activities that invest in the humanities through 
literary   readings/movies/documentaries/videoclips 
on social and environmental injustices and public 
policy. 

2. Objectives

The broad educational goals of this project are to: 
• Establish social relevance in the engineering
curriculum through different learning contexts, 
• Increase participation of underrepresented students
and ensure a high level of student retention in STEM 
areas by introducing science and engineering 
principles via a familiar microorganism such as 
algae, and 
• Develop scalable, transferrable and cost- effective
curricular materials that integrate engineering and 
humanities. 

3. Implementation

The experiments designed for this project use 
algae as a central theme to expose students and 
educators to various science and engineering 
fundamentals. While everyone recognizes algae as a 
photosynthetic organism that is ubiquitous, it is rare 
that that we make a connection to the prospect of this 
microbe playing a significant role in impacting the 
future of this world. A series of experiments have 
been developed for this project. These experiments 
enforce data collection, data analyses using statistics 
and Excel and data interpretation.   Each hands on 
experiment is related to social and ethical issues. 

The experiments developed include the following: 
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a) Growing algae under various experimental
conditions such as light, heat, carbon dioxide etc. 

b) Dewatering the algae via centrifugation,
filtration, and evaporation [2] [3] 

c) Extraction of oil from algae after harvesting
d) Use of algae gel in materials-learning about gel

material properties 
e) Use of algae as a nutritional source [4]
f) Use of algae for nutrient removal from

wastewater 
g) Determining photosynthetic rates and learning

about gas transfer fundamentals 
h) Sequestration of carbon di-oxide using algae
i) Use of algae in the cosmetics industry
j) Comparison of algae fuel to fossil fuels
In addition to the specific skill sets mentioned for 

each experiment, all of the experiments  allow 
students to use critical thinking, learn to work with a 
group, and improve written communication skills. 
These skill sets are not limited to one discipline of 
engineering, so this project is applicable to classes 
that consist of students from different engineering 
majors. 

The experiments include critical thinking 
questions that allow students to understand the 
purpose of the experiments but to also  challenge 
them to think beyond the basics. These projects also 
encourage teamwork that will give  students  skills 
that they need to work in groups both in the 
classroom and in the workplace. Students must work 
together in the lab to complete the experiments and 
collect the data, but also must communicate in order 
to write the lab reports. Lab reports  provide students 
the opportunity to learn technical writing skills that 
are essential to success in engineering. Since all of 
the experiments include some type of analysis, 
students will learn to describe their results in a clear 
and professional manner. 

The teams are also assigned readings, movies, 
videos that expose them to social and cultural issues. 
For example teams watch movies such as Erin 
Brokovich, A Civil Action, The Bhopal Express, The 
Whale Rider, The Hidden Figures, The Wind Rises 
and A Rabbit Proof Fence. Each team has to present 
on their acquired knowledge on racial and social 
injustices and gender biases. The teams are also 
exposed to gender biases/ethics in STEM fields by 
learning about Rosalind Franklin, Henrietta  Lacks 
and Stephanie Kwolek. 

 The student teams are also assigned a country 
that they have to become citizens of. The teams 
research how algae can help “Grow the Future” of 
their assigned country. They identify challenges - 
both scientific and social that can deter or promote 
the use of algae. This exercise allows students to 
study the geography, cultural, religious and social 
issues along with the government and its public 
policy. Teams also explore the history of the country. 

The project has dynamic websites  that  provide 
the experimental details, videos, links and resources 
for implementation by other engineering schools or 
K-12 schools [5] [6]. A local middle school 
already piloted the project as part of a semester 
long project based learning activity. 

4. Conclusion

The "Algae Grows the Future" project is an 
innovative way of using a live microorganism for 
integrating engineering and the humanities. The 
experiments of the project give students the 
fundamental skills and knowledge necessary  to 
tackle some of the world’s most challenging issues 
and encourage interest in solving them. They also 
give students a broad knowledge base of humanities 
and global issues that are commonly not included in 
the typical engineering program. 
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The Assessment of Corporate Training by Managers-Male and Managers-
Female 

 
 

Miroslav Frankovský,  Zuzana Birknerová, Zuzana Daňková 
University of Prešov in Prešov, Slovakia 

 
 

Abstract 
 

The economic environment including the context of employement as the part 
of knowledgeable society is characterized by turbulences and unceasing 
changes. The individual organizational units of this society are based on 
knowledge, creativity and information. Effective functioning of organizations, in 
mentioned conditions, is more widely determined by quality of human resources. 
The corporate training, in the contex of multivariate concept of human resources 
quality, represents one of the important factors increasing not only this quality, 
but also quality of organization and the entire society. In presented article, the 
attention is concentrated on identification and specification of evaluation of 
corporate training in the context of gender and work positions (manager and 
non-manager). The presented data were collected from 205 respondents by the 
original methodology SBES that enables to specify various indicators of 
evaluation of corporate training (significance, benefits, expectations and 
satisfaction). Dominantly, the attention of this research was focused on 
interactive context analysis of gender and work position. Multivariate analysis of 
variance proved not only statistically significant impact of gender and work 
position as individual factors, but as well statistically significant interaction of 
both indicators mentioned above in assessing of corporate training. In this 
context, mentioned interaction is reflected in terms of attributes of significance 
and expectations. Managers – female considered mentioned attributes of 
corporate training significantly positively to non managers- female. At the same 
time managers - female considered attributes of significance and expectations 
more positively than managers-male. Among the non managers-female and non 
managers- male these differences were not so significant.  
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The Learning Barriers Gap between Secondary and University 
Education in Botswana

Queen Miriam Sello 
University of Botswana, Gaborone, Botswana 

Abstract 

This study aims to investigating the learning 
barriers gap between secondary and university 
education in Botswana. The research intends to 
carry out this investigation by looking at the 
comparison of the experiences that first year 
student’s at University of Botswana (UB) had in 
their secondary school learning and in their first 
year at UB. 

The research method used is the mixed research 
method. Research tools used include a questionnaire 
that was administered to 150 students enrolled in 
during semester two of academic 2016/2016. To 
triangulate the result analysis the researcher will 
also conduct interviews and classroom observations 
over the same period. The study is guided by the 
Diffusion of Innovation theory theoretical framework 
Rogers. Rogers’s theory seeks to explain how, why, 
and at what rate new ideas and technology spread 
[13]. Thus the research found it to be an appropriate 
theory to base their study on since their study is on 
experiences that learners have when introduced new 
learning ideas and technology. The discussions of 
the study will concludes by suggesting future 
directions for minimizing learning barriers at 
university and narrowing the learning gap between 
secondary and university education in Botswana.  

1. Introduction

This study is about establishing the learning 
barriers that first year students’ encounter in their 
journey of learning at UB. The study uses the 
experiences that the students come across in their 
study journey to establish the types of learning 
barriers that they have. In Botswana education 
system, there is still a gap between basic education 
and university education systems. Therefore it is 
essential to note the type of basic educational 
background that these students were learning in 
before they are admitted to university. First year 
students admitted at UB attended different secondary 
schools located in different geo-spatial locations in 
the country. These geo-spatial locations have diverse 
socio-economic status benefits that are either an  

advantages or disadvantages to the students. For 
example students who studied in urban centers e.g. 
Gaborone or rural/urban around urban center e.g. 
Mochudi will have more educational benefits such as 
exposure to use of technology as opposed to students 
who studied in remote settlements of the country e.g. 
Kang (see Figure 1). 

The pedagogical approaches used at basic 
education are mostly traditional and learning tends to 
be more teacher centered rather than student centered 
as the case at university level. Hence students 
entering university tend to have limited critical 
thinking skills and often struggle with problem 
solving issues especially in science and maths course 
or science and maths related courses such as 
computer science. Also concepts taught often require 
students to apply deep-learning skills in order for 
them to gain better understand of the more advanced 
and complex concepts taught in their various 
courses. Lachman 5 notes that although most 
textbook definitions of learning refer to learning as a 
change in behavior that is due to experience that is 
seen as a function that maps experience onto 
behavior. However, many researchers argue that 
changes in behavior are neither necessary nor 
sufficient for learning to occur. Thus there will be 
other factors apart from behavior that may affect 
learning.   

The main objective of the study is to investigate 
the learning barriers gap between secondary and 
university education in Botswana. The rational of the 
study is to establish the learning barriers that 
students have in their first year of study at UB and 
why such barriers exist and how they can be 
overcome. This was encouraged by the researcher 
curiosity of wanting to understand why students who 
performed so well in basic education were now 
failing or not coping with their studies at university. 
Students tend to experience problem with adapting to 
a new learning and living environment/s at 
university. They also do not have good study skills 
required at university that can enable them to apply 
deep learning that leads to critical thinking. This 
study will also look at the background of the 
education system in Botswana including the 
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statement of the problem of the study. The 
discussions of the paper will also include theoretical 
framework underpinning the study, research, 
literature review, methodology and the finding of the 
study. As a way forward, the discussions of the paper 
will conclude by giving future works on the study. 

2. Back-ground of the Study

In Botswana, the duration study time frame for 
basic education duration is twelve years i.e. seven 
years primary school and five years secondary school 
with automatic pass promotions between study years. 
Early education is only available in private schools 
and is only affordable to higher and middle incoming 
population sectors. Its accessibility is thus limited. 

In the seven years of primary education automatic 
promotion is applied throughout all the study years 
and students only sit for one national primary school 
leaving exam certificate (PSL certificate) at the end 
of the seventh year. After the PSL exam students are 
awarded the PSL certification. The pass mark is get 
at Merit (over 90% pass) down to pass grade D 
which below 50%. Therefore, most all students with 
PSL certification are admitted into the junior 
secondary schools. Duration study period of junior 
certificate (JC) is three years and again here 
automatic promotion pass between years of study is 
used and students only sit one national junior 
secondary school leaving exam at the end of the 
three years. The pass mark band is set at merit to 
grade C (50%) and students who get merit pass to 
grade C pass are admitted to senior secondary 
school. Those who have passed but wish not to 
continue to senior secondary school find admission 
in vocational training schools e.g. construction, 
mechanical engineering, fashion design, music or 
Art. The study duration for the Botswana general 
certificate of secondary education (BGCSE) is two 
years and at the end of two years students sit for 
national exam and pass mark grades are set at the 
same levels as that of JC certificate. Students who 
receive grades merit to C pass are awarded in the 
BSCSE certification and often get admission to 
tertiary institution and vocational schools including 
university.  

The school year is made up of school three terms, 
and the duration of a lesson per day is forty minutes. 
In January 2006, Botswana announced the 
reintroduction of school fees after two decades of 
free -state education. [3] These fees are inclusive of 
the exam fee and students meals. Parents are only 
required to purchase school uniform for their 
children. Students whose parents cannot afford the 
fees are taken care of by the social service 
departments in their respective towns and villages. 

Most of the secondary schools in Botswana are 
day-schools, and students stay with parents or 
guardians. There are very few boarding schools. 

Both students attending a day schools or boarding 
schools study and live under controlled 
environments. For instance the study period from the 
beginning of the school to end of the school day is 
marked by bell ringing between changes of lessons. 
Students in day schools living under a parent 
controlled environment, and the few who attend 
boarding schools also live in a controlled 
environment under the supervision of boarding 
masters and mistresses including hostel perfects.  

Admissions into various programs at UB are 
determined by faculties. When admitted to university 
students are not only are expected to be independent 
learners, they are also now for first time staying 
alone to be responsible for their living issues.  For 
example budgeting for their meals. Living and 
studying in this non-controlled environment often 
posed a number of difficulties in their studies. At 
university level in order for students to apply critical 
skills they need to have deep learning skills that 
would empower them to develop such skills to 
provide them with better understanding of concepts 
taught in various subjects including problem solving 
on such concepts. The university also gives students 
exposure to diverse teaching approaches that tend to 
be technology based for example online learning and 
blended learning approaches that tend to be more 
learner- centered. Conversely, because students come 
from a basic education background that is teacher 
centered where little or no technology is integrated 
into both learning and teaching, students tend to 
experiences numerous difficulties when learning in 
this technology based environment. 

Figure 1. Map of geo-spatial location of secondary 
schools in Botswana 

UB is located in Gaborone which is the capital 
city of Botswana. As it is located in an urban center 
and the university is an international institution, UB 
too has diverse international cultures. At UB students 
are viewed as independent leaners and live and learn 
under a non- controlled learning environment i.e. 
they are expected to manage their study time. 
Diverse pedagogical methods are employed in 
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various courses that have integration of ICT tools 
such LMSs and use of online assessments. Most 
learning materials are electronic including library 
that is automated. Unlike in basic education at 
university students’ progress between years of study 
is not automatic. Students receive money allowances 
from their sponsors and manage them. Students also 
live on their own in students’ residential halls with 
no supervision 

2.1. Statement of the problem and theoretical 
framework. 

The statement of the problem of the study is 
about problems that first year student at UB 
experience when adapting to a new learning and 
living environment at university. The study is guided 
by the following the theoretical frameworks) 
Constructivist theory of learning Elworthy is based 
on the following key factors. We learn by 
constructing our own understandings based upon our 
experiences and what we learn is affected by what 
we already know [7]. Our experiences are unique, 
and therefore our understandings are unique. To 
learn, we apply what we already know to a new 
situation e.g. often understanding new information 
means that we have to adjust how we thought about 
existing information. 

Diffusion of Innovation theoretical framework 
Rogers that seeks to explain how, why, and at what 
rate adaptation occurs. Rogers defines diffusion as 
process in which an innovation is communicated 
through certain channels over time among members 
of social system based on four main elements [13]. 

• Innovation
• Communication channels
• Time
• Social system

2.2. Rationale of the study 

The rationale of the study is to find out what are 
the learning barriers that students have in their first 
year of study at UB and why such barriers exist and 
how they can be overcome. This was encourage by 
the research curiosity of why students who permed 
so well in basic education (12years) were now not 
coping with their studies at university (4years). 

2.3. Literature Review 

De Houwer et al. define learning as an 
ontogenetic adaptation which is, changes in the 
behavior of person that result from regularities in the 
environment [6]. Deep learning is a vital strategy by 
which students’ extract meaning and understanding 
from course materials and experiences Warburton 
[14].  The study conducted by Muilenburg and Berge 

on learning barriers online learning 
established that students have the following learning 
barriers; social interactions, academic skills, 
technical skills and learner motivation [12]. The 
study also further established gender and age, self-
rating of online learning skills as online learning 
barriers that made a distinction between digital 
natives and digital migrants among the students. 
Other barriers relating to online learning indicated in 
the study included ethnicity, effectiveness of learning 
online, enjoyment of learning on line and prejudicial 
treatment in traditional class and number of online 
courses completed [12]. 

Figure 2. Components of the ASSIST inventory 
contributing to effective studying adopted from 

Entwistle 2003 

Lachman defines learning as the process by which 
a relatively stable modification in stimulus response 
relations is developed as a consequence of functional 
environmental interaction via the sense [10].  

According to Entwistle, Knowledge 
transformation depends, in part, on the nature of the 
concepts taught and often at university level, 
students are faced with challenges of transforming 
such knowledge to gain skills that would enable 
them to perform problem solving and critical 
thinking especially in science and science oriented 
courses that are largely practical based [7]. In such 
courses the nature of concepts used are like building 
blocks across years of study hence the transformation 
of such knowledge depends on one course to the 
another[10]. Therefore, for students to perform well, 
it is essential for them to overcome these learning 
barriers in the first year of study at university. This 
will also assist students in the growth of their 
attitudes towards and development of their 
personality esteem and character towards learning at 
university. It will also empower the students to be 
able to develop perceptions of meaning and 
relevance of course concepts taught across all year 
levels of study. This will also provide the students 
with the ability to recognize the perceptions of tasks 
requirements in assessments given. Hence assist 
them to be able to overcome the learning barrier of 
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not been self-motivated and having a low self-esteem 
when learning at university. Students will be able to 
have better learning strategies that they can easily 
align with their own personal learning styles thus be 
able to attain more positive learning outcomes. This 
will also assist them to be better leaner- centered 
oriented students and also to be more able to apply 
deep learning and critical thinking that is required for 
successful study at university level (see Figure 3).

Figures 3. Influences on approaches to studying and 
outcomes of learning 

Education in Botswana is provided by public 
schools and private schools, and is governed by 
Ministry of Education and Skills Development [1]. 
Private schools are generally free to determine their 
own curriculum and staffing policies, with voluntary 
accreditation available through independent regional 
accreditation authorities and the Botswana 
accreditation authorities. About 87% of school-age 
children attend public schools, about 10% attend 
private schools, and roughly 3% are home-schooled. 
Education is compulsory over an age range starting 
between five and eight to somewhere between ages 
sixteen and eighteen. This requirement can be 
satisfied in public schools, state-certified private 
schools, or an approved home school program. 

Secondary education in Botswana is neither 
free nor compulsory [2], [3]. In 2002, the gross 
primary enrollment rate was 103 percent, and the 
net primary enrollment rate was 81 percent [2]. 
Gross and net enrollment ratios are based on 
the number of students formally registered in 
primary school and therefore do not necessarily 
reflect actual school attendance. As of 2001, 86 
percent of children who started primary school 
were likely to reach grade 5 [2]. In Botswana’s 
education system, girls and boys have equal access 
to education. Girls, however, are likely to drop out 
of secondary school due to issues of teenage 
pregnancy [2]. There are also a large number 
and wide variety of publicly and privately 
administered institutions of higher 
education throughout the country. Post-
secondary education, divided into college, such 
as teacher training and nursing colleges. 
Vocational training centers offer more talent 
practical skill based programs such as mechanical 
engineering, building science, and 

fashion design. In secondary schools, students are 
usually given more independence, moving to 
different classrooms for different subjects, and being 
allowed to choose some of their class subjects 
(electives) such as computer studies, business studies 
accounting, commerce, fashion design, music and 
Art. 

Botswana made great strides in educational 
development after independence in 1966 [4]. At that 
time there were very few graduates in the country 
and very few Batswana attended secondary school. 
With the discovery of diamonds just after 
independence and the increase in government 
revenue that this brought, there was a huge increase 
in educational provision in the country. All students 
were guaranteed ten years of basic education, leading 
to a Junior Certificate qualification. Approximately 
half of the school population attends a further two 
years of secondary schooling leading to the award of 
the Botswana General Certificate of Education 
(BGCSE). After leaving school, students can attend 
one of the seven technical colleges in the country [5] 
or take vocational training courses in teaching or 
nursing. The best students enter the University of 
Botswana, Botswana College of Agriculture, and 
The Botswana Accountancy College in Gaborone. A 
larger influx of tertiary students is expected when 
construction of the nation's second national 
university, The Botswana International University of 
Science and Technology, is completed. Many other 
students end up in the numerous private tertiary 
education colleges around the country. A high 
majority of these students are government sponsored. 
The quantitative gains have not always been matched 
by qualitative ones. Primary schools in particular still 
lack resources, and the teachers are less well paid 
than their secondary school colleagues. In January 
2006, Botswana announced the reintroduction of 
school fees after two decades of free public school 
education.[3] 

Preschool comprises of non-compulsory 
classroom-based early-childhood education prior to 
the age of five to six. Many community-based 
programs, commercial enterprises, non-profit 
organizations, faith communities, and independent 
childcare providers offer preschool education. 
Preschool may be general or may have a particular 
focus, such as arts education, religious education, 
sports training, or foreign language learning, along 
with providing general education. In order to 
promote the education of young children, in 2015 
Botswana government started opening early 
childhood education programs in many public 
schools. However, due to limited classroom space 
the preschool classes were offered for half-year. The 
government made use of unoccupied classroom 
space left after the standard seven students had 
finished writing their PSL exams to accommodate 
the 5-year-old pre-school children. Proceeding that, 
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the government is now implementing a two-year 
program for children aged 4 and 5 years old. 
Moreover, government of Botswana also paying 
more attention to early childhood education than 
before. 

Curriculum in primary education is determined by 
district school system. The school district selects 
curriculum guides and textbooks that reflect a state's 
learning standards and benchmarks for a given grade 
level. There are two types of primary education 
accessible in Botswana. The government provides 
education that is generally referred to as 'Setswana 
medium', the medium of instruction being Setswana 
as well as English. The private sector provides 
education whereby the language of instruction is 
purely English, these schools are referred to as 
'English medium schools' Children enroll in primary 
school around the age of 6. Primary education is 
from standard 1 up to standard 7. 

Higher education is offered at the University of 
Botswana (UB), Botswana University of Agriculture 
and University of Botswana University of Science 
and Technology and these are the only government 
owned universities in the country. There are also a 
number of private universities and these include; 
Botho University, Baisago College, Botswana 
Accountancy College and Linkwiking University of 
Creative Technology. 

3. Methodology -Research method and
research tools 

A mixed research method is used in this study and 
it refers to research in which a combination elements 
of qualitative and quantitative research approaches 
are used for the purposes of broadening the breadth 
and depth of understanding and corroboration 
[9]. The following research tools were used in 
the study; (a) a questionnaire admitted to 100 
students ICT first year students from faculty 
Humanities and random sampling technique was 
used. (b) Class observations and (c) 20 semi- 
structured interviews. The following are the three 
main research questions;  
• What learning barriers did students encounter at
secondary and in your first year at UB? 
• Why did students experience these barriers?
• How did students overcome these barriers?

4. Findings

The following are the findings obtained from the 
study questionnaire. The questionnaire was divided 
into 3 sections and table 1 shows the responds given 
by 100 students to part 1 of the questionnaire. 

Table 1. Question 1 responses 

Part 1: 
Part 2 of the questionnaire was made up of 2 semi 
structured questions that requested students to state 
the learning barriers that they encountered at 
secondary school and university. The following are 
the responses that the students gave. 

