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Abstract  

Following Shulman (1986, 1987), a theoretical distinction is often drawn between content 

knowledge, general pedagogical knowledge and pedagogical content knowledge. It may 

be hypothesized that the three types of knowledge represent conceptually distinct forms 

of knowledge or that they are merged to form a single body of teacherôs knowledge. 

However, the precise nature of teacherôs knowledge remains empirically uncertain 

(Krauss et al, 2008). In this paper, the emphasis is placed on students -teachersô beliefs 

regarding the value they attribute to Shulmanôs types of knowledge. A questionnaire with 

Likert -scaled statements was developed and administered to 99 pre -primary and primary 

education students ïteachers in the second year of their studies at the University of 

Cyprus. Results answer the question whether students - teachers attribute equ al value to 

the three types of knowledge or they consider a specific type more important than the 

others for effective teaching. Student -teachersô beliefs are considered important 

for  teachersô development programmes. 

Keywords:  Teacherôs knowledge ï Teachersô beliefs ï Effectiveness  ï Pedagogical 

content knowledge .  
 

 
 

1.  Background to the topic  
 

Students -teachersô professional learning and development has been much 
emphasized (Clarke & Hollingsworth, 2002; Garcia & Roblin, 2008). In particular, 
Shulmanôs (1986, 1987), pedagogical content knowledge (PCK) consists the 

main issue of the current teach ersô education revolution. Among the various 
kinds of teachersô knowledge, Shulman and his co-workers provided the 

substantial and essential framework for a knowledge base of teaching. This 
framework included content knowledge (CK), general pedagogical kno wledge 
(PK), curriculum knowledge, pedagogical content knowledge (PCK), knowledge of 

learners and their characteristics, knowledge of educational context, and 
knowledge of educational ends, purposes and values (Shulman, 1987; Wilson et 

al.,  1987).  
 
Following L. S. Shulmanôs work (1986, 1987), a theoretical distinction is often 

drawn between CK, PK and PCK. The notion of CK refers to teachersô 
understanding of the structures of their domain. According to Shulman,  óThe 

teacher need not only understand that something is so, the teacher must further 
understand why it is soô (Shulman, 1986, p. 9), which implies a deep 
understanding of his/her domain. On the other hand, PK refers to óthose broad 

principles and strategies of classroom management and organiza tion that appear 
to transcend subject matterô (Shulman, 1987, p. 8). The third type of teachersô 
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knowledge, PCK, is originally defined by Shulman (1986, pp. 9 ï10) as the 
knowledge on how best to represent and formulate the subject to make it 

comprehensible  to others, as well as knowledge on studentsô subject-specific 
conceptions and misconceptions. It is óthat special amalgam of content and 
pedagogy that is uniquely the province of teachers, their own special form of 

professional understanding (Shulman, 198 7, p. 8).  
 

Despite its great relevance to teachersô development and teachersô training 
curricula development, the precise nature of teachersô knowledge remains 
empirically uncertain.  It may be hypothesized that the three types of knowledge 

represent conce ptually distinct forms of knowledge or that they are merged to 
form a single body of teacherôs knowledge (Krauss et al, 2008).  

 
Also, although much research has been conducted on PCK, students -teachersô 
beliefs on the issue of teachersô knowledge has seldom been addressed (Jang, 

Guan & Hsieh, 2009). This is important as studentsô beliefs can provide rich 
information for understandi ng studentsô cognition and classroom processes and 

can enable researchers and teachers to appreciate the perceived instructional 
and environmental influences on studentsô learning processes (Knight & 
Waxman, 1991).   

 
 

2. Focus of the enquiry  
 
The purpose of this research is twofold: first, to describe the development and 
validation of an instrument on students -teachersô beliefs regarding Shulmanôs 

types of teacherôs knowledge and second, to use this instrument in order to 
identify and evaluate students - tea chers beliefs regarding the value they attribute 
to Shulmanôs types of teacherôs knowledge. 

 
  

3. Research Methods  
 
For the purposes of the study, a questionnaire, with Likert -scaled statements (1 
to 7), along with background information, was developed and administered to 99 

pre -primary (N = 44) and primary (N =55) education students ï teachers in the 
second year of the ir studies at the University of Cyprus. The questionnaireôs 

statements were developed in order to best describe the three categories of 
teachersô knowledge. Examples of items in the three categories are: In order for 
a teacher to teach effectively, it is i mportant for him/her to:  

A.  CK:  
1.  Know how theories or principles of the subject he/she teaches have 

been developed  
2.  Not only to understand the concept he/she teaches, but he/she can 

also explain it to students  

B.  PK:  
1.  Solve effectively the discipline problems that  emerge during his/her 

teaching  
2.  Use clear rules and routines in his/her classroom  

C. PCK: 

1.  Know studentsô subject ï specific misconceptions  
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2.  Use appropriate examples in order to explain subject -specific 
concepts to his/her students  

The number of items included  in the instrument was 52; the categories of CK 
and PCK comprised 17 items each, while PK 18 items.  
 

This research used the quantitative research method. Statistical analyses on the 
data were carried out using the SPSS15 for Windows. Reliabilities and val idities 

in connection with the questionnaire were tested. For reliabilities, Cronbachôs 
alpha was adopted to evaluate the internal consistency. On the other hand, 
factor analysis was adopted to evaluate the constructed validities.  

 
 

4. Analytical and Theor etical Frame  
 

This questionnaire study consists part of a longer, longitudinal study. The study 
is based on the theoretical framework and research of effective teaching, 

teachersô knowledge and beliefs, aiming to empirically clarify the nature of 
teachersô knowledge and examine its relationship with qualitative teaching and 
learning and studentsô achievement.  

 
The part of the study presented here focuses on students -teachersô beliefs about 

the value they attribute to Shulmanôs types of teachersô knowledge. Specifically, 
it responds to the numerous calls in the literature for further evidence for the 
applicability of Shulmanôs (1986, 1987) taxonomy of teacher knowledge (e.g. 

Krauss et al, 2008; Lanahan et al, 2004) from the perspective of students -
teachersô beliefs. This perspective has seldom been addressed and only in 

relation to one of the types of knowledge, PCK ( Jang, Guan & Hsieh, 2009).  
 
 

4. Research Findings  
 

Students -teachersô responses on the 52 items of the instrument to measure 
studentsô beliefs of teachersô types of knowledge are shown for the three scales 

as descriptive statistics, reliabilities and factor analysis.  
 
 

4.1.  Descriptive Statistics  
 

Table 1 shows the descriptive statistics of students -teachersô responses to the 
three types of teach ersô knowledge in the questionnaire including mean scores 
and standard deviation.  

 
Table 1. Descriptive Statistics of the students -teachersô responses for the three 

categories of knowledge  
 

Category  Items  N Mean  SD  

CK 17  96  5.92  0.52  

PK 18  98  6.43  0.43  

PCK 17  99  6.41  0.44  
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As Table 1 shows, the highest mean score is the PK (M = 6.43, SD = 0.43), 
followed by the PCK (M = 6.41, SD= 0.44), with the score of CK being the lowest 

(M = 5.92, SD = 0.52). The high mean score of each category indicates that 
these types of teachersô knowledge are considered by students - teachers very 
important in relation to effective teaching.  

 
Furthermore, each item was also analyzed. The items with the lowest mean 

scores (items with mean below 5.5) included Q27 (Teacher interprets in which 
scientific  paradigm his/her subject -matter position and point of view belongs to, 
M = 5.31, SD = 1.07), Q8 (Teacher has made specialized studies in the subject -

matter he/she teaches, M = 5.32, SD = 1.33) and Q21 (Teacher  can talk 
scientifically from the viewpoint of  his science, M = 5.35, SD = 1.19). All these 

items belong to the category of teachersô CK. In other words, teachers-students 
consider the aspects of subject -matter knowledge described in the above -
mentioned statements as the least important knowledge for effective teaching.  

 
The statements with the highest mean score (M > 6.5) were 18, ranging from 

6.52 to 6.75. The three statements with the highest mean score, that is the 
knowledge students - teachers consider as the most important for effective 
teaching, belong to the categories of PK and PCK and are as follows: Q43 

(Teacher encourages the development of studentsô critical thinking, M = 6.75, SD 
= 0.48), Q10 (Teacher shows respect towards all students through his behaviour 

and his way of communicating with  them, M = 6.74, SD = 0.53), and Q37 
(Teacher offers each student the opportunity to express his/her opinion during 
teaching, M = 6.69, SD = 0.55).  