Question 2a 
State the learning barriers that you experienced at 
secondary school. 
Students indicated that the following were learning 
barriers that they experienced at secondary school. 
• Shared textbooks Lack of study skills,
• Lack of Self-motivation
• Lack   of   library   skills   to do   search for
information 
• Teacher wrote notes on board or give print out with
without explaining 
• High peer pressure influences
• Poor class-room infrastructure
• Prejudicial attitudes from fellow students and some
of the teachers 

Question 2b  
Students were requested to give reasons why they 
experienced these barriers and how they overcame 
such barriers. The following are the reasons that the 
students gave. 
• Lack of no provision for subsistence teachers when
teachers are absence on workshops 
• No skills of how to handle peer pressure
• Some students had to walking long distance to
school 
• Some teacher lacked professional teaching
experience 
• Students indicated that they employed the
following methods to overcome some of the barriers. 
• Parents hired private tutors
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• Studied for long periods to memorize(information
recall) the subject content 
• Consulted with guidance and counselling teachers
for study skills advice 
• Joined a study group at school

Part 2: 
Question 3(a) 
In the questionnaire, this question enquired students 
to state the learning barriers that they encountered in 
their first year at university (UB) and these are the 
responses they gave. 
• Difficulty in adapting to new  pedagogical at
university 
• Student disturbances/ strikes
• No skills and knowledge of study skills used at
university 
• Lack of skills and knowledge of personal and study
time management 
• Problem  with  understanding  the  different
lecturers’ accents 
• Peer pressure
• Prejudicial attitudes from fellow students
• Students staying off-campus stayed far from
university because of high housing rent prices in 
places close to university 
• Lack of study motivation
• Living alone for the first time proved to be too
confusing and scary 
• Lack knowledge and skills of how to manage their
student allowances 
• Students found studying at university hard and
lonely 
• Students lacked skills to do research and apply
critical thinking when doing assessment or reading 
• Unable to communicate and seek assistance from
lecturers 
• Lack of skills to use the OPAC system in the
library 
• Spending too much time on social media platforms
on internet such as Facebook, Instagram, YouTube, 
and e-mail instead of using such platforms for study 
purposes. 
• Lecture hours are long lecture hours and students
lacked skills of study concentration for long periods 

Question 3(b) 
Question 3b asked students to state the reasons why 
they encountered the barriers stated in question 3a, 
and the following are the responses they give: 
• The teaching methods were different from
secondary especially for example e- learning and 
where lecturers use multimedia-projectors and speak 
at the same time; students failed to keep up with pace 
of such teaching pedagogical approaches 
• Students were living in an uncontrolled study and
living environment at university for the first time, 
thus lacked the skill and knowledge of how to cope 
in an environment with lots of freedom.  

• They lacked the skill and knowledge of how to use
their freedom appropriately 
• For most students it was the first time for many of
the students to have large amounts of liquid money 
in their possession from their students’ allowances 
and they did not know how to use such money. 
• They found most of the lecturers including support
staff to be distant; hence feared to approach them for 
help or even communication. Hence the feeling of 
loneliness.  
• Socio- economic status of student population made
some of the students to succumb to peer pressure as 
to fit in. 
• Using social media for long hours and not studying
• Lack of knowledge on how to use personal
allowance and living alone without parent or 
guardian control 
• Students were dazzled and puzzled by living in a
city alone for the first time 
• Lack of skill and knowledge to use of technology
especially online registration’ using LMSs and the 
automated library services at university. 
• Lack of time management and study skills, writing
skills, reading skills, especially using a computer 
Question 3(c) 
This question requested students to state how they 
coped with the barriers and the students indicated 
that they employed the following strategies to the 
problem: 
• The students stated that in order to cope with these
barriers, they employed the following strategies 
• Spent less time on social media and focused more
in studies in semester 2 
• Made effort to communicate and seek help from
lecturers 
• Used the knowledge and skills that they learnt in
ICT courses to develop word processing and 
searching for information on Internet and use LMSs 
skills. 
• Use knowledge gained from Communication and
study skills courses to improve study skills 
especially academic writing, using the OPAC system 
in library and time management. 
• Stopped memorizing and made effort to apply
critical thinking by making efforts to read and study 
with meaning and understanding. 
• Spend less time in mall/s and social entertainment
especially on school days thus was able to saved 
more of their personal allowance and book fees. 
• The interviews conducted with the students showed
similar results to that of the questionnaire see chart 1 
below. 
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Figure 5. Interviews 

The researcher also made the following class 
observation that are similar to the results that she 
obtained from interviews and questionnaires. These 
observations indicated that indeed students in their 
first year at university had problems with coping 
with pedagogical methods used at university. The 
lack of use of IT tools such as computers in 
secondary school also posed as a problem in their 
learning. The lack of how to survive living alone at 
university also contributed to their inability to 
perform well. Students also had problems of 
interaction and communicating with lecturers, as the 
expected lecturers to the one to make follow ups on 
their school work including their whereabouts as was 
the case at secondary school. This proved to be 
hindrance in their ability to perform well. 

5. Conclusions and recommendations

This study has established that most first year 
undergraduates at UB have various learning barriers 
due to the gap between basic education and 
university education systems. These learning barriers 
pose a lot of learning challenges for students in their 
first year of study. The study therefore recommends 
that in order to allow students to cope better in the 
university learning environment, the following can 
be done: 
• To minimize the gap a between the two education
systems and the learning challenges that students, 
basic education pedagogical approaches should move 
from student center to be more learner centered. 
• Use and integration of technology tools and ICT
learning platforms should be used extensively at 
basic education level.  
• This would help oriented learners into a technology
based leaning approach while at the same time 
developing their computer literacy in readiness 
university learning  
• At basic education students should be encourage to
apply deep learning that will assist them with critical 
thinking that is require at university.  
• The university should make effort of outreach to
students at in senior secondary and give them an 
introductory rundown/synopsis of living and 

studying at university. This can be done through 
career fairs. 
• The university must make student orientations
across year levels 

6. Future work

The researcher aims to expand the study 
population sample so as to have sufficient data to 
develop a guide model of how to minimize the 
learning gap between basic education and university 
and also to guide students as to how they can 
overcome learning barriers that they encounter at 
university level in Botswana. 
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Abstract 

Adolescence is the most important stage for the 

physical and mental development, change, and 

maturity of a person. While many academic studies 

have been conducted on adolescence, few have 

considered the relationship between adolescents and 

politics or the political socialization of adolescents. 

The so-called political socialization refers to the 

process where adolescents or children develop 

political values, attitudes, and behaviors [1],[ 2], 

[3], [4], adolescence is an essential stage for the 

formation, reinforcement, and development of the 

political views of adolescents, and serve as an 

important indicator for their entry into university 

and adulthood.  

1. Introduction

In 2015 Reidy et al. paid close attention to the 

political socialization of adolescents in a society of 

conflicts [5]. The study believed that parents, 

teachers, peers, and media had significant influence 

on the political socialization of adolescence; the 

interaction between adolescents and “inter group” 

had direct influence on their political socialization. 

There have been a large number of studies on gender 

role, career development, moral awareness, and 

interpersonal relationships in the general 

socialization of adolescents, while the political 

socialization of adolescents has been neglected, and 

the number of such studies is relatively small [1], [3]. 

In 2012, a whole issue of Journal of Adolescence 

explored the political participation and development 

of adolescents, which triggered extensive attention to 

studies of education and adolescents [6], [7]. It is 

predicted that studies in this field will gradually 

become a hot topic in the study of adolescents. 

Nevertheless, Taiwan is a country characterized 

by infinite political penetration and a unique political 

environment, to the dispute over reunification and 

independence between Kuomintang and the 

Democratic Progressive Party, the Taiwanese are 

exposed to family discussions, ethnic experiences, 

and political talks on TV in daily life. Currently, 

young peoples in all countries have been 

participating on a more regular basis in protests and 

rallies through the Internet-based communication; 

the impact is far-reaching, so much so that some 

governments have been toppled. The convenience of  

Internet-based information and video communication 

were also adopted in the Sunflower Student 

Movement in 2014, where Taiwanese adolescent 

students protected against the Cross-strait Trade 

Service Agreement, and in a protest against the 

Minor Revision in Curriculum, as participated by 

Taiwanese high school students in 2015. In 2016, 

Trump was elected the president of the United States. 

It is believed that Trump appealed to voters through 

Twitter, rather than through the traditional 

mainstream media. By the end of 2016, Trump had 

had 17.9 million followers with the Twitter account 

of Donald J. Trump@realDonaldTrump. The above 

events are also consistent with the cyber democracy 

theory – the Internet provides citizens with a 

participation channel and motivates citizens to 

participate in actions; in particular, most secondary 

groups accelerate civic participation through the 

Internet; as compared with the adult group, the 

adolescent group is a secondary group [8], [9]. 

According to Šerek and Macek, a person’s 

political socialization begins early, and family is the 

most important place for such introduction. In the 

official and unofficial curricula at school, primary 

school students would develop a basic understanding 

of their background [9]. In places with people of 

difference races, children would begin to distinguish 

themselves from others according to skin color. The 

impression on children is deepened by the political 

figures that regularly appear on TV [1], [3], [8] and 

[10]. The political socialization of adolescents 

develops with their higher intelligence and richer life 

experience. As they become more psychologically 

independent, and begin to be critical of political 

figures and existing systems, any unfair events and 

corruption in society or the government would 

trigger their dissatisfaction and repulsion. Therefore, 

a person’s political attitude, values, and behavior in 

adulthood are the outcome of the political 

socialization of their adolescence [6], [11]. 

As a concept closely related to politics, power 

also requires others to do something. Such a 

requirement is often compulsory, and is not 

necessarily accepted by participants, or in essence, 

goes against their will. In short, power is the force to 

influence others or groups [7], [12]. According to the 

study by Galinsky et al. [13], power would easily 

make people too self-centered to think about 
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problems from the perspectives of others; those with 

power are less likely to become acquainted with, see, 

hear, or consider the perspectives of others. This 

argument, however, still needs to be demonstrated 

with empirical data. This study aims to establish and 

demonstrate the factors that influence the political 

socialization of adolescents in Taiwan. Meanwhile, 

the group differences among important variables, 

such as gender, study stages (junior high school and 

senior high school), and the familial and social 

economic statuses of adolescents, will be tested. 

Table 1. The summary of reliability and validity of scales 

As a whole, probing into the issues related to the 

political socialization of adolescents is highly 

important for a happy life during adolescents, as well 

as for national and social development, and thus, is 

of great academic value. 

2. Method

2.1. Research Structure the Explanatory 

Analysis Model 

The research structure which is based on the 

above research motives, purposes, and academic 

papers (see as Figure 1). 

2.3. Measures 

In this study, seven scales are created according 

to relevant scholars’ theories and the evaluation of 

the political socialization of adolescents, and are 

used as the research tools. These seven scales are all 

based on a Likert 4-point scale. Beside the seven 

scales, “Survey on Life Experience” is adopted to 

obtain the basic information of the participators, 

there are eight simple questions in this study, and the 

scores of these questions are taken as those of 

political concern. Finally, the study attempts to 

determine candidates who won the greatest support 

from adolescents in the presidential election of 2016. 

Figure 1. Research Framework 

3. Results

3.1. Analysis of current political concern of 

adolescents 

The study focuses on adolescents’ political 

concerns in the 2016 presidential election, and 

attempts to determine the candidate who won the 

greatest support from adolescents, as well as 

adolescents’ attitudes regarding the national situation 

after the presidential election. 

First, analysis of adolescents’ concerns about 

political news, information, and issues shows that the 

longest time spent by an adolescent on political news 

on TV is 19.42 minutes, while that of the remaining 

adolescents is less than 10 minutes. The ranking is, 

as follows: “Watch political talks on TV”, “Browse 

political information on websites”, “Read political 

information in newspaper”, “Discuss political issues 
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with parents”, “Discuss political events on websites 

and others”, “Discuss political issues with peers”, 

and “Browse the political figure websites on the 

Internet”. According to the abovementioned, 

adolescents spend little time in face-to-face 

discussions of political issues with others and on the 

talks about political events on websites. 

Finally, this study focuses on the candidate who 

won the greatest support in the 2016 presidential 

election. According to the result, Tsai Ing-wen had 

121 supporters (45.5%); Eric Chu had 52 (19.5%); 

James Soong had 22 (8.3%); 6 (2.3%) for the 

remaining three candidates. This result is consistent 

with that of the presidential election. Additionally, 

149 (56%) adolescents were neutral about the 

national development; 71 (26.7%) were pessimistic; 

22 (8.3%) were optimistic. Over half of the 

adolescents were optimistic about the future 

development of the country. 

Table  2  shows  the  analytical   abstract  of    the  

differences in the factors (parent, teacher, peer, and 

media) that influence the political socialization of 

adolescents with different background variables 

(gender and academic system), as well as in their 

political awareness, interest, attitude, and concerns, 

including the sample quantity, mean, standard 

deviation, and t value of the eight variables, 

including parents’ influence, teachers’ influence, 

peers’ influence, media’s influence, power 

awareness, political interest, political attitude, and 

political concern. According to the results, the senior 

high school students scored higher than the junior 

high school students in terms of the cognition of 

parents’ influence, teachers’ influence, peers’ 

influence, and political concerns. 

Table 2. Analytical Abstract of the differences in the factors that influence the political socialization of adolescents, as well 

as their power awareness, political interest, political attitude and political concerns 

3.2. Analysis of the factors that influence the 

political socialization of adolescents, as well as 

their power awareness, political interest, 

political attitude, and political concerns 

The factors that influence the political 

socialization of adolescents, as well as their power 

awareness, political interest, attitude, and concern are 

discussed in this part, and the results are shown in 

Table 3. 

3.3. Model evaluation of the factors that 

influence the political socialization of 

adolescents, as well as their power awareness, 

political interest, political attitude, and 

political concerns 

There is significant correlation among the factors 

that influence the political socialization of 

adolescents, or there is correlation among the four 

factors, which are satisfactory, as shown in Figure 

1.According to the direct effects of this research

model, peers’ influence and media’s influence can 

explain 52.9% of the variance of political interest; 
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teachers’ influence and media’s influence can 

effectively explain 33.8% of the variance of political 

attitude; parents’ influence and media’s influence can 

effectively explain 20.5% of the variance of power 

awareness; teachers’ influence, peers’ influence, and 

political interest can explain 16% of the variance of 

political concern. 

Specifically, the conditional indirect effect of 

peers’ influence on political concern (through 

political interest) is -0.213. According to the bias

Table 3. Zero-order and standard deviation (N=266) of the difference in the factors that influence the political socialization 

of the adolescents, as well as their awareness, political interest, political attitude and political concerns 

-corrected bootstrap, the indirect effect does not 

include 0 (95% CI [-.003, -.384]). However, the 

hypothesis model of this study regards the four 

factors (parent, teacher, peer and media) that 

influence political socialization as independent  

variables, three factors (power awareness, political 

interest, and political attitude) as the mediation 

variables, and political concern as the dependent 

variable to explore the relationship thus, the model is 

a multiple mediation model. 

Figure 2. Structure equation modification model of this study 

The multiple mediation model aims to analyze 

the effects of the independent variables on the result 

variables through the multiple mediation variables. 

Nevertheless, the results of relevant analysis prior to 

this study show that there is positive correlation 

(r=.17) between peers’ influence and political 

concern. As a result, the value of the originally 

positive correlation between peers’ influence and 

political concern declines in the multiple mediation 

model, due to the correlation between political 

interest and political attitude, and there was even a 

negative path coefficient between peers’ influence  

and political concern. This demonstrates that peers 

would not have effect on political concerns without 

political interest. Hence, if peers are to influence 

political socialization, political interest must be 

strengthened to enhance the political concerns of 

adolescents. 

4. Discussion

With a model of external and personal factors that 

influence political socialization, the study analyzes 

the effects of four external factors and three personal 
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factors on the political concerns of adolescents. 

According to the appropriateness value of the path 

analysis model of this study, the model is acceptable, 

and the relationship among the variable can be 

explained by the model. The hypothesis model 

proposed by this study shows that media’s influence 

and peers’ influence can significantly predict 

political interest; media’s influence and teachers’ 

influence can significantly predict political attitude; 

parents’ influence and political interest can 

significantly predict power awareness; teachers’ 

influence, peers’ influence, and political interest can 

significantly predict political concern. What’s 

worthy of attention is that peers’ influence can have 

significant mediation effects on the political 

concerns of adolescents through political interest. 

Specifically, the four external variables of the 

political socialization of adolescents, and come from 

their interactions with parents, teachers, and peers, as 

well as from opinion communication and the 

observation model, which offers useful reference for 

the analysis of the environment of the political 

socialization of adolescents. Second, the external 

factors that influence political socialization, 

including parents, teachers, peers, and media, can be 

taken as a direction for efforts to promote 

adolescents’ concern about political issues and 

public affairs, and thus, enhance their intention of 

political participation. Third, there is significant 

correlation between political interest and political 

concern, which have the features of personal political 

motivation. This is of great significance for 

reinforcing adolescents’ participation in public 

affairs. Finally, the results of this study can be used 

to explain the influence mechanism of the 

relationship between peers’ influence and 

adolescents’ political concerns. 

The external factors that influence political 

socialization in this study and the study offers the 

factors that can be recognized as those that promote a 

person’s political participation, and provides a 

specific path for political concerns.  It also displays 

the important information that shape a person’s 

political participation motivation and behavior. The 

summary of the external factors that influence 

political socialization in previous academic papers, 

include parents [8], teachers [2] and media [14]. 

However, the factor of “peer” was neglected in 

previous studies. According to the results of the path 

analysis, media has significant effects on the 

emotional and cognitive factors of political 

socialization, such as political interest, political 

attitude, and power awareness, and thus, is worthy of 

attention. In the personal growth, adolescents are 

under the most far-reaching influence of parents; 

however, compared with parents, media has greater 

effect on a person’s power awareness. Therefore, in 

terms of adolescents’ development of power 

awareness, parents’ political stances seem to have 

effect on media, followed by adolescents. It is 

worthy of attention. Second, the factors that have the 

greatest effect on the political interest of adolescents 

are media and peers; the main media through which 

Taiwanese adolescents are exposed to news are 

television, newspapers, and the Internet. Living in a 

society with a wide coverage of the Internet, 

Taiwanese adolescents are more likely to use digital 

media to acquire political information across the 

world. Meanwhile, peers are another main factor that 

enhances the political concerns and interest of 

adolescents; political participation, interaction, and 

view sharing of peers would intensify adolescents’ 

political interests. Finally, the factor that has the 

greatest influence on the political attitude of 

adolescents is media, followed by teachers. As 

political attitude involves cognition, emotion, and 

skill, media and teachers can direct the political 

socialization of adolescents, and change their 

political attitude. 

Moreover, the path analysis model shows that 

political interest can significantly predict political 

concern. The more adolescents are concerned about 

political figures, events, and influence, the more 

political concern they will show. The adolescents 

who are interested in politics would regularly follow 

political talks on TV, the Internet, and in 

newspapers; moreover, they are more likely to 

discuss political issues with others. Whether such 

concern behaviors will change into participation in 

political activities, such as voting and civic 

participation, remain to be explored. The results of 

this study show that adolescents’ political motivation 

features and political interest have great mediation 

effects on the correlation between peers’ influence 

and political concerns. In other words, only through 

a person’s political interest can peers have effect on 

his/her political concerns, which indicates that the 

relationship between peers’ influence and political 

concern is still determined by political interest. 

Therefore, it is more likely that adolescents have 

more political concerns due to greater political 

participation and personal preference for politics, 

while under the influence of peers’ political 

participation and views. This finding can be used as 

a reference to promote the civic participation of 

adolescents and for making relevant policies and 

schemes. 
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Merger and Acquisition of Educational Institutes in Pakistan: Finacial and 
Efficiency Outcome 

Hamid Mahmood 
Amana Inayat Medical College, Lahore 

Abstract 

Merger and acquisition turn out to be main 
sources in dynamic business environment. 
Educational institute faces the domestic and global 
competition.  Study is conducted to find out Merger 
and acquisition effect on financial performance of 
Educational institutes in Pakistan. In this study, 
sample of 8 Educational institutes is selected through 
use of financial report.  Result obtained using the 
statistical software SPSS. On the basis of findings, it 
is concluded that financial performance of acquiring 
Educational institute sector performance in the post- 
post-merger period. Post-merger EFFICIENCY 
(negative), ROA (negative) and ROE (negative) has 
been determined.  

1. Introduction

Merger and acquisition is to bring two 
administrations organized with different cultural 
values, behavior and cultures together. The maxim 
merger is mostly used identical. Essentially 
acquisition means “to acquire” or “to takeover”.  

Higher Education Commission of Pakistan made 
it mandatory for Educational institutes to maintain 
minimum Endowment fund. It becomes difficult for 
Educational institutes to meet criteria alone so 
Educational institutes started to combine together. 
Equal level Educational institutes merged and larger 
Educational institutes acquire the certain smaller 
Educational institutes. 

This study has significance for worried 
Educational establishments, clients, shareholders, 
financial specialists, hopefuls and inner course. 

2. Statement of the problem

Higher Education Commission of Pakistan has 
put a condition of endowment fund for Educational 
institutes in Pakistan. The difficulties are recorded 
as; unseemly corporate administration rehearses, 
deficient danger administration, nondurable 
foundation , disgraceful regulations and check then 
equalization, lacking educational evaluation abilities 
and methods, absence of skillful performs and poor  

abilities and preparing. The fruition of this study 
would cook that how much and in what way mergers 
and acquisitions have contributed towards the slant 
of budgetary execution of Educational institutes and 
their achievements in education sector. 

3. Objectives of the study

1. Investigate and calculate the post-merger effect
on efficiency, ROA and ROE indications of 
managing an account portion of educational institute. 
2. Investigate whether mergers have enhance the
effectiveness of Educational institutes. 
3. This study likewise planned to give
recommendations and proposals for the 
advancement of effectiveness of the saving money 
for Educational institutes. 

4. Significance of the study

In this study, data of Educational institutes was 
collected before and after merger and acquisition 
from annul reports. Through this examination, their 
efficiency, ROE and ROA position amid post- 
merger may have the capacity and to know the 
impacts of business mixes on the budgetary position 
of concerned Educational sector/Industry. 

5. Methodology

This is a comparative study, so it is mostly based 
on independent variables. Dependent variables are 
the acquisition and merger of Educational institute, 
and Independent variables are profitability 
(ROA,ROE) and efficiency. Size of this research 
covered eight Educational institutes that merged in 
last decades. The collected data were presented and 
analyzed. 

3.1. Financial performance 

The indicators used are Profitability (ROA,ROE) 
and Efficiency of the institute. 
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6. Hypothesis

H0: “There is no association between merger and
acquisition and ROA in education sector”. 

H0: “There is no association between merger and
acquisition and ROE in education sector”. 

H0: “There is no association between merger and
acquisition and Efficiency in education sector”. 

7. Result and discussion

Data was evaluated both before and after M&A
and used the paired t- test. Comparison before and 
after merger of Educational institutes show the 
different result respectively. 

8. Conclusion

In this study, we checked the impact of Merger and 
acquisition on Efficiency, ROE and ROA of merged 
Educational institutes. We find show that Post-
merger Efficiency (-ive), ROE (-ive) and ROA (-
ive). In this research we find that merger and 
acquisition did not perform well in Pakistan. 

9. Recommendation

  It is recommended that Educational institutes 
can expand their business through merger and 
acquisition increases their market shares and   
wealth of Educational institute. So there is need 
to research more deeply so that we can create 
correct result. 

Use footnotes sparingly (or not at all) and place 
them at the bottom of the column on the page on 
which they are referenced. Use Times 8-point type, 
single-spaced. To help your readers, avoid using 
footnotes altogether and include necessary peripheral 
observations in the text (within parentheses, if you 
prefer, as in this sentence). 
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Preparing School Leaders for Rural Schools: An Innovative Training 

Model 

Bonnie C. Fusarelli, Lance D. Fusarelli

NC State University, USA 

Abstract 

NC State’s Northeast Leadership Academy 

(NELA) serves14 rural school districts in Northeast 

North Carolina, but is nationally recognized in the 

USA for its innovation and quality. NELA was 

selected by the University Council for Educational 

Administration (UCEA) to receive its Exemplary 

Educational Leadership Preparation Program 

Award(one of only five programs nationally to have 

ever received this distinction). The UCEA is a 

consortium of the nation’s leading leadership 

preparation programs and is committed to 

advancing the preparation and practice of 

educational leaders. Its Exemplary Educational 

Leadership Preparation Program Award was 

established to celebrate exemplary programs and 

encourage their development. 

NELA, was envisioned as a solution to the 

stubborn problem of recruiting and retaining strong 

leaders for historically low performing rural 

schools. Our graduates go right to work because 

they are ready to “hit the ground running.”NELA 

graduates are making rapid school improvements.  

1. Rapid Improvements and Beating the

Odds 

The student achievement gains of the NELA 

principals are particularly impressive when you take 

into account the research on time to turnaround and 

the effects of a novice principal on student 

achievement. First, research shows it takes 

approximately five years to put a teaching staff in 

place as well as fully implement policies and 

practices that will positively impact the school’s 

performance, yet the NELA principals have 

documented notable improvements during their first 

year and those gains continue in schools with a 

NELA principal for two consecutive years. Second, 

students in failing, high poverty schools typically 

loose ground and have reading and math 

achievement that is .02-.06 standard deviations lower 

in years when they have a new principal. Research 

indicates that the negative effect of new principals on 

student achievement is especially large when schools  

have a first-time new principal (one without prior 

experience at other schools). 

The negative relationship between principal 

turnover (having a new principal) and achievement is 

stronger in failing schools, high poverty schools, and 

schools with more novice teachers (all of which are 

characteristics of the schools led by NELA 

principals). Typically, new principals experience a 

dip in scores, yet the NELA principals had 

improvements in student achievement scores.The 

achievements of the NELA principals are 

particularly impressive when viewed with this 

research in mind. 

Research clearly shows that principals are a key 

ingredient in the performance of their school, 

especially if that school enrolls a large number of 

low performing and/or poor and minority students. 

The research is also quite clear that new principals 

become more effective as they gain experience. 

Therefore, we anticipate an even greater annual 

impact on student achievement as the NELA 

principals gain more experience. 

2. A Radically Different School

Leader Preparation Program 

NELA’s program is radically different from 

traditional school leader development programs. 

The rigorous, research-based program requires 

participants to demonstrate their leadership skills 

through solving authentic school problems with the 

support of executive coaches. NELA teaches 

participants powerful mindsets and skill sets that are 

changing the trajectory of historically low-

performing schools. Program experiences are 

customized to focus on turnaround principles for 

rural, low performing, high-poverty schools and 

communities.  

In addition to the UCEA award, NELA has been 

recognized at the local, state, and national levels by 

organizations at the vanguard of educational 

leadership preparation as well as in in journal 

publications and by media outlets including:The 

Wallace Foundation, Center for American Progress, 
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National Association of State Boards of Education, 

Education Week, The University Council for 

Educational Administration (UCEA), Journal of 

Planning and Changing, NC Public School Forum, 

and many others. 

3. What makes NELA unique?

NELA’s intensive, highly-selective cohort model 

combines coursework with supervised principal 

residency experiences and places an emphasis on 

connecting to the local community and data 

collection and analysis at the school level. 

Figure 1. NELA Layers of support 

3.1. Strategic Recruitment & Performance-

Based Selection 

Multi-step selection process that includes a 

daylong Candidate Assessment Day full of 

experiential events in which candidates must 

demonstrate their skills, knowledge and dispositions. 

3.2. Personalized Leadership Training & 

Action Pedagogy 

Multiple diagnostic tools, including input from 

mentors and coaches, are used to identify areas for 

improvement and to create comprehensive action 

plans. An inquiry-action based approach and 

instructional rotations at all levels of schooling are 

used to examine developmentally appropriate 

teaching and learning. 

3.3. Leaders of Literacy and Instructional 

Leaders in Digital Learning Environments 

In partnership with NC State’s Friday Institute, 

we are preparing principals who are instructional 

leaders in digital learning environments. We work 

with literacy faculty to prepare our principals to be 

leaders of literacy. 

3.4. Full-Time Summer Community 

Internship & Making a Difference Locally 

Participants complete a six-week internship in a 

community agency and develop and deliver 

professional development for teachers, create 

resources for parents and teachers and write grant 

applications to fund needed programs and connect 

the school to the community. 

3.5. Executive Coaching and Mentoring 

Fellows are paired with both a school-based 

principal mentor and an executive coach (retired 

expert principals and superintendents); Fellows are 

supported over theirprincipal residency year and 

post-degree during the 1st and 2nd years of 

leadership practice. 

3.6. Distinguished Leadership in Practice 

(DLP) 

In partnership with NC’s Principal and Assistant 

Principals Association, NELA Fellows and their 

principal mentors complete DLP to strengthen skills 

of practicing school leaders simultaneously with 

aspiring leaders. 

3.7. Specialized Training 

Fellows experience a variety of specialized 

trainings that are beyond a set of anchor courses 

(e.g., FacilitativeLeadership, Crucial Conversations, 

Conflict Resolution, Understanding by Design, 

Common Core, digital storytelling,etc.). Through a 

series of semester-long field-based projects, Fellows 

also learn about child, adolescent, and adult 

developmental and cognitive psychology. The 

program has a specific focus on leadership for 

literacy development. 

3.8. Full-Time, Yearlong Principal Residency 

A yearlong, full-time principal residency in the 

second year is focused on a data-driven problem of 

practice. A logic model is developed to measure and 

evaluate strategies that are employed. 

3.9. Early Career and Transitional Support 

Graduates continue to receive executive coaching 

and convene post-job placement to continue learning, 

receive just-in-time support and build professional 

networks. 

NELA 

Leadership 

Team and 

NCSU Faculty 

Executive Coach  

Fellow 

NELA’s Nested Layers of Support

Principal Mentor  
(At Principal Residency Site) 
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4. Conclusion

Since its inception, NELA has expanded and 

in addition to preparing aspiring leaders, 

NELA provides a summer Principal Academy 

to help current principals becomeinstructional 

leaders in digital learning environments. NELA 

will continue to deliver one of America’s top 

preparation programs to individuals committed to 

becoming exceptional leaders for NC’s schools. 

During this session, we plan to share some of 

our signature pedagogies that have enabled us to 

develop outstanding school leaders for rural schools. 
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From the Margins of the Classroom to Mattering: Community College Pre-
Service Teachers’ Identity Development 

Rebecca Garte, Cara Kronen 
Borough of Manhattan Community College of the City University of New York, USA 

Abstract 

This paper discusses how students in a teacher 
education program at an urban community college 
develop teacher identities during supervised 
fieldwork courses. Using a quasi-experimental 
design, we compare two groups of students who were 
given different fieldwork sites and assignments.  The 
experimental group was placed in an inner-city 
public school, as opposed to the more affluent 
schools traditionally used by the program faculty. 
The experimental group students created a 
classroom plan that included elements of action 
research. Results showed the experimental students 
took on a more central role in the classroom, 
developed a more realistic view of teaching and 
more critical self reflection. We conclude that the 
sociocultural context of fieldwork placements may 
impact the development of future teachers.  

1. Introduction

This paper discusses how students in a teacher 
education program at an urban community college 
develop their future teacher identities during 
supervised fieldwork courses. Becoming a teacher 
requires a tremendous amount of commitment to a 
profession fraught with low levels of retention [3], 
[7], [10]. Research shows that pre-service teachers 
begin with an idealized teacher identity based on a 
fantasy view of the field [1], [2], [6], [8].As students 
encounter conflicts related to the profession, they 
move towards a more reality based understanding of 
teaching.  

The academic persistence of community college 
students has been shown to be affected by the 
opposing dimensions of “marginality” or not fitting 
in, and “mattering” [8] Consistent with this, research 
on college students from low income, minority 
backgrounds has shown that student engagement [5] 
and a “growth mindset” [9]; the belief that one can 
improve with effort, is positively related to student 
achievement. We aimed to address these factors by 
changing our students’ fieldwork experience.  

The community college used in this research 
predominantly serves low income students of color. 
Traditionally, early childhood majors in the teacher 
education department have completed fieldwork in 
affluent public and private schools due to proximity 
to the college. Statements by students regarding 
fieldwork include: “Those kids are so advanced, I 
don’t think there’s any way I can help them, they  

know so much more than I did at that age” “I’ve 
never seen any schools where I grew up with so 
many resources” “The kids have vacation houses and 
go to other countries”.  “They’re so independent, I’m 
not supposed to help them”. These statements 
indicate that socioeconomic differences between 
fieldwork placements and students’ prior schooling, 
increased marginality and decreased mattering. In 
addition to demographics, the hands-off approach of 
many highly resourced schools further disconnected 
students from their fieldwork classrooms. 

Our quasi-experimental change to the fieldwork 
experience consisted of placing students in a high 
poverty school where they would complete an action 
research assignment. We expected that the classroom 
context as well as the more central role of the student 
intern would: increase their mattering and decrease 
marginalization, promote a growth mindset, and 
enable students to develop a future teacher identity. 

2. Theoretical Framework

The socio-cultural theory considers learning to be 
inseparable from the identities of learners engaged in 
meaningful social activity. Especially relevant to the 
present study is learning as participation in 
communities of practice [4]. According to this view 
novice learners develop skills and knowledge 
through supported participation in the central tasks 
and practices valued by their community. We 
hypothesized that a classroom community that was 
inherently engaging to students would support the 
development of their future teacher identities. 

3. Methods and Measures

To test this theory, we employed a quasi-
experimental design in the 2nd year field-work and 
last semester coursework. Students were selected 
randomly through course enrollment. Students from 
two sections of the fieldwork course were divided 
equally into traditional and experimental groups in 
each section. The experimental group was placed in a 
public school with a high concentration of students 
living in poverty and created a classroom plan that 
involved an assessment of the classroom, the 
planning and implementation of classroom change, 
and, follow-up assessment to determine the impact of 
this classroom change. The traditional groups 
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completed their placements at affluent private and 
public schools and conducted the traditional 
assignment. Students were chosen randomly for 
field-work placements. A total of 30 students 
participated. All study participants but one identify 
as female and the majority are students of color.  

Student self-efficacy surveys: A 20 question 
survey composed of narrative and Likert scale 
questions was given to students at the start of the 
first field-work course. Expectations and confidence 
regarding becoming a teacher were assessed.   

Artifacts from course-work: To analyze 
differences between the experimental and traditional 
cohorts, we assessed two sections of students’ final 
portfolio projects. Part C asked the students for a 
reflection on their teaching effectiveness during a 
video-taped lesson, the experimental group assessed 
the difference before and after their classroom 
change.  Part D asked the pre-service teachers to 
return to the classroom and assess the impact on the 
children, either what they had learned from the 
activity in the traditional group, or how the 
classroom change and related activity had affected 
the children in the experimental group.  

Teacher Evaluations: At the completion of the 
capstone semester, cooperating teachers completed 
an evaluation of the student intern comprised of both 
narrative and Likert scale questions.  

Observations during field-work by professors: 
The two professors observed and recorded each 
student engaged in field-work 3-4 times per semester 
for approximately 30 minutes each visit. Professors 
recorded notes and shared them with students after 
each visit. 
 
4. Findings 
 

“Mattering”- In the baseline assessment, we asked 
questions about the impact student interns imagined 
they could make as a teacher. The statements in 
Table 1 demonstrate that the student interns did not 
seriously consider their potential impact as a teacher. 
The experimental vignettes show that following the 
intervention, students were able to perceive specific 
benefits they had on children’s development. They 
are beginning to see themselves not just as providing 
emotional support in the classroom but also as 
enhancing children’s learning and cognitive 
development. 

When the traditional students were asked about 
how their activities benefitted children, they 
provided general responses rather than specific 
examples of child behavior that demonstrated what 
they had learned from the activity. The experimental 
students wrote about long lasting impacts on children 
and general classroom functioning. The responses of 
the traditional group were focused mainly on their 

activity rather than extending to greater 
competencies or improving classroom functioning. 

We observed the experimental students taking the 
lead in the classroom by initiating conversations with 
children and helping manage larger groups. The 
traditional students worked with only individual 
children or small groups of no more than 3. They 
were more hesitant to involve themselves with the 
children and more often waited for teacher directions 
or for a child to seek them out. This observation was 
supported by the cooperating teacher evaluations 
presented in Table 1.  

 
Table 1. Cooperating teacher surveys 

 
 
The table demonstrates cooperating teachers 

perceived the experimental students as more central 
to the classroom, in terms of working with groups 
instead of individuals during learning activities, and 
helping with classroom management. The control 
group was perceived as more often observing at the 
periphery of classroom activities. 

 
4.1. Reality versus Fantasy 

 
In the baseline assessments, we asked our 

students what they expect would be the most 
challenging aspects of being a teacher. Many left this 
field blank, the responses in Table 1 demonstrate the 
limited consideration given to this issue. Following 
their projects, the traditional students did not address 
the challenges of teaching and how that impacted 
their activities. When asked to discuss their activities 
they only commented on specific additions they 
could make to extend or embellish their activity. 
Their write-ups were almost entirely positive, 
indicating that the shift to a reality based view of 
teaching and away from a fantasy based view had not 
yet occurred.  

The experimental students’ writing showed an 
understanding of key challenges that all teachers 
face. Acknowledging that what children actually 
learn may not match the goals of the teacher, is a 
sophisticated understanding of a key teacher 
challenge. 

 
 
 

 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 92



Table 2. Student Intern Vignettes 

 

 

 
 

4.1.1. Critical Self Reflection. The traditional 
students wrote primarily positive and idealized 
assessments of their own teaching. A comparison of 
their written reports with videos of their activities 
showed a significant lack of acknowledgment of 
their own moments of ineffective teaching or used 
the children’s’ behavior as the main reason for the 
activity’s lack of success. Some of the students made 
extremely negative statements regarding their 
activity immediately after completing it. However, 
these negative self-assessments were not turned into 

critical self-reflections in the write-ups. Instead they 
were replaced with idealized assessments. This 
traditional group disconnect may reflect their view of 
their own efficacy as fixed, rather than fluid. 
Conversely, the experimental group was able to 
engage in objective detailed critical self-reflection. 
See Table 2.  

The write-ups of the experimental, but not the 
traditional group of students showed a propensity to 
generalize from their own internship to teaching 
practice. This connection between their current 
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student intern and future teacher role indicates the 
development of a reality based future teacher 
identity.  

Table 3.  Children Seeking Guidance from Intern 

Table 4. Time Spent Observing 

Table 5. Classroom Management Time 

Table 6. Intern Times Spent Housekeeping 

Table 7. Intern-Child Interactions 

In summary, the experimental group of students 
showed the ability to: A) critically reflect on their 
own teaching ability, B) acknowledge realities of 
teaching they hadn’t realized previously, and C) 
connect their experience to general teaching 
practices. We believe that each of these shifts: 1) 
from a fantasy to reality based conception of the 
teacher, 2) from a fixed view of their own 
competence to a growth mindset, and 3) from an 
identity constructed out of their past experiences to 
one connected to a future purpose came from the 
initial shift in the student interns’ self- concept of 
being ‘marginalized’ to ‘mattering’. This shift 
developed out of participation in meaningful activity 

with children whom they were more able to identify 
with than those from affluent backgrounds. Feeling 
important made them more likely to take on 
challenges, as observed both by cooperating teachers 
and professors. Confronting challenges gave them 
the opportunity to experience how effort leads to 
increased competence, thus supporting a growth 
mindset. As they became more engaged in enacting 
the role of teacher they were increasingly able to 
identify with that future role and to consider the 
complexities it entailed. Their ability to connect the 
lessons they learned during fieldwork to general 
teaching practice suggests that they are already 
beginning to identify with this future role. 

Rather than feeling marginalized as outsiders 
within an institution that reflects high socio- 
economic status the student interns immediately 
recognized the impact they could have in their 
classroom setting. This sentiment was repeated in 
nearly every baseline assessment where students 
wrote about how they wanted to be a teacher because 
they had both supportive and unsupportive teachers 
in elementary school. Nearly all of the students wrote 
about academic, social/ emotional and family 
problems they experienced as children 

Implicit in these descriptions is the belief that 
teachers have the greatest impact when students are 
struggling.  During classroom discussions, it was 
clear that the student interns in the high poverty 
school perceived the children in their fieldwork site 
as struggling, whereas students perceived the affluent 
children as free of struggles. In the familiar socio- 
cultural context they automatically became 
participants and able to enact the identity of a teacher 
as “someone who makes a difference.”  However, 
the traditional students experienced themselves as 
marginalized in relation to their fieldwork 
classrooms. Lacking a place within the classroom 
culture inhibited their ability to internalize lessons 
from fieldwork. This difference in participation is 
clearly demonstrated by the cooperating teacher 
evaluations and the professor fieldwork observations. 

5. Conclusion

This paper argues that central to the success of 
community college pre- service teacher education 
students’ is their identity as future teachers. In order 
for students to commit to their field of study and 
overcome the obstacles they will face in pursuing a 
teaching credential, they must first experience 
themselves as mattering. From this starting point, 
they will be more likely to shift their perception of 
teaching from a fantasy based ideal to a reality based 
conception. An increase of self efficacy and a shift 
from a view of their abilities as fixed to a growth 
mindset will necessarily accompany their identity 
development.  
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Fieldwork placements that are connected to 
students’ personal socio- cultural contexts of 
schooling are necessary for these developments to 
occur. In addition, students must be prompted by 
their course assignments to fully involve themselves 
in the classroom functioning, thereby encountering 
challenges and receiving the necessary support to 
resolve them. 
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Abstract 
 

Kutcher and Wei [1] and Wei et al. [2] have 

argued that the effectiveness of building awareness 

and knowledge of mental health issues is tied to the 

role of the educational system in supporting teachers 

to address mental health literacy among themselves 

and with their students. Teachers have repeatedly 

stated that they do not believe they have the 

knowledge to help students in the area of mental 

health and wellness promotion.  Despite this lack of 

knowledge, the Mental Health Commission of 

Canada found that teachers rated the mental health 

needs of students as highly important in terms of its 

impact on learning and rated their lack of knowledge 

as being highly important in terms of student well 

being.   

Despite these positive intentions many young 

people are not identified nor do they receive the 

necessary supports they need for a variety of 

reasons.  Central among the reasons that children 

and youth do not receive the needed supports are the 

availability of appropriate mental health care, 

knowledge and awareness about mental health 

issues, and a lack of teacher knowledge and comfort 

in recognizing and responding to mental health 

needs (Jorm [3], Santor et al. [4]).  

 

1. Introduction 
 

This research seeks to gain current information on 

teacher knowledge of mental health issues, life 

stressors for students, and strategies that might 

support students.  The findings will have practical 

implications for teachers and may result in 

recommendations for improved practices and 

policies around recognition, referral, and support for 

students with mental health issues. 

 

2. Research Methodology 
 

Approximately 80 teachers enrolled in a graduate 

cohort program on curriculum at one university in 

Nova Scotia, Canada, were asked to participate in the 

study.  Participants were asked to complete an on-

line questionnaire that contained a variety of open  

 

 

 

 

ended questions, 5 point Likert items, and a small 

number of demographic questions.   

The questionnaire deals with teachers’ knowledge 

and awareness of mental health issues, their general 

comfort in addressing mental health needs, and their 

awareness of life stressors being encountered by their 

students.   Participants also were asked to describe 

some of the prominent mental health issues exhibited 

in their classrooms and their perception of the 

relative need for and type of supports for such youth. 

Data has been collected and is being analyzed 

using a thematic approach for the open-ended 

questions and a variety of descriptive statistics to 

capture the quantitative data from the Likert scale.   

Once analyzed, the information will serve to 

reflect teacher knowledge, awareness of life 

stressors. and evidence of strategies for intervention. 

Implications for policy development, professional 

development and course development in teacher 

education programs will be summarized and 

discussed with an emphasis on the nature of course 

development addressing best teacher practices in 

mental health knowledge, awareness, and support for 

students. 
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Transitioning Adult Workforce to STEM through Computer Science 
Compentency Courses 

Aspen Olmsted 
College of Charleston, Charleston 

Abstract 

Unemployment rates in most modern economies are 
on the rise due to increased use of automation to replace 
traditional entry level or low barrier to entry 
employment.  Concurrently, hundreds of thousands of 
open positions remain unfilled in the technical sector of 
the economy because the university systems cannot 
produce enough qualified graduates.  This paper 
documents an experiment at the College of Charleston to 
attract and educate adults already holding bachelor 
degrees in other disciplines to the core competencies 
required to enter our Masters of Science in Computer and 
Information Sciences. 

1. Introduction

Over the past four decades, many jobs in 
manufacturing have been replaced by automation.  At the 
same time as these jobs have been replaced, productivity 
in the manufacturing sector has increased.  Recent 
advances in artificial intelligence will continue this trend 
be expanding the effects to many different employment 
categories.  Concurrently, many governments are 
predicting very strong growth in computing careers. 
Many studies have focused on attracting more students to 
the undergraduate computer science discipline. 
Unfortunately, many high schools do not provide enough 
exposure to the computing disciplines to afford young 
students the confidence required to be successful at a 
young age. 