 
 

4.2.  Reliabilities of the Instrument  
 
In reliability of this instrument, Cronbach alpha values were used to evaluate its 

internal consistency. After statistic analyzing, the Cronbachôs alpha value of 52 
items was 0.942, indicating that the questionnaire had a good internal 

consistency. Moreove r, in óItem-Total Statisticsô, the section of óCorrected Item-
Total Correlationô revealed that the majority of items presented a high correlation 

(correlation values were greater than 0.400 for 44 of the statements). 
Furthermore, from the section of óCronbachôs Alpha if item Deletedô, it was shown 
that if one of the items was deleted, the Cronbachôs Alpha values were almost 

the same.   
 

The scales for each type of teachersô knowledge had high Cronbach alpha values 
ranging from 0.86 to 0.88, indicating that the scales were a reliable measure of 
the types of teachersô knowledge being investigated. The scales themselves 

proved to be consistent, with only one statement (Q16 in the PK scale) having 
less than 0.30 item -scale correlation. Also, another four stateme nts (Q1, Q3, Q5, 

and Q13) had less than 0.40 item -scale correlation. These five items were 
deleted. Table 2 presents the óItem-Total Statisticsô for the three scales.   
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Table 2. Item -Total Statistics for the three categories of teachersô knowledge 
 

Scale 1: CK  Scale 2: PK  

 
 

Scale 3: PCK  

 

Scale 
Mean if 

Item 

Deleted  

Scale 
Variance if 

Item 

Deleted  

Corrected 
Item -
Total 

Correl.  

Cronbach'
s Alpha if 

Item 

Deleted   

Scale Mean 
if Item 

Deleted  

Scale 
Variance 
if Item 

Deleted  

Corrected 
Item -
Total 

Correl.  

Cronbach'
s Alpha if 

Item 

Deleted  

 
Scale Mean 

if Item 

Deleted  

Scale 
Variance 
if Item 

Deleted  

Corrected 
Item -
Total 

Correl.  

Cronbach'
s Alpha if 

Item 

Deleted  

Q1 94.1146  72.545  .397  .855  Q2 109.5714 53.072 .540 .877 Q28 102.3636 51.397 .560 .877 
Q3 94.0208  74.315  .366  .856  Q10 109.1327 57.209 .498 .879 Q30 102.5152 48.824 .660 .872 
Q4 95.0938  67.265  .548  .848  Q12 109.2755 55.233 .590 .875 Q32 102.5354 48.333 .657 .872 
Q5 94.3438  71.702  .384  .855  Q14 109.8061 53.952 .456 .881 Q34 102.5758 49.818 .644 .873 
Q6 94.8229  68.968  .414  .855  Q16 110.1122 55.998 .262 .891 Q35 102.9394 50.241 .433 .882 
Q7 94.0521  72.745  .516  .852  Q18 109.6837 53.456 .577 .875 Q37 102.3636 51.438 .597 .876 
Q8 95.3958  66.894  .417  .857  Q20 109.2041 56.143 .580 .876 Q38 102.6263 50.767 .558 .876 
Q9 94.4583  71.072  .402  .854  Q22 109.2653 54.795 .590 .875 Q40 102.6364 48.907 .670 .872 
Q11  94.5417  71.872  .417  .854  Q24 109.6020 53.603 .584 .875 Q41 102.7475 50.905 .417 .882 
Q13  94.8229  71.537  .394  .855  Q26 109.6735 52.799 .621 .873 Q42 102.6768 50.017 .488 .879 
Q15  94.9375  69.154  .577  .847  Q29 109.3673 54.255 .488 .879 Q44 102.6869 50.687 .520 .877 
Q17  94.8646  68.224  .662  .844  Q31 109.4082 54.120 .650 .873 Q45 102.7273 50.364 .502 .878 
Q19  94.8333  69.130  .570  .848  Q33 109.3265 54.470 .497 .878 Q46 102.5657 51.575 .452 .880 
Q21  95.3542  66.673  .517  .850  Q36 109.2551 56.192 .503 .878 Q48 102.9495 49.375 .502 .879 
Q23  95.1563  66.702  .561  .847  Q39 109.7449 55.635 .451 .880 Q49 102.7677 50.690 .409 .882 
Q25  94.9792  66.863  .518  .850  Q43 109.1327 57.848 .432 .881 Q51 102.7172 50.164 .519 .877 
Q27  95.3750  66.447  .599  .845  Q47 109.3163 55.353 .647 .874 Q52 102.4141 52.225 .417 .881 