This paper documents an attempt at the College of 
Charleston to transition adults to the computing industry.  
These more mature students tend to have a higher 
confidence level and motivation to tackle the 
computational learning material and make a successful 
transition from other disciplines to computing. The 
organization of this paper is as follows. Section II 
describes related work in recruiting students to computer 
science, job loss due to computerization and future 
demand for computational jobs. In Section III we give an 
overview of graduate program requirements for computer 
and information science degrees. Section IV describes 
technical problem-solving skills learned by students in 
graduate computer science courses. Section V describes  

our case study at the College of Charleston. Section VI 
contains the conclusion and possible future work in 
transitioning adult learners to the computational sciences.  

2. Related Work

In an open letter to the United States Congress [1], the 
Code.org and Computer Science Education Coalition ask 
“to provide funding for every student in every school to 
have an opportunity to learn computer science.”  The 
letter is signed by business and education leaders, along 
with many governors.  The signers point out that three-
quarters of U.S. schools do not offer meaningful 
computer science courses in high school. 

Frey and Osborne [2] studied how susceptible jobs are 
to computerization. According to their study, 47 percent 
of total U.S. employment is at risk of being redundant to 
automation.  They find a negative relationship between 
the probability a job will be made redundant to the 
education requirements for the position. 

Computer science jobs such as software developer [3] 
have an expected increase in growth of 17 percent for the 
next decade.  Candidates for these positions normally 
need to hold a bachelor’s or master's degree in computer 
science and have strong computer programming skills.  
Information Security Analysts have an even stronger 
predicted demand at 18 percent for the next decade [4]. 
Candidates for these positions normally need to hold a 
bachelor’s or master's degree in computer science. 

3. Graduate Programs in Computer and
Information Sciences

Most graduate programs in Computer and Information 
Sciences require comprehension in five core areas for 
entry into an M. S. or Ph.D. program.  These areas 
include: 
• Procedural Programming - Procedural programming is
a type of computer programming that specifies a series of 
structured steps and procedures within its programming 
context to compose a program. It contains a sequence of 
statements, functions, and commands to complete a 
computational task or algorithm. 
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• Object-Oriented Programming - Object-oriented
programming refers to a type of computer programming 
that encapsulates both the data types of an entity along 
with the operations that can be applied to the entity. 
• Data Structures - Data Structures are logical
organizations used for collections of things in computer 
programs.  Different data structures have individual 
strengths for different use-cases of the collection. 
• Machine Organization – This material teaches the
student how the underlying hardware operates when 
executing a software program. 
• Assembly Language - Assembly language helps the
student understand the low-level software instructions 
the hardware knows how to execute. 
• Discrete Mathematics - Discrete mathematics is the
study of mathematical structures that are fundamentally 
discrete rather than continuous.  

Once the student has acquired comprehension in the 
core computer science areas, they will then have enough 
basic knowledge to succeed in the entry level graduate 
courses. 

4. Problem Solving

Academic graduate degrees (M.S., M.A. & Ph.D.) are 
about contributing new knowledge to the discipline.  The 
new knowledge takes the form of a solution to a 
problem.  Adult learners with experience in other 
industrial or academic disciplines bring real life 
problems to the graduate program.  With the applied 
computational problem at hand, the students study how 
other scientists solved a similar problem, hypothesize an 
improvement to the solution to the problem, test the 
solution and then disseminate the results to the scientific 
community through academic publications.  These adult 
students excel at the problem solving because of their 
diverse backgrounds. 

5. Case Study

The College of Charleston has offered a Master’s of 
Science in Computer and Information Sciences for 16 
years.  During those years, 121 students have completed 
the requirements to earn the MS degree.  Of those 121 
students, 47 have come from disciplines other than 
Computer Science.  This represents 39 percent of all 
students came from a different discipline than computer 
science and transitioned successfully into the 
computational career. Traditionally, these students were 
forced to sit in undergraduate courses offered during the 
day time to pick up the comprehensive knowledge 
required in the core computer science areas.  In these 
classes, these mature adults were forced to tolerate a 
pace to meet the immature 18 and 19-year-old 
undergraduate students.  The typical age of the adult 

learners is between twenty-five and 55.  Some of the 
adult students have many years of industrial experience 
and bring great contributions to the in-class discussions. 

During the Spring 2017 semester, we are trying 
something different.  We are offering a programming 
bridge course to cover the material of three of the six 
core areas.  The course meets one night a week and 
provides online labs, videos, and other learning material.  
The workload assigned to the students and the material 
the course covers is the equivalent of an undergraduate 
credit course earning six credits.  Each lecture is 
recorded so if a student cannot make it to class due to a 
conflict with their employment or family, then they can 
still watch the lecture that was given in class.  The 
outcomes of the course are flexible so that each student 
can succeed at the pace that works for them.  Therefore, 
a student can choose to meet the outcomes of any or all 
of the three programming core areas.  If the student 
chooses to only meet the complete outcomes over several 
semesters, then they must do so in a specific sequential 
order: procedural programming, object oriented-
programming, and data structures. At the end of each 
semester, a comprehensive exam will be given to ensure 
the student has mastered the material covered in the 
course. 

6. Conclusions and Future Works

At the time of the writing of this paper, we are half 
way through the semester.   Seventeen students signed up 
for our experiment.  Two students found the work load 
too heavy to combine with their work life.  If the other 15 
can successfully complete the semester (which looks 
positive at this point), then the numbers will represent an 
over ten times improvement in participation for the first 
16 years of the program. 

Future work requires we provide more bridge 
opportunities along with studying how the current cohort 
performs compared to previous students. 
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In Search of the Fabled Digital Natives: A Literature Review Based on 
Brunei Darussalam’s Digital Natives Population 

Pengiran Shaiffadzillah Pengiran Omarali 
University of Manchester, United Kingdom 

Abstract 

According to a 2013 report by the International 
Communications Union, Brunei Darussalam has a 
digital native population of 73.7% among its youth 
and is ranked 13th out of 180 countries in its Digital 
Natives list. However, the ‘digital nativeness’ of 
students is yet to be reflected in their learning; 
entailing the query if Brunei students are indeed 
digital natives. This paper is a literature review on 
the ‘digital native’ theory. Rather than adding to the 
argument between the proponents and critics of this 
topic, this review analysed the discourses that have 
been developed between the two sides through the 
systematic analyses of 132 pieces of literature. Its 
key concepts, findings and empirical evidence, or 
lack thereof, were integrated together through the 
SALSA review method and transposed against the 
emerging phenomenon of youths who are becoming 
increasingly connected to the digital world.  

1. Introduction

In 2007, Professor Lee Sing Kong of the National
Institute of Education Singapore in his keynote 
address to the Brunei education community 
suggested that, “our profile of students has changed. 
Schools today are admitting ‘digital natives’ and as 
digital natives they demand different approaches to 
learning to stay engaged” [1]. This was one of the 
first instances that the term digital natives was 
openly mentioned in Brunei, but by some means 
became the in vogue validation towards a complete 
education system reform. The year after, the National 
Education System for the 21st Century (henceforth 
SPN21) was introduced. It was structured in 
deliberation of, among others, the belief that students 
are digital natives [2]. 

This concept ultimately gained recognition when 
it was declared a national interest pertaining to 
education [3], cementing it further as a matter that 
needs to be addressed. Subsequently, a flagship ICT-
in-Education strategic blueprint, called the e-Hijrah 
project, was launched in 2010 to respond to this need 
[4] followed by 49 e-Learning initiatives to be 
implemented in phases. The grand scheme was to  

equip the education system with the necessary 
pedagogies and technologies to cater for the needs of 
the digital natives. However, in this chronological 
melée of changes, one element has been crucially 
absent from the start – the empirical evidence for 
digital natives. In other words, these changes were 
based on one hypothesis. It is a widespread oversight 
as “the idea of the digital native captured the 
imagination of teachers, parents, journalists, 
commentators and academics” [5] but one that is 
substantiated by “anecdotes, conjecture and 
speculation” [5].  

Before adding more scrutiny to the concept of 
digital natives, it is the onus of this review to firstly 
establish its origins. Similar synonyms exist, such as 
Tapscott’s ‘Net-Generation’ [6], and other less used 
definitions (Homo Zappiens, Generation Y, Google 
Generation), but the overarching conceptualization 
as ascribed in the context prior, underpins Prensky’s 
digital native theory as the most relatable. 

Digital natives were defined first by Marc 
Prensky as “a generation born after the 1980s 
surrounded by and immersed in digital technologies 
such as computers, video games, cell phones and 
other toys and tools of the digital age” [7]. It is one-
half of his binary ‘Digital Native-Digital Immigrant’ 
theory where the digital immigrant is the direct 
opposite of the aforesaid definition. Ever since his 
claim, “a significant body of international research 
has largely debunked the idea of a uniformly 
technically savvy generation” [5], but still the term 
has persevered through the moral panic generated by 
the news media [8]. 

This review focuses on the digital natives, as 
there has been less concern on the digital immigrant 
in the context of education, evermore so in Brunei. In 
light of how the digital native concept has become 
rooted into policy level undertakings, it is timely to 
establish a clearer understanding so as to execute 
informed decisions, and consequently clear the way 
for further research along the lines of digital literacy, 
online learning and educational technology.  

Thus, this paper is a review of existing studies 
and discussions, not to add on either side of the 
discourse but rather to integrate both opinions in an 
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attempt to establish where our Bruneian students 
stand in the digital native discourse. The aim of this 
review is to elicit several notions regarding the 
identity of our self-styled digital natives. If they are, 
as reported, mainly tech-savvy, then by virtue of 
design they fulfill the digital natives attribute. Hence, 
the question enquired by this review is: Are 
Bruneian students digital natives? 
 
2. Review method 
 

This review undertakes a systematic approach in 
gathering relevant literature. It has taken measures to 
optimise clarity by elaborating on the strategies 
through which the searches were performed and the 
selection processes that were undertaken to gauge the 
relevance and validity of the selected literature [9].  

Apart from Prensky’s contributions, salient 
comments were found from the elucidations of 
Palfrey and Gasser [10], and Selwyn’s [11] holistic 
discussion on the education technology debate. The 
concept, being of social importance, also impacts on 
other fields of interest such as marketing and human 
resource. This review however is only concerned 
with education-related discourses and thus academic 
books and articles became the search parameter. As 
moral panic thrives in grey literature [5], 
organisation reports and media releases were also 
searched. 
 
2.1. Searching the literature 
 

A scoping search was performed to find existing 
reviews in the Google Scholar database using the 
encompassing keyword ‘digital natives’. The search 
yielded three critical reviews [8], [12], [13] and one 
meta-analysis [14] that oppose the concept. In 
contrast, only two reviews advocating the concept 
were found [15], [16]. Preliminary reading through 
these reviews confirmed that although the digital 
native discourse is much debated, a review that 
consolidates both sides of the debate into a new 
perspective is yet to exist. Several key terms and 
themes were generated from these reviews and in 
turn were eventually categorised into a list of 
keywords and themes. 

Three search cycles were performed with each 
comprising of a set of keywords associated with the 
digital native discourse derived from the Planning 
and Scope Defining stages of the Review Protocol, 
which eventually contributed to an inclusion-
exclusion checklist to be used in reviewing and 
refining the identified pieces of literature. A second 
search, or re-search, using these key terms and 
themes was performed again in 3 cycles to 
specifically gather academic studies. The inclusion-
exclusion checklist optimised finding relevant 
literature. For cycles 1 and 2, the Google Scholar 
database was employed for 1) searching key terms, 

first without and then with Boolean Logic [9], and 
then for 2) author searching [9]. 

Upon exhausting the Google Scholar’s database, 
the same process was replicated in the Scopus 
database to ensure a comprehensive search. Several 
features of each were instrumental in the search 
process. The Google Scholar citation count was used 
to gauge face-value quality, while Scopus was 
effective for its limit functions [9] and free-text 
searching. Together, the two databases accounted for 
132 academic articles. Several measures were 
performed which incorporated ‘related keywords’ 
search, bibliographical checks and cross-checking 
using the education-specific database, Education 
Resource Information Centre (ERIC). These 
measures confirmed that the existing list generated 
was comprehensive. 

Ultimately, this review employed an initial 
research process to identify keyword and themes, 
followed by a second research process to select most 
relevant literature based on the inclusion-exclusion 
criteria formulated from the earlier process. A final 
search was performed through internet data-mining 
to gather grey literature, which included 1) articles 
from reputable media, 2) white papers, policies and 
country reports from state and organisational bodies, 
and 3) blog posts from academic circles. However, 
these types of literature were explored mainly due to 
the revelation from the previous research processes 
that the digital natives concept is an example of 
‘moral panic’ driven by the media and reinforced by 
policies. 
 
2.2. The assessment and synthesis of evidence 
 

With a combination of software and applications 
each responsible for certain tasks, it was possible to 
appraise and synthesize the literature in accord. As 
the discourse between proponents and critics was 
already obvious, the onus was to extract logic, flaws 
and balance in the discourse to arrive on themes for 
discussion. Thus, synthesis was achieved through 
categorisation by Mendeley followed by data 
extraction and quality assessment via Microsoft 
Excel, narrative synthesis through eBook and 
tabulations via Microsoft Excel [9]. 

The research management software Mendeley 
was used to first categorise the amassed literature, 
and then complemented with a self-customized 
Microsoft Excel database to enable the comparison 
of data in the following steps, (i) Data extraction via 
tabulation, (ii) Inclusion and exclusion of literature 
based on its data content, and (iii) Critical appraisal 
based on comparing the data content of included 
literature. 

Firstly, for data extraction, the literature was 
tabulated into three categorised columns based on the 
general information, the in-depth content, and its 
relevance to the review. These columns further 
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branched into their respective filterable sub-columns, 
with each sub-column representing a data set. The 
filter columns feature allowed the same list to be 
rearranged based on a particular data and hence 
illustrated data patterns. Altogether there were 16 
filterable sub-columns referred to as SC.1 to SC.16 

Secondly, the filterable data functioned as an 
inclusion-exclusion filter, particularly for ‘SC.12 – 
View’, where literature without a clear stance on the 
concept was excluded, and ‘SC.13 – Field’ where 
fields of study such as pharmacy education or 
professional development training were filtered out. 
This process narrowed the literature pool to 120. 

Thirdly, the platform was also used in assessing 
the quality of each paper through meticulous 
mapping of relevant data. Citation count was also 
acknowledged, albeit at face value. This process 
eventually narrowed down the list to 64 relevant 
pieces of literature based on overall quality (i.e. 
High=33, Very High=25, Significant=3, Unique=3). 

 
3. Discussion 
 

From synthesizing the literature, a pattern of 
theories, comments and evidence indeed revolve 
around this concept, but they mainly represent either 
extremes of the digital native discourse spectrum, 
viz. the advocates and critics. Interestingly, it was 
found that there exists a third and rare group of 
commentators that have taken new stances, floating 
several steps away from the debate with their 
different perspectives on the argument. This review 
associates itself with this group of upcoming 
perspectives for any new knowledge of this concept 
is not derived from partaking in the debate and 
counting votes, but from inquisitively inferring 
subtle notions from the amalgamation of loud and 
conflicting evidence. 
 
3.1. Existence vs. absence 
 

Prensky’s theory has been much challenged for 
its lack of empirical evidence. Several studies have 
proven that digital natives do not exist, or only 
represents a small group of elites [8], [13], [17], [18]. 
However, one caveat is that these same studies share 
a common trait; in that they predominantly focus on 
young adults. Of the 13 debunking studies included 
in this review, 8 were performed on university 
students [19], [20], [21], [22], [23], [24], [25], [26], 2 
on middle and high school students [27], [28] and 
one had its youngest sampling frame as 20 years old 
and above [29]. 

Only one study included a younger sample in a 
range of 12-30 year olds. This study concluded that 
“When it comes to the generational differences for 
the Internet activities analysed … it is shown that 
very few Internet activities can be ascribed to the Net 
Generation’” [30]. It obviously refutes the digital 

native theory.  However, the same study also found 
that the youngest sample (12-16 year olds), who 
scored highest in the self-efficacy measurement, 
possibly “would have scored higher on the Internet 
skills if they were asked about activities they 
frequently engaged in.” (p.141-142). This 
forethought is noteworthy, for the few empirical 
studies that do provide evidence of digital natives 
concerned samples of 10-11 year olds [31], 8-19 year 
olds [32] and 13-16 year olds [33]. When these two 
bodies of seemingly conflicting evidence are aligned 
together, an assumption that can be made is that the 
younger the sample, the higher the chances of 
encountering digital natives, as illustrated in Figure 1 
below:  

 

 
 

Figure 1. Timeline showing when samples from studies 
debunking and supporting digital natives (DN) were 

born 
 

To declare that a generation of digital natives 
exists, from the basis of this evidence alone, is 
indeed premature. However, perhaps what is 
premature is Prensky’s theory after all. This review 
assumes that Prensky forecasted right but targeted 
the wrong generation, as did the opposition of his 
theory in countering his claims. This integration of 
evidence provides us a new perspective that another 
variable is dictating the pace of our newfound trend. 
This extraneous variable that runs parallel with this 
graphic trend, yet has been made immaterial in the 
discourse is the development of the Internet.  

Taking just two statistics from 2001 to 2013, the 
global-mobile cellular usage rose from 15.5% to 
96.3%, while the global Internet usage rose from 8% 
to 38.8% [34]. Computer ownership experienced a 
sharp rise in the 1990s for the United States [35], as 
was the case for the United Kingdom [36]. This 
entails that the digital natives, who were assumed to 
have been immersed in technologies, were rightly a 
small minority from when technologies were in 
abundance around these elites. 

The digital native concept itself hinges on ICT 
development, for the digital natives are “born after 
1980, when social digital technologies, such as 
Usenet and bulletin board systems, came online. 
They all have access to networked digital 
technologies. And they all have the skills to use 
those technologies” [10]. However, this timestamp is 
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inaccurate as the World Wide Web only came online 
on 6 August 1991 and technology usage and 
ownership only became significant in the mid 1990s 
[37]. Thus, we arrive to the first notion that more 
digital natives will exist with increased technology 
immersion. 
 
3.2. Homogeneity vs. diversity 
 

Another prevalent criticism of Prensky’s digital 
native concept is that it suggests a homogeneous 
group of youth sharing a uniform digital 
competency. As rephrased by skeptics of this 
concept, Prensky [7] assumed them to be “a 
homogeneous group characterized by their wide 
experience and advanced skills in using information 
and communication technologies” [24]. 

In refuting Prensky’s claim, Bennett et al. stated 
that, “it is apparent that there is scant evidence to 
support this idea, and that emerging research 
challenges notions of a homogeneous generation 
with technical expertise and a distinctive learning 
style” [8]. In addition, Jones et al. found from 
research that students comprise of “a complex 
picture of minorities, most of whom engage in a 
wide range of technology uses with a high frequency 
but who do not show a strong impulse towards the 
kind of participation and generational homogeneity 
predicted by Net generation or Digital Native 
inspired literature”[22]. 

We have established the first notion earlier that 
we expect digital natives to currently exist as the 
minority. On the account of homogeneity however, 
we may be content of this to be refuted, if not for the 
reality that Prensky never did mention in any of his 
work that homogeneity is a digital native attribute. 
Rather, Prensky states that “Digital Immigrants 
typically have very little appreciation for these new 
skills that the Natives have acquired and perfected 
through years of interaction and practice” [7], 
informing us through syntax that the focus is on the 
end product ‘the digital native’. This is the premise 
of the concept’s advocates. 

It is therefore realistic to expect that, if studies 
are performed on students who are still in the 
continuum of acquiring and perfecting their skills, as 
illustrated in Figure 3.1., the empirical evidence will 
certainly highlight diversity in digital competence, as 
exactly established by several studies [11], [23], 
[26]. To borrow a language acquisition concept, the 
interlanguage theory, what the evidence portrays is 
the inharmonious process of pursuing digital 
nativeness, in a similar manner as how different 
language learners have varying levels of 
interlanguage in their pursuit of native fluency of the 
same target language [38]. Thus, we arrive to our 
second notion, digital learners have diverse abilities, 
but as they acquire and make perfect their 

competence, they will develop similar skills and 
reach near homogeneity. 
 
3.3. Are Bruneian students digital natives? 
 

On one hand, this review did not intend to 
deconstruct the digital native theory, nor take it as 
the absolute explanation of the phenomenon. Rather, 
it was scrutinized for any inferred truth. It is indeed 
daunting for a country such as Brunei to face the 
prospect of dealing with a new generation of learners 
who have new attitudes and aptitudes [39], rely 
heavily on technology [31] are more open, liberal 
[22], [40] and confident with the Internet [40] and 
are overall better multitaskers [41]. Prensky and 
Berry hypothesized that they have changed or been 
rewired, inasmuch as their brains “likely to be 
physically different as a result of the digital input 
they received when growing up” [42]. 

At this juncture, it is apt to reveal that Brunei is 
ranked 2nd in the world for iPad internet penetration 
[43], 1st in Facebook usage in Asia with 62.3% as 
well as the 2nd highest in Asia for Internet 
penetration with 78%, one below education 
powerhouse South Korea who were at 82% [44]. 
Furthermore, a worldwide study by the International 
Telecommunications Union [14] revealed that 73.7% 
of the Bruneian youth population is digital natives, 
ranking Brunei as 13th out of 180 countries in its 
World Digital Natives ranking. These statistics 
among other overly impressive data has resulted in a 
self-professed conclusion that Bruneian youths are 
without doubt digital natives. The decision of certain 
agencies in juxtaposing this theory against the 
existing phenomenon is perhaps misinformed but is 
currently the best fit for purpose. 

On the other hand, the review has also 
acknowledged the empirical evidence that has been 
amassed to refute the theory. To this end, the paper 
takes the stance that this evidence might also be 
indicative of an ‘interlanguage’ towards digital 
nativeness. This review has underlined two notions 
from this same evidence into revealing that the 
digital native is an imminent outcome, but is ahead 
of its time; that the digital native involves a process 
not experienced by one generation in unison, but in 
current discord experienced by generations attached 
to the advancements of technology, and more 
recently the Internet. Further developments in the 
thrusts of wearable technology, augmented reality 
and artificial intelligence might eventually lay claim 
to the real digital natives. 
 