     Q50 109.2143 55.428 .601 .875      
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After exploring the item - total and the item -scale statistics, the factor analysis of 

52 items would be the next in order to test the constructed validity.  
 
 

4.3.  Factor Ana lysis  
 

According to Zeller (1994, p. 6572) construct validity assess ówhether a 
particular measure relates to other measures consistent with a theoretically 
anticipated wayô and this is usually done by factor analysis (Anastasi, 1988). By 

factor analyzing, it was  examined whether construction of this questionnaire was 
consistent to the three types of teacherôs knowledge.  

 
An extraction of twelve factors was made with eigenvalues over 1.00. Table 3 
presents the rotated factor matrix which was derived by using the varimax 

rotation procedure. Moreover, 71.84 % of the total variance is attributable to the 
first twelve factors and this means that a model with twelve factors could be 

considered as adequate to represent the data. Based on the factor loadings, the 
items w ere deleted that had had factor loadings less than 0.40. In total 9 items 
were deleted either because they had low item -scale correlation from the 

reliability section (Q1, Q3, Q5, Q13, Q16) or had factor loadings less than 0.40 
(Q51, Q44, Q29 and Q47)  

 
The following observations arise from Table 3. The first 8 items (Q27, Q21, Q25, 
Q23, Q17, Q19, Q4, Q15) presented in the table have high factor loadings on the 

first factor. All these statements were developed to belong to teachersô category 
of CK. Factor 2 loads on all the next six items. Items loading in this factor refer 

mainly to teachersô category of PK (Q36, Q2, Q33, Q50), while two items were 
developed to belong to PCK (Q52 and Q37). The next five items have high factor 
loadings on factor 3. All items (Q10, Q22, Q12, Q20) in this factor were 

developed for the PK category except from one (Q28) that it was developed for 
the PCK category. The next six items have high factor loadings on factor 4, which 

includes mainly statements of the PK category (Q24, Q39 , Q26, Q18) and two 
items of the PCK (Q30, Q32) category. Factor 5 loads on the next four items, 

three of which were developed to belong to the PCK category (Q38, Q40, Q34) 
and one to CK (Q9). All the items loading on factor 6 (Q45, Q46, Q49, Q48) as 
well as both items of factor 7 (Q41, Q42) refer to the PCK scale. Acceptable 

levels of internal consistency were indicated by Cronbach's Alpha coefficients 
ranging from .65 to .85 for the first six factors. Factor 8 had Cronbach's Alpha 

value of 0.54, while the  remaining factors consisted only of one or two questions 
and therefore they were not considered in the structure.  
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Table 3. Factor Analysis of the 52 - item instrument as derived by Varimax Rotation Procedure  

Items  Factors   

  1  2  3  4  5  6  7  8  9  10  11  12  h²  

Q27.  Interprets in which scientific paradigm his 
subject -matter position and point of view 
belongs to  

.809                        
0.70  

Q21.  Can talk scientifically from the viewpoint of 
his science  

.790                        
0.70  

Q25.  Can see the relation of his science with 
other sciences  

.683                        
0.69  

Q23.  Knows the limits of his science  .602                    .433    0.77  

Q17.  Is aware of the developments in his 

science, which he interprets  
.564                        

0.69  

Q19.  Can distinguish with clarity principles, 
hypotheses, interpretations in his science  

.548        .440                
0.71  

Q4.  Knows how theories or principles of his 
subject have been developed  

.452                        
0.68  

Q15.  Can answer contemporary issues based on 
his knowledge of the subject -matter  

.415                        
0.70  

Q36.  Knows and applies differentiation, so that 

to correspond to the different needs of students 
in mixed ability classrooms  

  .807                      

0.75  

52.  Identifies and organizes hierarchical 
activities beginning from prerequisite knowledge 
to basic and transformative knowledge  

  .786                      
0.69  

Q2.  Uses various methods and strategies of 
teaching  

  .685                      
0.73  

Q33.  Evaluates each student in relation to his 
progress   

  .624  .403                    
0.73  
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Q37.  Offers each student the opportunity to 
express his opinion during teaching  

  .562                      
0.61  

Q50.  Uses methods of active learning, giving the 
opportunity to students to be actively involved 

in learning  

  .528        .513              
0.73  

Q10.  Shows respect towards all students 
through his behaviour and his way of 

communicating with them  

    .799                    
0.72  

Q22.  Encourages interaction between his 

students   
    .722                    

0.78  

Q12.  Organizes activities that aim to involve all 
students  

    .625                    
0.69  

Q20.  Encourages interaction between himself 
and the students  

    .590              .408      
0.72  

Q28.  Represents the subject in a way that it is 
understood by all students  

    .500          .417          
0.68  

Q24. Deals effectively with problems of discipline        .677                  0.73  

Q39.  Has the skill of good questioning        .572  .523                0.74  

30.  Knows for each subject which is the 
prerequisite knowledge and the connections 

between subjects  

      .566        .484          
0.82  

Q26.  Knows and applies techniques of classroom 

administration and organisation  
      .515                  

0.68  

Q32.  Knows studentsô misconceptions for a 
particular subject  

  .420    .502        .451          
0.83  

Q18. Uses explicit rules of classroom 
organization  

      .474                .473  
0.74  

Q38.  Uses the suitable means that contribute to 
the explanation of the central idea   

        .802                
0.78  

Q9.Structures the lessonôs content so that it has 

a reasonable flow from simple to complex issues  
        .512            .431    

0.82  

Q40.  Uses suitable teaching approaches of 

content so that to transform it to 
        .476                

0.70  
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comprehensible knowledge  

Q34.  Uses suitable examples for the explanation 
of concepts that are related to particular subject  

        .474                
0.67  

Q45. Assigns exercises that help students to 

comprehend the subject  
          .670              

0.74  

Q46.  Uses different ways of teaching depending 

on the content and his students   
          .669              

0.68  

Q49.  Enriches the text book material            .545      .401        0.62  

Q48.  Can identify the lessonôs basic knowledge 
and place emphasis on it  

          .522              
0.68  

Q41.  Identifies the prerequisite knowledge of 
students before his instruction  

            .824            
0.80  

42.  Identifies studentsô learning difficulties of a 

particular subject before his instruction  
            .710            

0.78  

Q31.  Uses evaluation criteria that correspond to 

the aim of his teaching  
              .571          

0.71  

Q7.  Not only does he comprehend the concepts 
he teaches, but he is also able to explain them  

        .429      .476          
0.59  

Q6.  Knows the answers to studentsô  questions 
in relation to the subject  

              .454    
-

.419  
    

0.75  

Q35.  Uses known analogies of students in order 
to explain the concepts of the subject  

.430                .599        
0.66  

Q43.  Encourages the development of studentsô 
critical thinking  

                  .741      
0.68  

Q11.  Is informed about the developments in his 

field   
                .423  .428      

0.69  

Q8 Has made specialized study in the subject he 

teaches  
                    .859    

0.83  

Q14  Help students to understand that he has 
high expectations and he motivates them  

                      .794  
0.77  

Eigenvalue  12.8  3.6  2.3  1.8  1.7  1.6  1.4  1.3  1.2  1.1  1.1  1.0   

Percentage of variance  9.6  9.5  9.0  6.4  6.3  5.7  5.3  5.0  4.0  3.9  3.7  3.5   

Cumulative percentage of variance  9.6  19.0  28.0  34.5  40.7  46.4  51.7  56.8  60.7  64.6  68.3  71.8   
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Based on the results of the factor analysis, one can conclude that students -

teachers distinguish  clearly the category of CK, the items of which load on Factor 
1. The categories of CK and PCK are clearly distinguished in some factors (e.g. 
Factor 6 consists only of items developed to belong to the PCK category); 

however, items of the PK and the PCK categories are mixed in some factors.    