4. Conclusion 
 

The experience of a 5 year old growing up in 
tandem with a Windows 95 desktop is not 
comparable to the experience of a 5 year old growing 
up with the fluid haptic technologies of 2013. Thus, 
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being critical on the apparent generation misnomer is 
unjust when the digital native is seemingly more 
ascribed to the symbiotic relationship of a generation 
and the immersion of technologies that exist prior 
and during that generation. Only when these two 
independent variables converge, and mastery is 
achieved, can these digital learners be considered 
digital natives.  

This however should not thwart the technological 
initiatives and projects undertaken under the nuance 
of digital natives as it is immersion that forms the 
other half of our symbiotic relationship. Such is the 
current case of our Brunei students. They may 
statistically be ahead of their counterparts and exhibit 
more of the digital native attributes, but still they 
should be stimulated with technology. For now, they 
are digital learners in pursuit of nativeness in an 
increasingly technology-laden world. 
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Abstract 

The total number of Massive Online Open 
Courses (MOOCs) has heavily increased each year 
since 2012. Even if MOOCs are predominantly 
linked to formal higher education, there is a shift in 
some platforms towards skills and competencies 
required by the labour market. In this context, this 
paper provides an analysis of the potential 
contributions that MOOCs could make when used as 
a tool through which specific transversal skills are 
honed, whether they are knowledge-based skills, 
attitudes, or even behaviours, with particular 
emphasis on Spain and Tourism Industry. 

With a proper pedagogy, and by identifying the 
required skills and students’ aptitudes, companies 
can integrate MOOCs in their training programs by 
empowering the required transversal skills required 
to perform the duties of each position professionally 
and efficiently. MOOCs will also benefit work-
seekers by helping them to get prepared to transfer 
the knowledge they have learned before to real-
world practice. 

1. Introduction

Massive Online Open Courses (MOOCs) appear 
to be relatively well established: an online search 
produces more than eight and a half million hits on 
the topic, in the form of articles, blogs, news, 
databases, forums, and so on. This is a huge amount 
of information that offers reflections on the function 
of MOOCs from several different perspectives. 

In 2012 there was a sudden boom in MOOCs that 
saw the large American universities and leaders of 
the movement exploiting the phenomenon. In the 
years since this boom many more universities and 
private companies have jumped on the MOOC 
bandwagon. However, what is clear is that we are 
still very much in the experimental and research 
phase when it comes to MOOC design and 
methodologies, and during this standardizing phase 
we are still exploring their true value for education. 
For this reason, the road that lies ahead is a long and 
winding one and important progress is still yet to be 
made with regards to unlocking their full potential.  

Literature into MOOCs has identified additional 
and equally important problems: firstly, the lack of  

prestige given to the certificates awarded by these 
courses; secondly, the absence of a 
coherent pedagogy; and finally, the high 
dropout rate of students sitting such courses [1]. 
These problems are not beyond the control of the 
institutions that opt to use this type of training 
and they are currently working on solving them. 

In 2012 MOOCs were predominantly linked to 
formal higher education, but in 2013 things began to 
change. One of the most well-know platforms, 
Udacity, decided to turn its attention away from 
higher education towards work-based learning. It left 
strictly academic subjects behind and focused its 
efforts on offering courses that delivered the skills 
and competencies being sought within the labour 
market. It signed agreements with technological 
companies such as Google, Autodesk, Intuit, 
Nvidia, Salesforce.co, AT&T and Cloudera for the 
delivery of training to both potential candidates and 
contracted staff [2].  

In an ideal world, businesses would prefer to 
contract individuals who already possess the skills 
and abilities that the company needs, however in 
reality it is not always possible to find such 
candidates. According to the study by McKinsey on 
education and employment, only 42% of companies 
worldwide feel that recent graduates are ready to 
face the tasks and demands that will be placed on 
them. Essentially, the problem is that there is a gap 
between the skills offered by individuals and the 
skills demanded by companies, and it is one that 
affects over two million jobs vacancies that 
European companies find themselves unable to fill 
[3]. Furthermore, only 30% of people believe that 
traditional teaching-learning methods help them to 
acquire the skills they need to find work [4]. 

2. MOOCs for the business market

Companies often rely on external government 
funding to offer continuing education to staff. The 
typical training course offered in-house is normally 
based on the least effective of educational methods: 
virtual or physical classrooms, with a professor who 
dictates information while students listen and read. 
Under the current circumstances in which there are 
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many newly emerging professions, small companies 
cannot afford to spend years waiting for the right 
course to be developed, nor can they waste time and 
money on delivering the wrong course. Today’s 
companies need to act fast and they need to engage 
staff in effective and deep learning so that the 
individual is capable of applying their knowledge in 
the performance of his or her duties. The solution to 
this problem are personalised training courses. 
Hypothetically, MOOCs are more than capable of 
providing such training, especially when combined 
with new technologies and new pedagogical 
approaches. 

Universities have much to offer by way of MOOC 
creation, although at this time the existence of viable 
business model from an economic perspective, remains 
unclear. MOOCs require institutions to make 
considerable financial investments and given that they 
are freely and openly available it still remains to be 
seen what the return is on this type of investment. That 
said, in offering MOOCs, universities are contributing 
to society by providing continuing education to all and 
essentially fulfilling one of their main duties.  

Independently of the training on offer via different 
marketplaces (OCW, Udemy, Tutellus, iTunes, 
YouTube EDU, some of which are not classified as 
MOOCs), when it comes to work-based learning is it 
worth further mentioning the initiative undertaken by 
Udacity. Udacity began its journey as a spin-off from 
the University of Stanford by offering academic 
courses such as Artificial Intelligence. However, since 
2014 it has refocused its energies and now dedicates its 
time and efforts to offering open access courses for 
work-based training to companies that meet the 
demand for more sector specific competencies that are 
required by the labour market, i.e. computer platform 
programming. Under this new business model it 
generates revenue by charging for certificates or 
personalised tutorials and not for the courses 
themselves. 

3. Objective and methodology

The present paper discusses the state of Massive 
Open Online Courses in Europe, and in particular 
Spain, as of February 2015, at the beginning of 
Erasmus + Project (Destiny Project: http://destiny-
eu.net/). It is focused on data corresponding to MOOCs 
in Spain and explores the potential of such courses 
when used as a tool for offering transversals skills and 
competencies-based professional training to facilitate 
job hunting or work-based training. The study also 
provides a brief analysis of the transversal skills that 
are required by the Tourism Industry. This choice of 
sector was made as a result of it being one of the 
largest sectors of the Spanish economy.  

Several different sources were used to, including 
the MOOC sites themselves in order to verify data. 
Thanks to the reliability of information sources in the 

European Union, such as Open Education Europa, it 
has been possible to obtain and evaluate the data and 
scientific literature that are detailed in this report [5]. 
The sources of information used to prepare this paper 
and the strategy used include: 
1. A review of scientific bibliography.
2. A review of videos and conferences relating to

MOOC trends.
3. An analysis of the website

openeducationeuropa.eu.
4. A search of MOOCs by universities and by

platforms.
5. Use Software Tableau Public to analyse database

and to obtain graphics
http://www.tableau.com/public/.

6. A search for occupational and sector specific
transversal skills.

7. Interviews with Spanish university professors who
teach within the field of Tourism Studies.

4. The unlocked potential of MOOCs for
work-seekers and employees 

Open Educational Resources offer the potential for 
increasing access to education and improving the 
quality and affordability of teaching and learning in 
Europe. We argue that the most successful way to 
achieve this is via MOOCs, which are one of the most 
recent advances to emerge in free and open education. 
In this given moment, and generally speaking, MOOC 
suppliers need to rethink different approaches to 
MOOC design from the perspective of content 
delivery. For the purposes of this report, two issues are 
of particular concern: 
- Certain competencies are difficult to deliver via 

MOOCs if we lack a suitable methodology. 
- Educational quality control measures need to form 

an essential part of such a methodology to ensure 
effective teaching and learning.  
MOOCs could play an important role in driving 

forward educational innovation and transforming 
higher education. They have the potential to become a 
tool that acts as a bridge between an academic 
education delivered by secondary schools and 
universities and the needs of the labour market: 
MOOCs that focus on delivering specialised training 
and the acquisition of the work-based skills that are 
needed to successfully perform the contractual duties 
in question would most certainly offer a bridge 
between traditional academia and the needs of the 
labour market for all levels of training [6]. In doing so, 
MOOCs could reduce a company’s outlay on training 
costs, and enable them to deliver content to vast 
numbers of staff easily, both of which create a 
significant positioning advantage for MOOCs over 
other formats.  

Businesses need potential candidates who already 
possess all the necessary training, and where possible, 
qualifications that are required for the job. Employees 
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must therefore be motivated to gain the skills needed 
for the duties required of them. On this premise, it is 
likely then that both company the executives and its 
employees will discover the benefits of MOOCs as 
there could be significant benefits both for the 
individuals and companies. 

5. MOOCs: a statistical breakdown

In 2014 there was a boom in the creation of 
MOOCs, both within Europe and internationally. The 
number of MOOCs launched in Europe has doubled 
since then, from 458 courses in February 2014 to 1040 
courses as of February 2015. At an international level 
there has been a similar trend that has seen the number 
of courses double from 1654 MOOCs in February 
2014 to 3081 MOOCs by February 2015. 

Figure 1. Growth rate of European versus Non-European 
MOOCs (See interactive graphic: http://goo.gl/rBWSnC) 

Onah, Sinclair & Boyatt [7], identify high dropout 
rates as a major problem confronting MOOCs. They 
mention that the high dropout rates on this type of 
course are the result of several factors: a lack of 
motivation to continue with the course until its 
completion; an inability to devote the necessary time to 
study due to work loads; course difficulty; the lack of 
available support (such as digital literacy and 
mathematics); and the poor quality of learning 
materials. 

6. Europe and Spain: the regional and
local panorama 

Those countries with the largest numbers of public 
and private universities creating MOOCs include: 
Spain (73), France (71), the United Kingdom (67) and 
Germany (67). These are closely followed by Italy 
(18), the Netherlands (15) and Portugal (12). In the 

remaining European Member States few institutions 
contribute to the creation of MOOCs.  

Spain offers the largest number of MOOCs within 
the European Union, with a total of 288 courses. 
However, as some of these have been run more than 
once, it could be said that 312 courses have been 
delivered to date (data updated February 4th, 2015). 
The following map illustrates the European countries 
in which MOOCs are being created. 

Figure 2. Distribution of MOOCs per European countries 

An interactive table and graphic available on 
http://goo.gl/7tYS7T, shows MOOC availability 
according to subject. 

Spain leads the way in the overall number of 
MOOCs created, although the U.K has created more 
MOOCs in the specific subjects of Applied sciences, 
Humanities, Natural sciences and Social sciences. 
(See interactive graphic: http://goo.gl/3AxBgA). 

In Spain, 73 institutions have created some form of 
MOOC. The most active of these include the 
Polytechnic University of Valencia (UPV), the 
National Distance Education University (UNED), and 
the University of Cantabria. Although both the UPV 
and UNED have their own MOOC platforms 
(https://www.upvx.es/ & https://iedra.uned.es) both 
continue to share courses on the Miriadax platform. 
(See Interactive Graphic: http://goo.gl/h5lcg6). The 
distribution of MOOCs launched in Spain by subject 
area: Science and technology (68), Social Sciences 
(55), Mathematics and statistics  (48), Business (44), 
Humanities (40), Applied sciences (34), Natural 
sciences (15) and Arts (8).  The next graph shows a 
breakdown of MOOCS by subject and country in the 
European Community. See complete list: 
http://goo.gl/6LNXZR 

MOOCs in Spain are predominantly focused towards 
minimizing gaps in the higher education system, and in 
having an academic foundation: 

1. Filling knowledge gaps that novice students may
have by offering introductory courses or foundation 
courses, e.g. Basic Mechanics for Engineers, or Basic 
Maths.  

2. Filling gaps in the curriculum, e.g. Fundamentals
of Microeconomics, Financial Investment and 
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Taxation, Introduction to Economics, Descriptive 
Statistics, Graph Theory, Mathematical Foundations, 
Probability, Basic Maths, Integration by substitution 
and Integration by partial fractions, Introduction to 
Chemistry, The Basics of Electromagnetism, Basic 
Chemical Analysis, Biostatistics, Basic Pharmacology, 
etc. 

3. Providing generic tools that enable students to
complete coursework and university studies, e.g. How 
to Write a Thesis. 

4. Providing continuous training to improve the
quality of teaching, e.g. Educational Innovation, 
Educational Technology, Flipped Classroom, Personal 
Learning Environments (PLE) to Help Staff Manage 
Their Learning, etc. 

5. Offering promotional courses such as Business
Models in order to capture students for other courses 
(online or classroom-based courses) that must be paid 
for.  

To a lesser extent it is possible to find courses for the 
following: 

1. Specialised content linked to Technology and
Science: Apps Programming, Creating and Editing 
Media, E-marketing and Commerce, Web 
Development, CAD, etc. 

2. Self-help courses and personal development tools
such as Skill Building via Personal Coaching, 
Improving Mental Agility, Creative Techniques, and 
Mindfulness to Control Emotions. 

3. MOOCs with content clearly targeting
professionals: Open Data, Business Opportunities 
Linked to Open Source Data, Hotel Management, 
Sports Marketing and Communication, Human 
Resource Management for NGOs, Cross-platform 
Apps Development, How to Introduce Best Practice, 
Business and Project Management, E-commerce, 
Social Media, Online Marketing Strategies. 

There are also MOOCs that provide transversal 
skills, such as Delivering Effective Presentations 
developed by the University of Cantabria, which has 
been run four times; Professional English and German 
for Spanish Speakers, developed by the National 
Distance Education University (UNED), and How to 
Perform Searches on the Internet and Transversal 
Skills for Entrepreneurs, delivered by the Polytechnic 
University of Valencia. 

Courses clearly targeted at developing professional 
skills that will then be applied in the workplace can be 
found under the categories of Business and Science 
and technology, although it is also possible to find a 
few within the category of Social Sciences. 

In general, the courses on offer in the different 
subject areas are academic MOOCs, which is to say 
that they complement the content that can be found in 
the curriculum of university qualifications, except for 
the subjects of Business and Science and Technology. 
In these subjects, the majority of courses are aimed at 
entrepreneurialism and the use of applications and 
technological advances and as such the content is 

slightly different to those courses that are entirely 
academic in nature. Overall it appears that MOOC 
courses are not designed to assist individuals integrate 
themselves into the labour market as they do not 
provide the skills that would be useful in terms of 
preparing for new employment. 

7. MOOCs and Transversal Skills
according to the EU 

The free training that is provided via MOOC 
courses to anyone around the world that also allows 
them to study and gain knowledge at their own pace is 
an incredibly useful tool for those seeking 
employment, or for those looking to update their skills 
for the job they already hold down. However, two 
issues need to be addressed: firstly, the certificates 
awarded by MOOC courses are not held in very high 
regard and lack prestige, and secondly, there is no 
adequate methodology in place for MOOC courses. It 
is possible to solve these issues by encouraging 
businesses to recognise the importance of MOOC 
courses and to play their part in the design and 
pedagogy behind such courses [8].  

Companies are looking for workers who hold 
professional qualifications, who know what to do, who 
possess the skills and abilities needed to perform their 
duties. As such, it would be sensible and desirable to 
have MOOC courses that focus on delivering content 
that covers the skills and abilities required by specific 
professional occupations [9]. According to the 
European Lifelong Guidance Policy Network [10] 
Transversal Skills as defined as: “the skills individuals 
have which are relevant to jobs and occupations other 
than the ones they currently have or have recently had. 
These skills may also have been acquired through 
non-work or leisure activities or through participation 
in education or training. More generally, these are 
skills which have been learned in one context or to 
master a special situation/problem and can be 
transferred to another context.” 

Anyone interested in receiving training would agree 
that gaining knowledge is a fundamental aspect of this, 
however it should not be forgotten that what is really 
important is that companies need workers who also 
possess all the necessary professional skills and 
abilities for their position. When designing a MOOC, 
in addition to defining the content that should be 
taught, a specific method should allow students to 
acquire the transversal skills needed for the job. Thus, 
it is important to not only teaching content but to also 
developing skill sets. Skills are not taught, they are 
trained and perfected; as such it is necessary to provide 
the right tools, tasks and activities that will provide 
students with the change to train the skills needed for 
their occupation. In doing so, companies will begin to 
value MOOCs and the certificates awarded by such 
courses will gain prestige. Those MOOCs that offer 
transversal skills in addition to standard content will 
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act as a bridge between students and employers by 
connecting the knowledge and skills of the former to 
the needs and demands of the latter, thus enabling them 
to perform well at work. This however, will require a 
methodology that is based on delivering a combination 
of content together with practical activities that the 
student must do in order to put into practice the skills 
being learnt.  

The MOOCs that have been analysed in this report 
and in the context of the EU are not focused on 
delivering and developing transversal skills, with the 
exception of some in the area of Science and 
technology. These courses are more focused on the use 
of computer applications and the creation of products 
that meet social needs, and on entrepreneurial activities 
and are delivered in such a way so that students are 
required to complete tasks to train the skills being 
covered in the course. 

8. MOOCs and employment in the
Tourism Industry 

The Tourism Industry provides a huge number of 
different services and as such there is a great demand 
for specific types of expertise, depending on the 
occupation. This sector is dramatically reinventing 
itself, and it is now one in which innovation, 
entrepreneurial approaches, and technology are driving 
forward the introduction of new tourism models, new 
companies and new occupations.  

8.1. What can MOOCs offer the Tourism 
Industry? 

MOOCs can offer the specialised training required 
by existing and newly emerging occupations in this 
sector. On one hand, jobseekers can learn and practice 
the professional skills and competencies demanded by 
this sector, and on the other hand business will have a 
tool that can be used to overcome the challenge of 
finding adequately trained staff as trends change. In 
this context, the cost and financial investments 
involving in delivering continuous training programs 
and the on-going training of staff is a challenge that 
needs to be addressed in this sector. The use of 
MOOCs to overcome this challenge means that 
businesses can do the following: reach a larger number 
of individuals; keep training costs lows, even for large 
numbers of staff; make training hours flexible without 
affecting an individual’s work schedule; reduce 
training cost associated with venue hire or travel; train 
staff professionally by suiting the company’s 
requirements. 

MOOCs offer an alternative way of training that is 
efficient and easy to implement, even the largest of 
companies looking for a successful training solution 
for their staff. In the business world the goal is to train 
a growing number of people in such a way that allows 

them to develop their professional skill set whilst 
working for the company. In addition, the 
qualifications awarded (accredited by universities and 
business) could prove to be very useful for the students 
of such courses as they can be used to improve career 
opportunities both inside and outside of the company. 
However, one difference that separates the academic 
approach from the business approach regarding 
MOOC use is that in the business world it appears that 
holding a certificate is less important than the ability to 
demonstrate the correct use of a specific competence 
and successfully perform the job at hand. This fact is 
linked to learning specific competencies for an 
occupation, which is possible to develop via MOOCs. 
The generic transversal skills that are relevant to the 
Tourism Industry include: 
- Good customer service 
- Friendliness 
- Verbal communication 
- Foreign languages: English and German 
- Helpfulness 
- Organisational skills 
- Teamwork 
- Decision-making 
- Inter and Intra-personal communication: The 

ability to communicate and interact with others 
- Respect for diversity: Accept cultural differences. 

Understand cultural differences  
- Empathy 
- Use of sector specific I.T systems 
- Creative thinking, inventive and taking the 

initiative 
- Leadership qualities and motivational skills 
- Responsibility 
- Tolerance 
- Problem solving and results analysis 
- Strategic planning 
- Public Relations 
- Negotiation and Persuasion 
- Memory 
- Tidiness 
- Mindfulness and awareness 
- Problem-solving 

In the university context, students of the Degree in 
Tourism must undertake practical work experience in 
companies from this sector. A study by Fuentes, 
Muñoz and Talón [11] on the competencies acquired 
by students during their practical training, reveals that 
the undergraduates prefer to carryout their training 
with the following: hotels (64%), event management 
agencies, conferences and congresses (58%), tourism 
offices (39%), tour operators (31%), public agencies 
(27%) and museums (21%). This provides an 
indication of the future occupation areas in which 
students are most likely to want to prepare themselves 
for professionally. This enables us to predict the types 
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of specialisations that would draw significant interest 
should they be offered as MOOCs. 

9. Conclusion

The expertise, skills and values related to a specific 
field or discipline are important elements that a 
university graduate will bring to the workforce. 
However, generally speaking, when students join the 
workforce they are often ill prepared, or at least not 
consciously aware, of how to transfer the values and 
generic skills that they have gained and apply them in 
practice. As such, it is important to ground training on 
the acquisition of competencies in order to ready 
students and empower them not only to be 
knowledgeable, but also efficient and capable of 
applying the knowledge they possess to the task in 
question once they find work. It is essential that 
training courses are orientated towards improving 
competencies, and that assessments are included to 
enable students to track the progress that they are 
making. In addition, it is important to research the 
labour market and identify the competencies that 
students will need to acquire so that the transition from 
academia to the workforce is as smooth as possible, 
regardless of the entry level of the position in question. 

MOOCs offer a powerful tool through which it is 
possible to empower learning through the introduction 
of innovative elements, both technological and 
pedagogical. It is their flexibility and their capacity for 
integrating distinct learning elements –both formal and 
informal– that makes MOOCs such an interesting 
format for both the academic and professional spheres.  

If a business is considering using a MOOC as part 
of its training program it must take into account 
students’ aptitudes, clearly define the concepts the 
students are expected to learn under their own 
initiative, and also clearly distinguish between 
universally applicable transversal skills, and those 
which are the sector specific generic, basic and specific 
transversal skills. The company must also clearly 
define the level of the course and its scope and the pace 
at which students are expected to complete the course 
and its associated competencies. 
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How a Sociocultural Perspective and Geopolitical Context Affect Student 
Success in an Educational Program and the Implications for International 

Program Design 

Thomas Cornell 
Webster University, St. Louis, Missouri, USA 

Abstract 

This study will focus on how sociological 
perspectives of participants and the geopolitical 
context in which they live impact their success within 
an educational program. The application of 
multimodal literacy and transliteracy will be 
examined. This ethnographic study uses observation, 
structured and open-ended interviews, and group 
discussions. The ultimate purpose is to develop a 
theoretical model that can be studied further by 
future researchers examining the factors that are 
necessary in delivering successful educational 
programs around the world.  