 

 
5. Discussion  
 
This study aimed to present students -teachersô beliefs regarding the value they 

attribute to the three types of teachersô knowledge according to Shulman (1986, 
1987). This issue has seldom been addressed by the literature (Jang, Guan & 
Hsieh, 2009), although it is considered of major importance for  teachersô 

development program mes and curricula. Consequently, it was worthwhile to 
develop an instrument that could be used to investigate in a quantitative way 

this issue. Results of analysis indicated that the instrument shows satisfactory 
reliability. The scales themselves proved t o be consistent, while item -scale 
correlation provided suggestions to delete weak items. Also, almost all 

statements had a standard deviation Ò 1, a value that indicates a satisfactory 
degree of coherence between the answers. By factor analysis, it was exa mined 

whether construction of this questionnaire was consistent to the three types of 
teachersô knowledge, as they were defined. Factor analysis revealed a good 
factor structure, with the CK category to be clearly distinguished from PK and 

PCK. Of course, future research could involve revision of some items based on 
the suggestions of the factor analysis. Also, a new perspective in future research 

could be to specify the subject matter in which the three types of knowledge are 
investigated.  
 

Concerning the  question whether students - teachers attribute equal value to the 
three types of knowledge or they consider a specific type of knowledge more 

important than the others for effective teaching, this research has shown that all 
categories are considered very i mportant (mean score of the scales 5.92 and 
above). Of course, the CK category had the lowest mean score and the items 

with the lowest mean scores referred to CK, while the items with the highest 
mean scores to PK and PCK. Also, factor analysis indicated t hat participants could 

clearly distinguish the CK category from PK and PCK. Further research is needed 
for the investigation of this question.   

 
Concluding, this  study can only provide limited insights into the validity of our 
measures, while the generali zability of our results is limited due to the studyôs 

small sample. F urther research is needed in order to establish the reliability and 
validity of the instrument and investigate student -teachersô beliefs on the issue 

of teachersô knowledge. 
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Résumé  

Le travail a été fait sur une analyse dôun ®chantillon de 1318 personnes du Pays Basque 

(Espagne) concernant certains aspects du profil de leur consommation télévisuelle et de 

leurs valeurs personnelles. Les instruments utilis®s ont ®t® lô£chelle des Domaines de 

Valeurs Té lévisuelles (Val -TV 0.1) et le Questionnaire des Habitudes Télévisuelles (CH -

TV.01). Dans les résultats en rapport avec les valeurs, on a constaté que les notes les 

plus hautes qui ont ®t® obtenues sont la bienveillance, lôaccord et lôauto-direction. En ce  

qui concerne le profil de consommation, ce sont les émissions ludiques et de 

divertissement qui ont ®t® mises en avant. Les personnages choisis par lô®chantillon ont 

®t® en majorit® masculins, dô©ge m¾r, qui sont des personnages de fiction et qui nôont 

aucune profession. Les r®sultats obtenus nous permettent dôenvisager les rapports entre 

les valeurs et les pr®f®rences t®l®visuelles comme un recours ®ducatif pour lô®ducation 

morale.  

Mots clé: valeurs  -  personnages télévisuels  -  émissions de télévision  -  profil de 

consommation  -  éducation morale . 

 

 
 

1. Introduction  
 

Aujourdôhui, il y a un commun accord ¨ reconna´tre que le pouvoir et lôattrait de 
la télévision sont très importants et jouent un rôle essentiel dans le 
d®veloppement et lôacquisition de valeurs (Carr, 2006; Witenberg, 2007).  Ce 

média, en plus de distraire et de divertir, doit également former , ce qui se passe, 
côest quôactuellement, il le fasse dans les deux sens. Nous savons que la 

télévision transmet autant de valeurs matérialistes que prosociales et nous 
consid®rons que cette ambiguµt® est pr®judiciable au point de vue de lô®ducation 
morale  (Aierbe et Medrano, 2008; Medrano et Cortés, 2007).  

 
À ce sujet, différentes études faites dans le contexte américain (Lidz, 1984; Tan, 

Nelson, Dong et Tan, 1997), ont analysé ce fait, en démontrant que la télévision 
transmet des valeurs conventionnelles de la classe moyenne américaine: être 
honn°tes, sôefforcer que le travail soit bien fait, le sens du devoir, etc. Dôautres 

auteurs affirment que par lôinterm®diaire de la t®l®vision, on peut renforcer aussi 
bien des valeurs positives que des valeurs négati ves ou contre -valeurs (Muir, 

1993; Wakfield, Flay, Nichter et Giovino, 2003). De même, on estime que la 
télévision peut affecter non seulement les valeurs (Carr, 2006; Lee, 2007), mais 

aussi les comportements des jeunes par rapport ¨ ce quôils ach¯tent, ¨ la façon 
dont ils sôhabillent et agissent, comment ils d®finissent leur identit® ou comment 
ils arrivent à comprendre quelle est leur place dans le monde (Morgan, 2007).  
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En définitive, conformément aux études préalables, nous sommes partis de 
lôhypoth¯se de base où les contenus télévisuels constituent, eux -mêmes, une 

voie dôapprentissage ¨ travers les structures narratives qui y sont expos®es. 
 
Dans le but de conna´tre les valeurs de lô®chantillon ®tudi®, on est parti dôun 

modèle élaboré par Schwartz et B oehnke (2004). Ces auteurs conceptualisent les 
valeurs comme des représentations cognitives provenant des besoins biologiques 

de base, de lôinteraction sociale et des demandes des diff®rentes institutions 
sociales. La structure de valeurs proposée par ce m odèle nous permet 
lôinterpr®tation des conduites visibles dans lôinterpr®tation dans les narrations 

t®l®visuelles, en termes de valeurs. Côest ¨ partir de ce cadre de r®f®rence quôa 
®t® confectionn® lôinstrument de mesure destin® ¨ conna´tre les valeurs des 

sujets de notre étude.  
 
Dôautre part, la t®l®vision joue un r¹le essentiel dans la socialisation, non 

seulement dans lôacquisition de lôinformation mais aussi dans lôadoption de 
mod¯les de comportement par lôinterm®diaire des personnages qui apparaissent 

dans les différentes émissions. En ce sens, Steenland (1990) trouve que les 
®missions, ®mises ¨ des heures de plus grande audience, transmettent lôid®e que 
lôimage est plus importante que lôintelligence, que les personnages f®minins 

apparaissent plus pass ifs et moins individualisés que ceux masculins. Dans cette 
®tude,  la conclusion d®duit que les adolescents sôidentifient aux valeurs que ces 

émissions transmettent. Également, Hoffner (1996) trouve dans une étude faite 
avec des adolescents où, tant les fi lles que les garçons, quand on leur demande 
de sôidentifier ¨ leur personnage favori, ils ont tendance ¨ le faire avec des 

personnages du même sexe, étant donné que ce sont les caractéristiques qui  
marquent le plus les traits de la personnalit®, lôintelligence, lôapparence physique, 

le sens de lôhumour et m°me, la fa­on de parler. Ruiz, Conde et Torres (2005), 
quant ¨ eux, trouv¯rent que lôattrait physique appara´t comme un attribut 
enviable chez les enfants et les adolescents.  

 
Dans une étude réalisée par  Harwood (1997) où sont comparés différents 

groupes dô©ges (enfants, adolescents et adultes), on trouve quôil existe une plus 
grande préférence vis -à-vis des personnages qui ont le m°me ©ge quôeux. Il en 

est de même pour le travail de Saito (2007) qui démo ntre que la télévision tend 
à cultiver des attitudes liées aux rôles de genre traditionalistes chez un grand 
nombre de t®l®spectateurs, en particulier, des femmes. Dôautre part, on a ®tudi® 

le feuilleton télévisé comme quelque chose qui transmet des valeur s en 
considérant que, grâce à lui, on arrive à de plus grands niveaux de prises de 

conscience sociale que dans certaines campagnes de publicité sur différents 
sujets (Montero, 2006).  
 