1. Introduction

This researcher, like many others, entered the 
literacy field of study before the advent of computers 
and other digital devices. To say that the field of 
literacy has been profoundly affected by all the 
various kinds of digital devices and modes of 
communication would certainly be an 
understatement. More importantly however, this 
researcher is interested in conducting a study on how 
the use of these digital devices can enhance the 
education for a specific population and increase their 
quality of life because of it. We must realize while 
the use of digital devices is not the only factor that 
affects the outcome for students’ learning. Students 
grow up in different cultures around the globe and 
therefore, the sociocultural aspects and geopolitical 
context will also be studied to determine if a general 
heuristic and/or protocol can be developed that 
others can follow as they implement educational 
programs around the world. 

How can we apply multimodal literacy practices 
and transliteracy to develop a model that can be 
followed to deliver successful educational programs 
around the world? This question is certainly a very 
complex one as education is always embedded 
within a sociocultural perspective and a geopolitical 
context. For example, how educational programs are  

delivered in Ghana, Africa are very different from 
how programs are delivered in Bangkok, Thailand. 

2. Definition of terms

Multimodal literacy was first proposed by Jewitt 
and Kress as understanding different ways of 
representing nowledge and meaning-making. It 
refers to the processes of literacy such as reading, 
writing, talking, listening, and viewing within 
various media. It is also defined as the use of 
multimedia texts through digital media as well as 
print [5]. 

Transliteracy is the ability to read, write, and 
interact across a range of platforms, tools and media 
from signing and orality through handwriting, print, 
TV, radio and film to digital social networks [6].  

Digital media refers to any device or collection 
thereof that allows the user to understand or deliver 
information through electronic means. Carrington 
refers to these devices as the new ‘textual landscape.’ 

Sociological perspective refers to a point of view 
that society and culture are major factors influencing 
personal development. 

Geopolitical context within this study will refer to 
how the politics within a specific country and/or 
region is influenced by geographical factors. 

3. Purpose of Study

This study will examine how multimodal literacy 
practices and transliteracy develop within a 
sociocultural and geopolitical context at one specific 
site. The ultimate purpose is to develop a theoretical 
model that can be studied further by future 
researchers examining the factors that are necessary 
in delivering successful educational programs around 
the world? 
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4. Design

  An anthropological field-study approach of 
ethnography will be used in this study. The 
study will include observation, structured and 
open- ended interviews [1], and group 
discussions with participants as well as 
administrators of the program at the site. 

Grounded hypotheses will be developed as 
the data is analyzed to propose a heuristic for 
analyzing factors that lead to successful 
international educational programs. An ethnographic 
design was chosen for the following reasons: (1) it 
will provide a comprehensive examination of the 
environmental factors that contribute to student/
program success, (2) it may lead to insights or new 
hypotheses, and (3) since no specific hypothesis is 
detailed, it will give the researcher the 
opportunity to examine many factors that 
affect student success within an international 
context. 

5. Population and Sample

   The proposed site will be an international campus 
in Africa from a university in the United States. The 
sample of convenience will be a group of students 
and administrators that have been identified from this 
international campus as willing participants in the 
study. 

6. Limitations of the Study
 
  This study may have study design limitations 
because of the constraints of the population sample. 
There may also be some limitations on the 
generalizable impact of the findings because of the 
characteristics of the sample. The nature of self- 
reporting by participants may also be hindered by the 
perceived effects of their participation in the study 
because of their sociocultural perspective and 
geopolitical context. The researcher also may 
contribute his own biases or understanding because 
of his sociocultural perspective and geopolitical 
context. 
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Understanding the Differing Motivations of International University 
Students: A present-focused cultural comparison 

Luke Carson  
Hiroshima City University, Japan 

Abstract 

Good educators hope to provide the best 
opportunities for improvement for their students. As 
universities internationalise, becoming intercultural 
contexts, so do the student groups. While this can 
create a very useful learning environment, reflective 
of today’s globalised society, it also means that there 
are more variables at work in classrooms and 
lecture halls, which is an area of concern for 
university educators and administrators. 

While motivations differ on an individual level, 
the cultural, social and economic realities of 
students’ home countries have a significant impact 
on their motivation to study internationally during 
university, and on their expectations and behaviours 
during the international learning experience. This 
paper illustrates some of the significant differences 
in the motivations and behaviours of two national 
students groups – Chinese and Japanese – who are 
often viewed as part of the larger single regional 
group of East Asian students.  

1. Introduction

Two significant student groups choosing to study 
abroad are Chinese and Japanese university-aged 
learners. These two groups are discussed in this 
paper as their geographical location often results in 
their being viewed together, as somewhat similar, by 
receiving Western universities. While it can to some 
degree be useful for Western institutions and 
educators to understand ‘Eastern’ perspectives in 
order to better understand and facilitate the learning 
of these students, viewing them as a single group of 
students can also be misleading. This paper 
highlights some of the distinctly different 
motivations and resulting behaviours of international 
students from these two geographically close 
countries, briefly outlining some of the present-day 
cultural and social factors behind these differences. 
These findings make a strong case for a fuller 
understanding of not regional ‘learner profiles’, but, 
at the very least, at the more micro national level. 

4. Background

“The dialectic between cultural  determinism and 
individual agency lies at the heart of intercultural 
communication study. Indeed, we must understand, 
but not overestimate the patterned constraints of 
culture when interacting with “others” because all 
cultural actors are not alike” [1]. In any discussion of 
culture and its influence, it is necessary to recognise 
the complexities of individuals so as not to provide 
explanations of thought and behaviour that are overly 
deterministic. While Cargile’s (2015) position above 
very importantly and validly focuses the ‘individual’ 
in the intercultural context, we can apply the same 
approach that that of geographic regions, and the 
individual ‘national’ actors within them. While the 
author of this paper is in full agreement with the 
individual nature of learning and the motivations and 
behaviours that facilitate it, the influence of culture is 
always present, unconsciously embedded within our 
thoughts, perceptions and resulting actions. 

Beyond the provision of second language learning 
opportunities where required, what other educational 
considerations are involved  in providing 
international students with a valuable learning 
experience? Are there are benefits to understanding 
international students groups on a regional level? Are 
there important differences between Western and 
‘Eastern’ groups of students? Many researchers think 
so. There are several empirically researched 
cultural models available [2], [3], [4], which 
provide us with useful understandings of thought 
and behaviour in distinct cultural contexts, 
sometimes of specific national cultures [5]. Yet, 
in practice, in the case of Western universities’ 
considerations for international students, this 
invariably becomes larger groups of students – 
native English speaking students, Asian students 
and so on. 

The cultural models do provide understandings of 
regional patterns also that may have relevance to 
Asian student behaviour – higher degrees of 
collectivism and power-distance informed 
hierarchical relationships do indeed inform modes of 
participation in learning environments. Nisbett [6] 
and others [7] make clear distinctions between the 
thought processes of Westerners and ‘East Asians’. 
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Davies [8] takes this position further, examining 
the critical thinking of such learners and making the 
case for the need to “explicitly teach critical 
inference-making skills” to Asian students who are 
studying in Western university contexts. Practically, 
these concerns have mostly concretely led to the 
provision of academic writing and critical thinking 
courses for international students in Western 
universities. 

But are these conceptions of learners static? 
Do they manifest in the same way in each 

country, for all ‘Asian’ learners? Not in all cases – 
Sun & Watanabe [9] give us an example of this 
through their research on the different manifestations 
of collectivism and individualism in China and 
Japan. 

Figure 1. Collectivism in China and Japan 

Somewhat counter-intuitively, given the figure 
above, Hofstede’s research [5] gives China a much 
higher collectivism scoring than Japan. Although 
these different understandings clearly require more 
expansive research, they do highlight cultural 
differences between two countries that are often 
grouped together. 

And what of differing combinations of economic 
development, social change and globally 
interconnected realities? Some researchers point to 
the need for Western universities to ‘de-westernize’ 
their curricula [10], [11]. While this may be a wise 
approach, present-focused understandings of other 
cultural contexts would also seem necessary, if this 
‘de-westernization’ is to result in currently relevant 
curricula. 

4. Methodology

A theoretical sample (N=100) of an equal number 
of Chinese and Japanese university students were 
surveyed about their motivations for studying abroad 
and behaviours once there. Both groups were 
comprised of students who were spending one year 
of their university careers studying abroad. In the 
case of the Chinese student group, they were 
studying in Japan, while the Japanese student group 
were studying in various foreign countries (not many 
Japanese university students study abroad in China). 
All participants were from universities with similar 
academic rankings (upper mid-tier universities). 

5. Findings

While presentation of all the findings is beyond 
the scope of this paper, two specific findings are 
discussed that illustrate significant differences in the 
motivations and behaviours of these student groups. 
These findings are important given some of the 
widely held ideas about teaching East Asian students 
– that they are “quiet and passive…dependent on
lecturers…focused on grades” [12]. 

The participants were asked about their purpose 
for studying abroad, and were allowed to answer 
freely giving as many reasons or motivations as they 
had.Their answers were thematically coded and are 
presented here. 

Table 1. Motivations for study abroad 

Motivations 
for study 
abroad 

Chinese 
participants 

Japanese 
participants 

Considering 
wa career 
abroad 

52% 8% 

Considering 
graduate 
school abroad 

26% 6% 

It will benefit 
my job 
hunting in my 
country 

96% 50% 

To improve 
language 
ability 

90% 96% 

To experience 
life abroad 

40% 92% 

I am 
interesting in 
this specific 
country 

42% 96% 

To learn about 
the world 

58% 86% 

Comparing these reponses across national 
cultures highlights some visible differences. Some of 
these findings also differ from some found of the 
existing literature [12],[13]. The motivations for 
study abroad display a clear difference, with the 
majority of Chinese student participants engaging in 
study abroad with the intention of either working 
abroad or doing further study abroad. Almost all 
Chinese participants (96%) were strongly motivated 
to study abroad based on their belief that the 
experience would enhance their job-hunting 
prospects in China. These motivations are in stark 
contract to the Japanese participants, with only half 
viewing the study abroad experience as something 
that could benefit job-hunting prospects in their 
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home country, and a very small minority interesting 
in further study (6%) or careers (8%) abroad. 

Participants were also asked about their learning 
and study behaviours while studying abroad. A very 
interesting finding in this regard related to grades. 
All of the participants chosen were attending 
programmes at ‘sister universities’ where credits 
receiving during the study abroad period could be 
transferred to the home institution upon return. 
Participant responses about grading are illustrated in 
the table that follows. 

Table 2. Grade considerations while studying abroad 

Chinese 
participants 

Japanese 
Participants 

I was 
concerned 
about my GPA 
while studying 
abroad 

90% 32% 

I attempted to 
achieve an A 
grade in my 
course while 
studying 
abroad 

82% 12% 

I spoke 
directly to a 
teacher(s) 
outside of 
class time to 
ask some 
specific 
questions 
about the 
grading system 

78% 0% 

I was simply 
happy to pass 
the courses 

20% 88% 

In the case of the Chinese students, the 
participants in this study did not present as either 
quiet or passive. Rather (see Table 2. above), they 
were very proactive in working towards their goal of 
achieving high grades. On the other hand, the 
Japanese students had very little focus on grades 
during their study abroad period, rather simply 
seeking to pass their courses (88%). 

A present-focused consideration of these 
participant answers may provide us with some 
insight. Almost all of the Japanese participants in this 
study intended to work in Japan upon graduation. 
Unlike many countries, there is not a focus on grades 
or grade point average (GPA) within Japanese 
universities, or for that matter, among Japanese 
employers when  hiring new graduates. This, 
combined with a context that has now had several 
generations of economic development and stability, 
and a context that still values harmony over 

competition, has created an environment today where 
Japanese university students are not grade focused. 
This is very different from present day China, with 
newer economic development, high-income 
inequality and stiff competition for employment. 

6. Conclusions

Universities accepting increasing numbers of 
international students need to provide learning 
environments in which these learners are both 
supported and motivated. This position is both an 
economic and an ethical one. In order to keep 
receiving international students, universities need to 
provide them with a service they perceive as having 
value, and as having more value than competing 
alternatives. Universities are also centres of learning, 
and are as such, charged with being able to most 
appropriately support the learners they are receiving. 
For international students, this in the first instance 
means supporting each student as an individual, and 
not taking a singularly culturally deterministic 
approach to the avenues of support available. 

However, as the students are, to some degree, 
products of their cultural environments, they can be 
best supported by systems that can take this into 
consideration, though not in an overly prescriptive 
manner. While some of the broader categorisations 
of learner groups – East Asians, for example – do 
provide valuable information in some ways, they can 
also be misleading by not accounting for the very 
distinct present-day cultures, with differing 
economic and social realities that exist within this 
region. As the findings presented here indicate, there 
are distinct motivational and learning behaviour 
differences visible on a national comparison basis 
within this region. If university educators expect 
these students to present with similar purposes and 
patterns of participation, and intend to support them 
from such a position, the learning environment will 
be in optimal for all. 

With increasing globalisation and change in the 
interconnected knowledge society, it is likely that the 
pace cultural change will increase, creating the need 
for constant updating of specific understandings of 
external cultures, of the realities of incoming 
students and their learning needs. 

7. References

[1] A.C. Cargile. Being Mindful of the Habitus of Culture. 
China Media Research, 2011, 7(3), pp. 11-20. 

[2] E.T. Hall. & M.R. Hall. Understanding Cultural 
Differences: Germans, French and Americans. 
Intercultural Press, Boston, 2004. 

[3] G. Hofstede. Culture’s Consequences. Comparing 
Values, Behaviors, Institutions and Organizations Across 
Nations. Sage Publications, London 2009. 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 119



[4] H.C. Triandis. Culture and Social Behavior. Mc- Graw-
Hill, New York, 2014. 

[5]   G.   Hofstede.   (Cultural   Dimensions,   2017. 
https://geert-hofstede.com/cultural-dimensions.html 
(Access Date: 14 January, 2017) 

[6] R.E. Nisbett, . The Geography of Thought: How Asians 
and Westerns Think Differently…and Why. Free Press, 
New York 2004. 

[7] R. Nisbett, K. Peng, I. Choi, & A. Norenzayan. Culture 
and systems of thought: Holistic versus analytic cognition. 
Psychological Review, 2001, 108(2), 291–310. 

[8] W.M. Davies. Cognitive contours: recent work on 
cross-cultural psychology and its relevance for education. 
Studies in Philosophy and Education, 2007, 26, pp.13-42. 

[9] R. Sun, & M. Watanabe. Chinese and Japanese 
enterprise culture comparisons: praising and scolding. (The 
Japan Society for Management Information Journal), 2014 
pp. 69-72. 

[10] B.  Leask. Internationalizing the Curriculum. 
Routledge, Oxon, 2015. 

[11]   R.   Breit,   L.   Obijiofor,   &   R.   Fitzgerald. 
Internationalisation  as  De-Westernization  of  the 
Curriculum: The Case Study of Journalism at an Australian   
University.   Journal   of   Studies   in International 
Education, 2013, 17(2), pp.119-135.  

[12] S-H. Chuah.   Teaching East-Asian Students: Some 
Observations. The Economics Network, 2010. 
https://www.economicsnetwork.ac.uk/showcase/chuah_int
ernational (Access Date: 14 January, 2017) 

[13] M. Li, & J. Campbell. Cultural Adaptation: A Case 
study of Asian students Learning Experiences at a New 
Zealand University. EDU-COM International Conference, 
2006.from: http://ro.ecu.edu.au/cgi/viewcontent.cgi?article 
=108 5&context=ceducom (Access Date: 14 January, 
2017) 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 120



Culture, Local Language, and English-medium Instruction in International 
Students’ Adaptation to Asian Higher Education 

Jeongyeon Kim 
Ulsan National Institute of Science and Technology 

Abstract 

In the midst of intense global economic competition, higher education in 
many non- English-speaking societies has rigorously expanded 
internationalization and seen a dramatic increase of international students. As 
students who learn English to go to non-English-speaking countries far 
outnumber those who learn English to go to English-speaking countries [9], 
some non-English Asian countries including South Korea have become visible 
higher education providers for the past decade, namely ‘emerging contenders of 
higher education’ [7]. Given the rapidly growing diversity in non-English- 
speaking higher education contexts, policy researchers have examined different 
trajectories of internationalization mostly from the perspective of local 
stakeholders. These foci on local stakeholders are limited in that the 
international population of the campuses is frequently excluded from the scope 
of research [3]. Few studies address through in-depth analyses the central 
question of how different factors interplay with contextual constraints. To fill the 
gap in research, this study identified the factors that affect international 
students’ adaptation to a Korean university devoted to internationalization and 
examined the interplay between these factors with three research questions: 1) 
What are the major factors involved in international students’ intercultural 
adaptation to a university of a non-English society?; 2) How do the international 
students perceive these factors?; and 3) In what ways are these factors 
interrelated with each other in their contribution to the students’ adaptation? 

This study was conducted in a large research-oriented university located in a 
metropolitan city in South Korea. Under the flagship of globalization, the school 
launched a campus-wide English officialization policy in 2009, which enforced 
the use of English in education. At the time when the research was conducted, 
the university had about 2,700 undergraduates and 1,300 graduate students, 
including 186 international students. A total of 141 international students 
participated in the quantitative survey study, and ten students participated in the 
semi- structured interview for the qualitative part of the study. The participants 
in the quantitative study were affiliated with either business management or 
engineering. None of the participants were identified as native speakers of 
English or from the countries with English as an official language. More male 
participants than female represented the group, and engineering students (78.7 
%) outnumbered business management students. 

For the quantitative data collection, a 45-item questionnaire was constructed 
based on previous literature and a preliminary focus-group interview. Factor 
analysis was employed to identify the factors for the participants’ adaptation to 
the Korean higher education. Subsequent descriptive statistics and correlation 
coefficients calculated the participants’ perceptions of the factors and the 
interrelationship between the factors. In the qualitative part of the study, the 
transcribed interview data with ten interviewees were analyzed using a detailed 
content analysis. 

Factor analysis identified 13 factors which contributed to the participants’ 
adaptation, ranging from their perception of English-medium instruction (EMI), 
perceived local and English language proficiency, to the level of intercultural 
sensitivity. The participants evaluated the current state of EMI negatively, while 
being positive of their English proficiency and the role of English as a lingua 
franca. Their negative view of EMI was frequently associated with the local 
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language used by Korean professors and students in class and group activities. 
In the correlation analysis, the role of their intercultural sensitivity was found to 
be substantial in its relationship to EMI and acculturation to the local higher 
education context. Notably, intercultural sensitivity was negatively associated 
with acculturation to the local context, i.e., their motivation to immerse into the 
local society, which highlights their lack of understanding of culturally-distinct 
aspects, such as the age factor in framing interaction in the local context. 

Learning becomes a culturally pluralistic process, which should be efficiently 
addressed in this non-English-speaking context. Also, given the significance of 
intercultural sensitivity [2] in its relationship with other factors, cultural 
understanding should be promoted in a local language program which can 
facilitate an interculturally-sensitive learning context [1], [6], [10]. The 
participants in the current study recognize the considerable role of the 
proficiency in the local language in their intercultural adaptation. Thus, 
institutional support should include diverse programs to educate pragmatics of 
the local language and culture. Finally, locally-defined sociocultural values and 
conventions, such as the influence of age on interaction, significantly affect the 
formation of the local students’ reactions towards interaction with international 
students, and therefore should be shared with the international students [4]. 
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Constructing and Nurturing Trusting Relationships in Groups and Teams: 
A New Mindset in Special Education 

Laurie Wellner, Kathleen Pierce-Friedman 
Ashford University, San Diego, California, USA 

Abstract 

The topic of trust within individuals, groups, and 
teams is seen as an under-explored topic though 
fundamental to our everyday work in the field of 
education and more specifically to that of special 
education. Intentionally building and maintaining 
trusting relationships between parents of children 
with special needs and their teachers, 
administrators, and service providers takes time and 
skill. 

These vital connections often end in conflict 
causing the planning and joint decision-making 
process to be arduous and at times, contentious. The 
very purpose of these relationships become 
dysfunctional and ripe with controversy. To be 
successful in igniting trust, educators must have the 
skills to deliberately build and maintain 
relationships in order to support families and to 
encourage their meaningful participation in the 
educational process. 

Even with the strong mandates set in motion by 
the federal legislation in the United States, parents, 
caregivers, and educators often find themselves in 
disagreement leading to long term litigation and 
feelings of distrust. Purposeful trust actions with 
parents of students with disabilities can reduce the 
number of complaints and due process cases and 
instead build bridges with our families. Effective and 
long-lasting partnerships necessitate a new 
approach, mindset, and level of consideration in 
order to foster trusting relationships. 

This overview of a research study will identify the 
degree to which trust building factors exist. Trust 
building in the three primary areas: relationship 
building, interpersonal communication, and joint 
decision-making will be explored as well as salient 
subcategories that have been identified. During this 
session a meta-analysis of trust theory will be also 
shared to include those critical variables that are 
imperative to our craft and that we so often take for 
granted. Further, participants will learn simple and 
intentional strategies to cultivate a climate of trust 
with their own practice.  

1. Objective and Motivation

To be a successful transformational change agent, 
one must have the skills to strategically build and 
maintain relationships in order to navigate and lead 
multiple types of organizations and those 
relationships from within. Family engagement, 
successful collaboration, and productive 
communication is often a challenging area in the 
field of special education and reduces the 
effectiveness of our planning for the children 
involved. 

Some reasons for this may be due to lack of 
understanding of the complicated special education 
process, terminology gaps, and parents feeling 
unwelcome or intimidated. 

Based on ongoing research in the field, simple 
strategies for educators will be presented that can be 
easily implemented and improve these essential 
relationships, empower the team building process, 
and ultimately benefit in improved supports for 
children with special needs. 

At the end of this presentation participants will 
● Identify factors contributing to conflict between
parents and educators. 
● Describe strategies to empower the team building
process. 
● Define methods to encourage family engagement
in the educational process. 
● Discover simple and intentional strategies to
cultivate a climate of trust with families within their 
own practice. 
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The Journey from Information to a Praxis-based Academic Induction 
Programme 

Manuela Fernandes-Martins, Esmarie Strydom 
North-West University, Vaal Campus, South Africa 

Abstract 

Teaching experience is not a prerequisite for a lecturer to be appointed in an 
academic position at the North-West University (NWU), South Africa. In 
addition, the teaching, learning, and assessment approach of the NWU is one of 
outcomes-based study within a blended teaching and learning environment. 
Therefore, the challenge was to design and offer an academic induction 
programme that improves the quality of teaching, creates a collaborative space 
for the lecturer to join communities of practice, and kick starts their journey of 
reflective practice from induction to the scholarship of teaching. For this, the 
University has an induction programme or course, for newly-appointed 
lecturers, which is conducted in two phases. Phase 1 allows lecturers to become 
familiar with the higher education landscape and they are introduced to the 
University's Strategic Plan. In addition, they are exposed to the Teaching and 
Learning Strategy, the Policies on Teaching and Learning, and lecturers are 
also offered an overview on research development, community engagement, and 
quality assurance in higher education.  

Phase 2 includes the completion of a reflective portfolio, a lesson 
observation, and workshops. It is a requirement for lecturers to complete a 
reflective and electronic portfolio, or e-portfolio. In previous years, there was 
limited evidence of teaching skills and continuous professional development. The 
concept of the e-portfolio of evidence was explored as a result of the resistance 
to submitting a paper-based file with evidence and attending compulsory 
workshops. The purpose of the e-portfolio is to ensure that newly-appointed 
lecturers demonstrate their proficiency in areas that relate directly to teaching in 
higher education and through reflection, build on their scholarship of teaching. 
This specific strategy of a reflective e-portfolio is also implemented by the 
University's rewards and recognition programme when lecturers take the 
opportunity to participate for the excellence in teaching award. 

Under the guidance of an Academic Mentor and campus Academic Adviser, 
the newly-appointed colleague is also mentored on how to plan lessons, 
implement appropriate teaching methods and strategies that inform critical 
thinking, customise his / her teaching approach by integrating media for 
teaching, relate theory to practice, and deliver an engaging lesson which is then 
observed and video recorded. Following, opportunities exist for the lecturer to 
redeem badges, as part of a reward system, once they have achieved the 
outcomes of the workshops they attend. For example, workshops on the design of 
a learning experience, exam paper development, teaching strategies with regard 
to dealing with large classes, study guide development, e-Assessment, and 
curriculum development. Training is also offered to lecturers on how to use the 
tools of the University's Learning Management System (LMS), eFundi; this 
competency is outlined in the e-portfolio. 

Qualitative data were collected and informed the continuous improvement of 
the academic induction programme. This paper will report on how action 
research was conducted as an approach to changing the current design and 
development of the academic induction programme of the NWU. It will share 
feedback from lecturers who have successfully completed the induction 
programme, and illustrate how academics as teachers engage in their 
professional development through reflective practice. 
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Statistical DIF Analysis of the PISA-2015 Science Literacy Items by Using 
MIMIC and Multilevel MIMIC Models 

Seçil Uğurlu 
Hacettepe University, Turkey 

Abstract 

To compare student performances 
crossnationally, the Organisation for Economic Co- 
operation and Development (OECD) launched the 
Programme for International Student Assessment 
(PISA) in 1997. In every three years, one of the core 
domains, reading, mathematics or science, is tested 
in detail. This time, in PISA 2015 the major domain 
is science literacy [9].  

1. Introduction

Since different language versions of the same test 
are used in these international comparisons, the 
problems of test adaptation and comparison across 
different language versions of tests draw attention. 
Moreover, although some strict translation processes 
are followed during test adaptation, research studies 
indicate that on different language versions of the 
same test the amount of DIF is more than expected 
[1], [3], [10]. 

DIF occurs when an item displays different 
statistical properties in different group settings (after 
all ability levels are checked to be matched). In DIF 
analysis, the performance of two groups (focus group 
and reference group) whose skill levels are matched 
is compared for each item [2]. 

Since PISA has a multilevel structure (individuals 
are nested in schools and schools are nested in 
countries), the employment of DIF analyses that do 
not account for the hierarchical data structure can 
result in incorrect estimates [7]. The MIMIC 
(Multiple Indicator Multiple Cause) model which is 
one of the variations of SEM (structural equation 
modeling) has been discussed in a wide variety of 
contexts, including as a way for detection of DIF in 
educational and psychological testing [4]. For 
detection of DIF in the multilevel data structure, 
MMIMIC (Multilevel MIMIC) model which is a 
variation  of MIMIC model, can be used [4]. 

The purpose of the research is to detect items with 
DIF (in the USA and Turkey sample) in science 
literacy test in PISA 2015 and to determine possible 
reasons for DIF by using statistical and judgmental 
approaches. For this purpose, both the standard 
MIMIC and multilevel MIMIC (MMIMIC) models 
were used when the nested data structure was  

ignored (MIMIC) and when it was taken into account 
(MMIMIC). To compare the performances of the 
MIMIC and MMIMIC model in the presence of 
multilevel data is another goal of this study. 

2. Methodology

Approximately 540.000 students completed the 
assessment in 2015, representing about 29 million 
15-year-olds in the schools of the 72 participating 
countries and economies. In this study, the data used 
were obtained from 312 American and 330 Turkish 
students who completed booklet 31 and booklet 52 in 
PISA 2015. The booklets (booklet 31 and booklet 
52) were chosen for this study because the science
clusters which are used in these booklets are the 
same. These data were retrieved from official PISA 
web site. Besides, in this study two models were 
applied for detecting DIF by using M-Plus 6.12 [7]: 
standard MIMIC model ignoring the multilevel 
nature of the data, and MMIMIC model. 

3. Conclusion

The analyses of the study are still ongoing. 
Results are expected to indicate which items in 
science literacy show DIF, in a cross-cultural 
comparison. With this study, it will be possible to 
determine the causes of DIF in PISA 2015 science 
literacy by using statistical and judgmental 
approaches. 

DIF analyses have been conducted for decades, 
but DIF analyses in multilevel data have been 
considered in very few studies until recently. One of 
them is a simulation study and conducted by Finch 
and French. According to Finch and French, the 
MMIMIC model is clearly preferable to MIMIC, 
because it maintains better control over the Type I 
error rate. In this study these two methods are being 
compared by using real data. The results of the study 
will be compared with other studies to contribute to 
the literacy. So, the results are also valuable for 
understanding the importance of choosing the 
acceptable analysis for researchers interested in DIF 
studies. 
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The Influence of Music Therapy on the Learning of a Second Language by 
Five- to Seven-Year-Old Children 

Sylvia Ingeborg Haering,  Barbara DeAngelis 
University Roma Tre, Italy 

Abstract 

The objective of this study is to evaluate the 
influence of group-based music therapy interventions 
on the process of second-language learning by five- 
to seven-year-old children within a scholastic 
context. To measure the effect of music therapy on 
narrative speech and vocabulary, an eight-week 
experimental condition in which music therapy is 
applied in addition to normal language lessons will 
be compared to an eight-week control condition of 
regular language lessons. To increase the sample 
size, a within-subject design will be applied. The 
project is divided into two sub-projects: in one, 
English is taught to native Italian children; in the 
other, Italian is taught to children with a migrant 
background. The study will take place in Rome, Italy, 
with an estimated 80 children in each sub-project. 

1. Introduction

Due to the war in the Middle East, a growing 
number of people are seeking asylum in Europe—
many of them children. To integrate them into our 
society, language skills are essential. But learning a 
language is a time-consuming process. That is why 
this study wants to evaluate if and how music 
therapy can contribute to the process of language 
learning. 

2. Background

Music therapy is already used to improve 
language and communication skills, though mostly in 
people with impairments in these skills [1]. The 
study, however, by Schwantes [2] suggests that 
children of Hispanic background who are learning 
English as a second language benefit from music 
therapy interventions. Finally, music lessons have 
been shown to enhance verbal memory in children, 
and its long-term effects can be measured until 
adulthood [3]. 

3. Hypothesis

Music therapy improves the second-language 
skills of children aged five to seven in an eight-week  

experimental condition when compared to a eight-
week control condition in a within-subject design. 

4. Method

The study will use a within-subject design to 
increase the sample size and to measure eventual 
follow-up effects. Two months of experimental 
condition will be followed by two months of control 
condition—or vice versa. The control condition will 
receive their regular language lessons, while the 
experimental condition will get additional music 
therapy. The randomization of the control and 
experimental group is not possible due to practical 
circumstances. 

Quantitative testing (Peabody Picture 
Vocabulary Test [4] and Bus Story Test [5]) will take 
place in the beginning and after each condition. The 
focus of the research is on vocabulary, expressive 
language and  pronunciation. Additionally there will 
be video recordings of the music interventions that 
will be analyzed using Grounded Theory to provide 
additional qualitative data on the learning process of 
the children. The study will be divided into two 
subprojects: (1) Italian children learning English and 
(2) migrant children learning Italian. 

The study will be conducted with an approximate 
number of 8 classes in sub-project 1, and 6 classes in 
sub-project 2 in four elementary schools in Rome, 
Italy. 

5. Expected results

The level of language skills that can be measured 
by quantitative methods must always be considered 
as a moment within the natural process of language 
acquisition [6]. Thus it is likely to find improvements 
in both experimental and control condition. 
According to the information from the literature, 
however, it is probable to find an increase in 
expressive and receptive language [2], vocabulary 
[7], [8], [2], pronunciation [9] and readings skills 
[10] in the experimental group. 
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6. Conclusion

The results of this study might help to gain a
better understanding of how language skills can 
benefit from music therapy interventions, and on 
how these effects can be applied to the classroom. 
Additionally, it could provide information for 
advanced music therapy and teaching techniques in 
the field of language acquisition. 
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Abstract 

The present study investigates the effectiveness of 

implementing a new collaborative approach in the 

traditional lecture-based tertiary level in Libya using 

virtual learning environments. In Libyan universities, 

learners in the Department of English Language and 

Linguistics study literature for a considerable period 

of their  university program. With the dominance of 

the traditional teaching approach in the Libyan 

universities, the present research suggests a new 

model to improve the teaching of literary short 

fiction in one of the English departments in Libyan 

universities. The new model emphasizes three main 

tenets: 

1. The role of background knowledge in processing

literary short fiction. The background knowledge 

includes not only knowledge of English language but 

also familiarity with cultural content as well as the 

formal organization of the literary texts.  

2. Since language and culture are intertwined, the

approach focuses on developing Libyan learners’ 

cultural and intercultural awareness.  

3. The approach suggests the use of Learning

Conversations as a scaffolding procedure that allows 

more interaction and negotiation for coconstructing 

the meaning of the text.  

1. Introduction

There were attempts for implementing the

Communicative Approach in the Libyan context 

initiated with efforts in the basic and secondary 

education. Such efforts involved the use of curricula 

based on the communicative approach in 1999-2000 

[1]. Many research studies investigated the 

implementation of the new communicative curricula 

[2]. The studies concluded that teacher-centred 

instruction and activities were commonly used in the 

classrooms [3]. The classroom activities were not 

communicatively based. Instead, translation 

(English/Arabic) and teacher-centred talk dominated 

the classroom [4]. 

Curricula based on the communicative approach 

which require learner interaction are not presented in 

the university level. Most of the research [5] 

confirmed the dominance of the lecture based 

teaching in Libya, which have led to unsatisfactory 

results with respect to both academic achievement  

and language learning. In addition, university 

teachers develop ‘Libyan versions’ of the language 

teaching methods (grammar translation method, 

direct method, audiolingual method and the 

communicative approach) in the university level 

teaching practices [5]. 

To my knowledge, there have been no research 

studies conducted into the role of interactive learning 

in enhancing Libyan EFL learners’ reading of 

literature. This study compensates for this lack 

relating the two theories, schema theory and social 

constructivism for presenting an interactive 

processing model for reading EFL literature in a 

tertiary level. The focus of the study is on reading 

literature as the participants study the course for five 

semesters with a focus on the formal features of the 

literary texts rather than on making meaning of the 

reading text. The study also prioritizes the 

development of the learners’ cultural and 

intercultural awareness through presenting the 

culture content of the reading literary texts prior to 

the collaborative reading.  

2. Theoretical background

Reading research stresses two different types of

interaction: psycholinguistic interaction and 

collaborative interaction. Early works focus the role 

of readers’ background knowledge in 

psycholinguistic interactive processing of ESL/EFL 

reading comprehension, inherited in schema theory 

[6].  However, in reading literary texts, readers are 

involved in constructing new knowledge (i.e. new 

text schema) while reading [7] because literature 

does not necessarily conform to reader’s background 

knowledge and expectations. Libyan students as EFL 

learners therefore often lack familiarity with the 

necessary background knowledge depending on the 

subject of the text. The present research focuses on 

understanding how providing EFL Libyan learners 

with the formal organization and cultural knowledge 

embedded in a story prior to the reading contribute to 

meaning making and develop EFL learners’ culture 

and intercultural awareness. 
Psycholinguistic-processing read- ing research 

focused on individual mind. Meaning however does 

not take place in ‘private thoughts executed and then 
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transferred from brain to brain, but [as] a social and 

negotiable product of interaction, transcending 

individual intentions and behaviors’ [8].  

Being inspired by the social constructivist paradigm, 

the role of social interaction has been the focus of 

many of ESL studies [9], [10]. In such studies, social 

interaction in the classroom takes the forms of 

‘dialogic exchanges’ and ‘negotiation of meaning’ 

for learning. Social constructivism assumes that 

knowledge is a result of being engaged with others in 

a social interactive environment [11]. However, 

social constructivist views of reading have been 

criticized for ignoring essential cognitive sub-skills 

related to reading and for providing few practical 

instructional implications. 

By drawing on the limitation and strengths of the 

individualistic cognitivist paradigm through 

psycholinguistic processing of the texts and 

sociocultural perspectives stated above, the present 

research considers the two fields as complementary 

by presenting a model inherited in the two theories. 

In other words, as the present investigation is 

conducted with EFL learners, the study views the 

reading process as a social constructivist activity that 

involves learners’ psycholinguistic processing of the 

texts for co-construction of the text meaning and 

developing learners’ intercultural awareness. 

3. Stages of the intercultural interactive

processing model 

The model focuses on the role of background 

knowledge (i.e. text schema) and Learning 

Conversations (i.e. the dialogic exchanges) in 

making sense of the textual meaning. Activities prior 

to the reading process intend to build relevant 

language and cultural knowledge prior to reading. 

Teacher intervention through Learning 

Conversations raises awareness of the learner’s 

needs and identifies any further problems in setting 

learning goals. It also encourages the learners to 

reflect on their problems and cognitive processes 

while reading.  In other words, Learning 

Conversations as a scaffolding procedure are used to 

engage the learners in discussions for negotiating the 

meaning with the help of their teacher to guide the 

learners to deeper levels of understanding and 

provide learning opportunities. Learners, therefore, 

are not ‘the processors of input or producers of 

output’ [12]. Rather, Learning Conversations, as 

employed in this model, create opportunities for 

mediating learning in order to appropriate the 

scaffolding level and help learners negotiate for the 

meaning. Figure 1 summarizes the stages of the 

model.  

Figure 1. Stages of the intercultural interactive 

processing model   

4. The research questions

The research process intends to answer the following 

research questions:  

1. What are the perceived problems of EFL 

Libyan learners in reading short stories?  

2. How effective is schematic activation 

including text organization and text cultural content 

in supporting EFL Libyan learners’ understanding of 

short stories?   

3. How is learners’ construction of meaning 

supported through Learning Conversations?  

4. What are the perceptions of Libyan students 

of using Learning Conversations in an interactive 

online VLE in relation to support their 

comprehension of short stories? 

5. The research process

The study adopts a qualitative research approach 

to, ‘understand, explain, and demystify the social 

reality through the eyes of the participants’ (p. 15) 

[13]. The data were collected through three phases: 

the assessment phase, the intervention phase and the 

reflection phase. The assessment phase included the 

use of a diagnostic test and semi structured 

interviews. The intention was to identify the 

learners’ difficulties in reading EFL fiction and 

making sense of such authentic texts. Through the 

intervention phase, the learners’ dialogic exchanges 

of the Learning Conversations were recorded for 

tracing the development of the meaning making. 

Additionally, self-assessment forms were used to 

investigate the learner’s own perspective of the 

collaborative interaction. The reflection phase 

involved interviewing the learners for the second 

time using two different types of interviews: group 

post class interview and individual post intervention 
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interviews to enable the learners to reflect on their 

new experience of collaborative learning. The 

process of the data collection is summarized in 

Figure 2 below.  

Figure 2. Stages of the data collection 

6. Data analysis

The analysis process involved the use of content 

analysis  and discourse analysis. Content analysis is 

applied in the present research to interpret the 

findings by coding the data into meaningful 

categories [14]. It is applied for the pre-and post-

interviews, the diagnostic test and the self-

assessment forms. Discourse analysis is applied to 

examine the discourse surrounding the talk. 

Additionally, with the transcribed data, there is a 

focus on the learners’ negotiation for constructing 

text meaning.  In other words, how the interactive 

talk leads to meaning-making [15]. The analysis of 

the Preparation Phase revealed issues about the 

Libyan educational context as well as some of the 

difficulties that the Libyan learners have in reading 

EFL literature. The interview data substantiate that 

teacher-centred approaches characterize the tertiary 

student experiences in Libya. The data also confirm 

that there is very limited participation of the learners 

during the sessions and when it occurs, it is 

conducted in a teachercentred setting rather than 

relying on dialogic exchanges between the teacher 

and the learners and the learners themselves. 

Moreover, memorization was confirmed through the 

analysis of the initial interview when some 

participants stated that they rely on memorization to 

be successful in exams. Memorization was also 

revealed through the analysis of the diagnostic test 

when the learners provided the definitions. Another 

problem, which was identified during the Preparation 

Phase, is the Libyan learners’ difficulty in dealing 

with vocabulary in the literary texts which was 

attributed to the following reasons: 

1. The use of non-English words in the literary texts.

2. Some of the words are not commonly used in

other contexts. 

3. Learners’ problems of understanding the figurative

meaning of the words 

Learners lack familiarity with the cultural and the 

formal schema of the stories. Learners’ questioning 

in the pre-reading activities confirms their lack of 

familiarity with the cultural content of the stories. In 

order to compensate their lack of familiarity with the 

text content, the learners responded differently to the 

reading text. First of all, the learners sometimes 

provided personal and individual responses to the 

pre-reading activities, which intended to build their 

schema in relation to the text content. Moreover, the 

learners sometimes responded with religious and 

cultural concepts of their familiarity as well as with 

responses from their earlier experiences. 

Each of the selected stories had a different 

cultural norm, which encouraged the learners to 

develop knowledge and awareness of the different 

cultural contexts. In the Reflection Phase, the 

learners explained that understanding the cultural 

content of the stories contributed to enriching their 

knowledge of different cultures and different 

historical events. 

The prior learning was meaningful and supported 

meaning making through dialogic exchanges 

between the learners and the teacher and the learners 

themselves. However, the dialogic exchanges 

sometimes do not lead to meaning making when the 

prior knowledge is insufficient for constructing the 

text meaning. This confirms that perspectives of 

psycholinguistic processing of texts as well as 

perspectives of social constructivism as 

complementary. Accordingly, reading is a 

sociocognitive process involves psycholinguistic 

processing and social interaction. This holistic view 

of the reading process is summarised in Figure 3 

below:  

Figure 3. Holistic view of the reading process 

Identifying 
  learners’ 

  needs  

Prior 
  learning   

Learners’ 

collaborative 
reading   

Facilitating 

learners’ role   

Co - constructing 
text meaning   

Interactive 

reading 
setting   
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Abstract 

 
Intercultural advantages and learning 

opportunities have been the focus of most of the 
research carried out on International Study Tours 
(IST). However, there has been limited literature on 
the relationship between participating in these study 
trips and the motivation that students might start 
working abroad. This new research promises many 
advantages for our globalized World as more and 
more companies struggle to get the right people at 
the right place –sometimes without success. The 
possibility of participating in academically based 
International Study Tours could not only contribute 
to prepare the future’s World manager, but it could 
also prompt him to his willingness to accept a top 
position in a country other than his own.  
 
1. Introduction 
 

Internationalization has become a priority for 
schools, students and businesses [1]. In a globalized 
World, there’s a call to educate and incorporate 
students to an increasingly globally and 
economically connected planet through the 
internationalization of the courses [2]. 
Internationalization should be understood as the 
process of integrating an international/intercultural 
dimension into the teaching, research and service 
functions of the institution. Adaptability and a global 
mindset prove to be key standards for contemporary 
managers [3]. 

This study will address a gap in the literature 
related to International Study Tours (IST), as it has 
been observed that most of the scientific work on 
these mobility programs has focused on cultural 
issues and learning opportunities, but not on the 
relationship between the participation in an IST and 
the motivation of the participants to go to work 
abroad – a matter of great importance as 
multinationals look for high-qualified staff with the 
flexibility and necessary preparation to accept a job 
abroad. 
 

 
 
2. Literature review 
 

In recent times, there has already been a certain 
research on motivation and IST, however focused on 
the motivation factors to take part on the program [4] 
and for selection of the destination [5]. Tang and 
Rose [6]  researched on the learning experience and 
its relationship with IST programs. Meanwhile, other 
papers analyzed central aspects of an IST, such as 
the best practices in manufacturers of certain 
countries which were object to Study Tours. Koernig 
[9] tried to find out the effectiveness of global 
awareness through IST according to the duration. 
Most interesting is the study of Naka [10] were the 
positive effects, such as improved skills, confidence, 
cross-cultural understanding and communication 
skills got observed. 

However, this paper does not only aim to 
investigate whether an IST may encourage students 
to go abroad to work, but it also tries to find out 
which exact activity within an IST program might be 
the main trigger for this wish to start a career in a 
different country. This aim is based on the notion 
that the learning experience is most effective when 
certain activities are incorporated [6]. Therefore, this 
study launches the following research question: how 
do activities best evaluated or appreciated by 
students can become a source of more motivation to 
go to work abroad? For the research, this study has 
focused on the IST organized yearly by the German 
Graduate School of Management and Law in 
Heilbronn, Germany. 

This beginning of this research focuses on an 
International Study Tour to Russia. The data 
collected might be extended by data from Study 
Tours to Turkey, Brazil and China. 

Therefore the question arises how comparable 
Study Tours to different destinations with different 
participants are. 
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3. Research methods

Given that there are three phases in an 
International Study, consisting of the pre-departure, 
the on-site phase and the return phase, we have 
adopted several methodological forms from each of 
these phases. Because the research question is how-
based, it suggests that the research is exploratory 
rather than explanatory or descriptive [2]. For the 
first part of this research (pre-departure), two 
different methodologies were used. Firstly, all 
students of the GGS were asked to fill out a 
questionnaire regarding future organization of 
International Study Tours from 2015 in the 
institution. Secondly, five out of a total of eight 
participants interviewed were surveyed before 
departing to Russia, in order to monitor the evolution 
of their opinions through qualitative questions before 
and after the tour. All participants of the Russian tour 
were invited to participate. 

4. Findings

4.1. Pre-tour findings 

For a questionnaire, students were asked about the 
importance of certain criteria for an International 
Study Tour. While the selection of the destination 
country was a key factor for the participation, the 
students showed that the second and third most 
important factors when considering to take part in an 
IST were visiting local (Russian) and German 
companies during the program. 

4.2. On-tour findings 

There was a division of the 41 students and 
alumnus into eight focus groups. On the seventh day 
of the tour, they were asked to rate their experiences 
and state how their perceptions of the country had 
changed. As for the open questions in each 
interview, this study followed the procedures of 
inductive category development by Mayring. 

5. Conclusion

If International Study Tours improve the 
motivation to work abroad, then universities should 
respond to promote these tours more often, beyond 
academics that could also foster this motivation in 
the class [2]. We can conclude that students meeting 
local people and factories acquire more self-
determined motivation to accept a work assignment 
abroad than if they had not enjoyed these activities or 

if they had not taken part in an IST at all. In the wake 
of this conclusion, the recommendation is that 
universities support IST programs, as passive 
methods of learning, such as memorization of facts 
and viewing films may only prove effective among 
highly (previously) motivated employees [7]. 
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Abstract 

 
At no point in history the opportunities for young 

academics have been so broad as today. At the same 
time the requirements are getting more and more 
unspecific and in some cases unreachable. The 
explicit and implicit required skills for job 
applications get evaluated in the HR department of 
the companies while the applicants are wondering, if 
they have the right abilities to succeed. 

But do companies know what skills their 
employees really need? Do they for example name 
intercultural competencies in job advertisements in 
an international or global context? The answer is: 
most of the time they don’t. 

But what can students do proactively before 
applying for a job with international context? And 
what can the company do if they have a lot of highly 
skilled people with a lack of intercultural 
competence? Most of the time the answer is: Just do 
an Intercultural Training. But therefore the 
Intercultural Training has to be effective. This 
research aims to evaluate different types of 
Intercultural Training to find the from practical 
perspective most effective way of teaching and 
training intercultural competencies.  
 
1. Introduction 
 

“If you want to succeed on today’s volatile global 
economy, you must be prepared to do business all 
around the world.” [1] During the last decades, the 
interconnectedness of cultures and economies 
increased and global economies grew together [2]. 
Meanwhile people have to interact between different 
cultures and to make decisions on a global scale [3]. 
Therefore, intercultural competencies and 
intercultural training is not only desirable anymore, 
but necessary to be successful in the future business 
[4]. But, while most practitioners agree that 
preparing students and employees for the 
requirements of a global business environment is 
important, the question of how this education is best 
carried out is often not clear [2]. 

 
 
2. Research design 
 

This way the questions arise: How to train these 
competencies to the potential future global 
managers? And do different types of intercultural 
trainings have different effects on those skills? 

This paper outlines lessons learned based on the 
evaluation of two different intercultural trainings for 
management students as a first step of a possible 
research on evaluating intercultural trainings. 

The main differences between the observed 
intercultural trainings are the amount of theoretical 
input in relation to hands-on experiences, the number 
of trainers as well as the used methods to teach 
implicit cultural rules. Both groups contain 
management students with the willingness and 
perspective to work abroad or to work in 
international context. The research is carried out with 
a pre-training-survey and a post-training-survey 
which consists of questions referring the 
international context of the students and a self-
estimation of 19 identified intercultural and global 
mind-set skills, such as: cosmopolitanism, empathy, 
differentiation and adaptability. 

 
3. First impression of results 
 

Whereas there is no clear result which training 
gets overall a significant higher increase of skills, 
there is a clear difference between the focus of 
competencies trained by each of the intercultural 
trainings. This way this research provides a guideline 
for both academicals institutions as well as 
companies for the decision between different types 
of intercultural trainings, if the to be trained required 
skills are defined. Therefore the efficiency and the 
accuracy of fit of the education of future global 
managers get optimized. 
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Abstract 

 
Partnerships provide the capacity to achieve what 

may not otherwise be achieved. The paradigm and 
discourse of ‘partnership’ has become dominant in 
the world of development cooperation during the last 
few decades as a reaction against the ‘former’ power 
asymmetry between North and South.  Recently, 
legitimate questions have been posed about the term 
‘partnership’ itself: What is meant by partnership? 
Who are the partners? What are their roles? Who 
decides for whom? This paper attempts to explore 
aspects of these questions by analysing over a 
decade long higher education links between the UK 
and Pakistan.  

The content will share challenges and lessons 
learnt of the twelve year long term international 
partnership programme. The outcomes will also 
examine and analyse emerging trends simultaneously 
at the macro level (public policies on higher 
education), at the meso level (the universities) and at 
the micro level (academics) in higher education 
sector in Pakistan as a result of these collaborative 
links. This will enhance evidence base as well as act 
as a useful reference for both policy makers and 
academics for developing international partnerships 
in a rapidly changing world.  
 
1. Introduction 
 

In the recent times the paradigm and discourse of 
‘partnership’ has become dominant in the higher 
education sector worldwide. According to the Oxford 
Dictionary the partnership is simply a relationship 
between people or organisations. Additionally, there 
are other terms which reflect certain elements of 
partnerships, for example, association, cooperation, 
collaboration, participation, joint decision making 
and long-term relationship. Nonetheless, there is still 
ambiguity about what is the composition and 
underlying principles of partnership approach. 
Partnership is a term which conjures much sensitivity 
with its implicit connotations of sharing and trust [1]. 
Yet, there is no census on the meaning of the term  

 
 

partnership and in some circumstances it may lead to 
unequal practices. According to Fowler, [3] 
‘authentic’ partnership is associated with the 
following characteristics: long term, shared 
responsibility, reciprocal obligation, equality, 
mutuality and balance of power.  

Partnerships can confront global challenges by 
creating powerful coalitions and collaborations 
needed to resolve the complex problems that get in 
the way of creating a sustainable future. They also 
provide a unique opportunity to learn and work 
together to create practices through specialist 
discussion and collaboration. They also focus on the 
future, improving decisions made today to secure a 
sustainable tomorrow. With reference to higher 
education, sector partnerships often start as bottom-
up initiatives, championed by individuals who are 
often motivated by friendships and personal 
professional linkages. As borders become less 
relevant in the delivery of higher education, the 
nature of cross-border partnerships in higher 
education is changing. Benefits of such 
collaborations can be significant, but cannot be 
assumed. Done well, such collaborations provide a 
significant source of innovative thinking, creative 
sharing, and possibly, economic returns. In terms of 
capacity development, partnerships certainly play a 
significant role in encouraging higher education 
institutions to reorient their role to broaden its social 
value, embrace process of transformation and 
strengthen their critical role within society to 
contribute to knowledgebase economy. Figure 1 
details the role of partnerships in higher education 
sector capacity development. 

However, there are also risks. As cross border 
collaborations become more institutionalized, require 
more upfront investment, and take on greater 
complexity, resulting into partners losing interest, 
disagreement emerging among partner institutions 
along with regulatory, political, and economic 
changes. Nonetheless, the move toward expanding 
cross border partnerships in higher education is 
growing. 
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Figure 1. Role of partnerships in capacity development in 
higher education sector 

International education organisations promotes 
public policies for higher education that enhance 
participating country’s opportunities to pursue and 
achieve high-quality education and training beyond 
universities. As an independent, non-profit, 
nonpartisan organization, British Council mission is 
to promote and strengthen the role of higher 
education in tackling both emerging and existing 
societal challenges and facilitate the journey towards 
knowledge base economy. It fosters cooperation 
between different stakeholders relevant to higher 
education and promotes debate and the creation and 
exchange of knowledge on higher education 
worldwide. It also facilitates as well as develops 
higher education partnerships. Theses may involve 
cooperation in developing education reform systems, 
enhancing the quality of sector and developing 
research networks. The findings and outcomes of 
these partnerships have great impact to inform and 
influence higher education policy in a country.  

The global, social and environmental mega-
changes have confronted universities with increasing 
challenges of competitiveness and interdependence. 
Current political, economic and academic attention is 
focused on the ability to build effective partnerships, 
understand their nature and get to the core of the 
joint venture phenomenon. People hope for a better 
future when they see collaboration in action and are 
willing to live on the edge, understanding its wins 
and its losses [2]. New “global village” 
consciousness, based on mutual understanding and 
readiness for change, is a key aspect of educational 
reform in many academic systems. Reform for the 
sake of diversity appreciation requires a change of 
mentality and, therefore, a change of educational 
paradigms [4], [5], [10], [9].  

With the growing interest in higher education 
sector to expand their profile in cross border 
collaborations there is urgent need to understand the 

changing nature of both the payoffs and the risks in 
order to plan strategically, and take a long term view 
in partnerships approaches. This paper aims to 
document and analyse large scale higher education 
programme designed and implemented by British 
Council in Pakistan as a case study to demonstrate 
the success, challenges, lessons learnt, emerging 
trends in higher education sector partnerships and 
impact of different partnership programmes in 
Pakistan. This will not only strengthens the evidence 
base but also may act as a useful reference for both 
policy makers and academics for developing 
international partnerships in a rapidly changing 
world.  

A desk based review was conducted to gather 
information about partnership programme aims, 
success, degree of achievements with reference to 
intended objectives, outcomes, operational 
challenges, and impacts. 

2. State of higher education in Pakistan

Pakistan is a country of huge potential and huge 
contrasts. Considered as the sixth most populous 
country in the world- with over 200 million people of 
whom 140 million are under the age of 30 Where 6.5 
million children are out of school and access to 
higher education is hardly 8% Where the literacy rate 
ranges from 96% in Islamabad to 28% in the Kohlu 
District but 85 million people want training in 
English. The country has one of the rising illiteracy 
rates in the world and the second largest out of 
school population (5.1 million children) after 
Nigeria. The government funding on education is 
only 2%. Yet Pakistan produces 450,000 graduates 
and 10,000 computer scientists every year and stands 
as 7th pool of scientists and engineers in the world. 

3. Overview of British Council higher
education capacity development 
Programmes in Pakistan 

Governments introduced policies to support 
equitable access, encouraged industry to work with 
academia, supported professional development of 
teachers and researchers and developed enabling 
systems for better performance management and 
accountability 

British Council has over 20 years of global 
Higher Education Partnerships management 
experience with an active programme in Pakistan. 

These partnerships focus on institutional capacity 
building of the Higher Education sector in Pakistan, 
and contribute towards sustainable development and 
poverty alleviation through strengthening of the 
sector.  Several new courses and research initiatives 
have been developed through this programme in 
Pakistan. The partnerships between individuals, 
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universities, apex bodies and governments in the UK 
and Pakistan over last 10 years have resulted in some 
remarkable outcomes: 
• 116 partnerships (Links Professional Development)
• 4000 faculty members mentored (Links
Professional Development) 
• 32 industries connected (Knowledge Exchange)
• 45000 researchers trained (Research)
• 10,000 decision makers engaged (Policy)

These partnerships are both individual and 
institutional- they start with one to one connection- 
the starting point is between two individual 
researchers, or deans or Vice Chancellors…and the 
results benefit not only the individual, but the 
institution, the sector and also the community---for 
example as a result of 116 partnerships between 
universities in Pak and UK- around 700,000 people 
were reached through projects of medical sciences, 
agriculture, environment, engineering and social 
sciences. 

In Pakistan, a step further was taken by launching 
Higher Education Commission of Pakistan and 
British Council Pakistan Joint Higher Education 
Links Programme (JHELP) in January 2004 and later 
on phase II of the programme in 2006 to enhance the 
research and training capacity of Pakistani higher 
education institutions, contributing towards the 
institutional capacity building of the higher 
education sector of Pakistan. This programme was 
partly funded by the HEC and managed by the 
British Council in Pakistan. British Council has built 
50 research and capacity-building links between 
Pakistani and UK institutions. 15 links were 
completed under Phase 1 in June 2007 and that 35 
UK-PK Phase 2 research links were completed 
successfully in December 2009. 

The purpose of these partnerships was to enhance 
the research and training capacity of Higher 
Education Institutions in Pakistan. Through these 
programmes, the British Council aims to bring 
Pakistani higher education institutions into a wider 
network of international partnership through 
educational and intellectual exchange and research. 
There is a mutual benefit for UK universities for 
whom the programme provides the opportunity to 
build international partnerships with the enormous 
human resource of talented academics in Pakistan. 

In addition, the British Council is collaborating 
with HEC to facilitate more partnerships and 
exchanges through a programme International 
Strategic Partnerships In Research and Education 
(INSPIRE), with the objective to explore the 
immense potential of the higher education sector in 
Pakistan can be enhanced and strengthened. 

This Long term collaboration of Pakistan and the 
UK has resulted in mutual benefits for both the 
countries. Pakistan needs the capacity building and 
access to the high standards of UK universities. UK 
benefits from the opportunities to build international 

partnerships in higher education and engage with the 
enormous talent pool in Pakistan. 

Education Links programmes that run jointly by 
the British Council and the Higher Education 
Commission of Pakistan gave universities in 
Pakistan the opportunity to enhance their research 
and training capacity by linking up with partner 
higher education institutes in the UK.  

The program was particularly designed to 
contribute towards the institutional capacity building 
of the higher education sector in Pakistan. The core 
objective of this program was to strengthen 
institutional capacities of the higher education sector 
in Pakistan through; 
• development of research;
• improved teaching methodologies;
• improved administrative management within the
departments; 
• faculty development;
• course and curriculum development and
• higher education sector reform

The program covered a wide range of subject 
areas and it was open to all public and private 
colleges and universities recognized by the HEC 
Pakistan. UK institutes with education as their prime 
intention were a part of this program. These links 
were primarily intended between departments rather 
than institutions, but in some cases, involved more 
than one partner at each end. Higher Education 
Commission of Pakistan benefited a lot from this 
program by gaining exposure of high quality 
academic facilities present in the UK. This further 
provides a window of opportunity to HEC Pakistan 
to engage in other international partnerships also. 
The UK institutions benefited by getting an insight in 
to the academic structure in Pakistan and promoted 
the profile of its institution.  

Through Development Partnerships in Higher 
Education (DelPHE) British Council supported the 
Department for International Development (DFID) to 
use higher education institutions to support 
developing countries meet Millennium Development 
Goals (MDGs). DelPHE helped to increase the 
capacity of higher education institutions in 
developing countries to contribute to sustainable 
development and to also work horizontally with 
other academic institutions and vertically with policy 
makers.  We supported partnerships between 
institutions in different countries to enable them to 
undertake joint research, develop improved teaching 
programmes and share relevant ideas and expertise. 

The overarching aim of the programme was to 
contribute to achieving the UN’s MDGs, including 
those related to gender. Through DelPHE, higher 
education institutions were able to act as catalysts 
within developing countries to stimulate research and 
develop products to support the achievement of the 
goals. Each DelPHE partnership focused on one or 
more MDG, with the majority of funding being 
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allocated to projects related to the eradication of 
extreme poverty and hunger; combating HIV/AIDS, 
malaria and other diseases; and ensuring 
environmental sustainability.  

The project left a legacy of strengthened 
institutional capacity, community engagement and 
crucially important links between higher education 
and policy makers, in relation to these goals.  

Sustainability was built into each partnership by 
the development of quality assurance systems, the 
advancement of research expertise, the provision of 
‘seed corn’ funding and outreach strategies that 
attracted other funds if partnerships were successful. 
DelPHE promoted more complex partnerships than 
the traditional one-to-one links of previous linking 
schemes, and it also facilitated the development of 
multilateral and ‘south-south’ partnerships. 

4. Challenges and lessons learnt

The partnership is always a journey. It has to be 
managed by partners even in times of turbulence the 
journey should continue. As a result of our ongoing 
collaboration between the West and the East. There 
are lessons that we learnt and are still learning. There 
need to be a coherent strategy – (cross agency and 
needs driven) with multiple points of engagement 
(Policy, networking, individuals) to ensure 
partnership funding and speed of response. Figure 2 
presents various elements of strategic partnerships in 
higher education. 

Figure 2. Various elements of strategic
partnership in higher education 

A range of challenges has been identified over 
the period of different partnership programmes in 
Pakistan. Table 1 briefly list these along with lesson 
learnt. 

Table 1. Challenges and lesson learnt during higher 
education programme designed and implemented by 

British Council in Pakistan 

5. Emerging trends in Higher education
Sector in Pakistan 

Emerging trends in higher education sector in 
Pakistan as a result of these collaborative links has 
also been examined. Figure 3 reflects these 
simultaneously at the macro level (public policies on 
higher education), at the meso level (the universities) 
and at the micro level (academics). 

Figure 3. Emerging trends in higher education sector in 
Pakistan as a result of collaborative links 

6. Impacts

Despite range of challenges, these partnerships 
programmes had significant impact in developing 
and transforming higher education sectors in 
Pakistan. Figure 4 depicts typical impacts of these 
link progrmmes. 
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Figure 4. Impacts of partnerships programmes in 
higher education sector in Pakistan 

7. Conclusions and way forward

The process of growth and development needs 
partners, supporters, enablers, and advocates. 
Increased efforts are needed from all to make sense 
of the global age, forcing development of 
international collaboration “as an effective tool to 
respond to the pressures of globalization and develop 
policies of engagement and solution to international 
problems in the educational systems of different 
countries” [7]. Global academic linkages are 
becoming more visible in an increasing number of 
collaborative initiatives, such as transnational 
educational brands/branch campuses, international 
consortia, offshore independent academic 
institutions, transregional institutional departments, 
study centers, virtual universities, cross-border 
degree recognition initiatives, and university 
curriculum development partnerships [6].  

Diversification of collaborative developments 
among higher educational institutions contributes to 
the “intercultural understanding and/or 
misunderstanding within nations across the globe 
and point toward the need to help students navigate 
themselves in the global informational age” [8]. 

The major platform for the development of 
collaborative initiatives is educational policy. An 
international academic joint venture as a new model 
of a policy operation conceptualizes new/different 
approaches to a local academic tradition and 
transfers new organizational structures to the cultural 
core beliefs. It investigates existing communication 
patterns and transforms the behavior of individual 
participants into organizational behavioural patterns. 
Collaborative initiatives affect the core of 
internationalization: the “increasing 
interconnectedness between national educational 
systems in which borders and national authorities are 
not questioned; it is perceived as a steerable policy 

process” [11]. The cross border interconnectedness 
serves as a foundation for integrating collaborative 
strategies into institutional mission, vision and 
developmental policies. Such processes create a 
system of change 
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Writing Strategy, Affective Factors and Young L2 Learners' 
Writing Performance 
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National Chung Hsing University, Taichung City, Taiwan 

Abstract 

In the past few decades, researchers have shown a growing interest in the 
writing process of second language learners and made great strides in 
enhancing the understanding of the differences in the writing process between 
skilled and unskilled L2 writers. Most of the existing literature on L2 writing 
processes (use of writing strategies), however, focused on only adult L2 learners 
[2], [3], [4], [7]. Young L2 learners’ use of writing strategies has remained 
unexplored. In addition, the majority of studies that examined the relationship 
between writing process and L2 written outcome did not consider the affective 
factors. In order to build a comprehensive second language (L2) writing model 
and understand developmental trends, an understanding of the young L2 
learners’ writing process and how affective factors such as anxiety and self-
efficacy affect young L2 learners’ writing process and written outcome is needed 
[7]. This article attempted to extend the results of the previous research by 
examining the relationship of self-efficacy, anxiety, writing strategies, and L2 
proficiency in the written product of participants from the 3rd, 4th, and 6th 
grades of a Chinese-English bilingual elementary school. 

The research questions include the following: 
1. How does the use of writing strategies differ across grade levels?
2. How does the use of writing strategies differ between high anxiety and low

anxiety writers? 
3. How does the use of writing strategies differ between high self-efficacy and

low self-efficacy writers? 
4. What are the best predictive variables for students’ writing performance?
A total of 302 students from 14 intact classes at a Chinese-English bilingual 

elementary school in central Taiwan were recruited as participants for this 
study. There are 88 third graders, 129 fourth graders and 85 sixth graders. All 
the participants were native speakers of Mandarin.  

This private bilingual elementary school adopted a model in which 50% of 
instruction in the basic curriculum is in English and 50% of the instruction is in 
Mandarin from the 1st to 6th grade. Native English-speaking teachers were in 
charge of teaching English, Science and Mathematics in English, and native 
Mandarin-speaking teachers taught Chinese, Science, Mathematics and social 
science in Chinese. Class began at 8:30 and ended at 5:00 from Monday through 
Friday. 

References 

[1] Cheng, Y.- S. (2004). A measure of second language writing anxiety: Scale 
develop Cheng, Y.- S. (2004). A measure of second language writing anxiety: 
Scale development and preliminary validation. Journal of Second Language 
Writing, 13, 313-335. 

[2] Cumming, A. (1989). Writing expertise and second language proficiency. 
Language Learning, 39, 81-141. 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 144



[3] Raimes, A. (1985). What unskilled ESL students do as they write: A 
classroom study of composing. TESOL Quarterly, 19, 229-258. 
 
[4] Raimes, A. (1987). Language proficiency, writing ability, and composing 
strategies: A study of ESL college student writers, Language Learning, 37,439-
468. 
 
[5] Roca de Larios, J., Marı´n, J., & Murphy, L. (2001). A temporal analysis of 
formulation processes in L1 and L2 writing. Language Learning, 51, 497-538. 
 
[6] Sasaki, M. (2000). Toward an empirical model of EFL writing processes: An 
exploratory study. Journal of Second Language Writing, 9, 259-291. 
 
[7] Sasaki, M., & Hirose, K. (1996). Explanatory variables for EFL students’ 
expository writing. Language Learning, 46, 137–174. 
 
[8] Zamel, V. (1983). The composing processes of advanced ESL students: Six 
case studies. TESOL Quarterly, 17, 165-187. 

 
 

 
 
 

Copyright © WCE-2017 Publshed by Infonomics Society                                                                                    ISBN: 978-1-908320-85-8 145



Many thanks for your participation and we hope to see you next year…! 
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