Le but principal de cette étude a été de connaître les valeurs et certai ns aspects 
du profil de leur consommation télévisuelle (préférences télévisuelles et 

personnages dôidentification) dans un ®chantillon de 1318 personnes. On voulait, 
en outre, analyser les rapports entre les valeurs et ce profil.  
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2. Méthode  
 

 
2.1. Conception  
 

La nature de lô®tude a ®t® quantitative/qualitative ®tant donn® quôelle int®grait 
les deux paradigmes. Lôapproche a ®t® faite conform®ment aux caract®ristiques 

dôune conception corr®lationnelle de base, ®tant donn® que les variables nô®taient 
pas utilis®es. Côest le logiciel statistique SPSS  qui a ®t® employ® pour les 

analyses quantitatives. De m°me, des cat®gories dôanalyses ®mergentes ont ®t® 
prévues pour les analyses qualitatives. Le but de notre travail a été de décrire et  
de rapporter cer tains indicateurs du profil de consommation et les valeurs de 

lô®chantillon ®tudi®.   
 

 
2.2. Échantillon  
 

Lô®chantillon ®tait compos® dôun ensemble de 1318 personnes dont 73,5% (969) 
correspondait au groupe des adolescents, 12% à celui des jeunes et, 14% à  celui 

des adultes/parents. Les adolescents ®taient des ®tudiants dô£ducation 
Secondaire Obligatoire répartis dans neuf centres du Pays Basque (Espagne) 
avec des âges compris entre 13 et 15 ans. La sélection des adolescents a été 

faite ¨ partir dôun ®chantillonnage à deux degrés par grappes et aléatoire, avec 
un niveau de confiance de 0.95 et une erreur dô®chantillonnage de 0.02. 

Initialement, les centres scolaires ont été pris comme unité de conglomérat afin 
de pouvoir sélectionner aléatoirement les centre s objet de notre enquête (en 
tenant compte des critères public/privé et du modèle linguistique) et ensuite, 

parmi eux, les salles de classe à enquêter ont été sélectionnées aléatoirement 
(parmi toutes, celles qui correspondaient aux années de 2º et 3º de E SO). Les 

jeunes étaient des étudiants universitaires avec un âge compris entre 19 et 30 
ans et, dans ce cas, lô®chantillon a ®t® par pertinence. Enfin, le groupe de 
parents (adultes) a pr®sent® une plage dô©ge entre 30 et 55 ans, et la s®lection a 

été effe ctu®e par lôinterm®diaire de la technique de la boule de neige, côest-à-dire 
quôils ont ®t® contact®s par lôinterm®diaire de leurs fils.  

 
 
2.3. Instruments de mesure  

 
Deux instruments ont été utilisés dans cette étude. En premier lieu, un 

questionnaire qu i recueille tous les items liés à leur profil de consommation et les 
arguments qui sont avancés pour choisir des émissions déterminées, ainsi que 
leurs personnages pr®f®r®s. Il sôagit du Questionnaire des Habitudes 

Télévisuelles (CH -TV.01) (Medrano, Cortés  et Palacios, 2007). Le questionnaire 
se compose de 30 items, où vingt -quatre sont fermés et les seize restants sont 

ouverts. Pour ce travail, on a cat®goris® les r®ponses correspondantes ¨ lôitem 20 
(pour quelles raisons aimez -vous ces émissions)  ; ¨ lôitem 24 a (quel est le 

personnage qui vous plaît le plus) et 24 b (les motifs et les arguments  pour 
choisir de personnage).  
 

Lô®chelle de Domaines des Valeurs T®l®visuelles (Val-TV 0.1) a été administrée 
en second lieu. Cet instrument est une adaptation de lô£chelle des Valeurs 
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originale créée par Schwartz (SVS). Les nombres de points concernant les 
valeurs ont été obtenus grâce à la réponse aux dix items de chaque sous -échelle 

liés aux valeurs suivantes  : auto -direction, stimulation, hédonisme, satisfaction , 
pouvoir, sécurité, conformité, tradition, bienveillance et universalisme. Ces 
nombres de points sont recueillis ¨ lôaide dôune ®chelle de Lickert de cinq points 

o½ est exprim® le degr® dôaccord ou de d®saccord de chaque item. 
 

 
2.4. Procédure  
 

Lôadministration du questionnaire et lô®chelle de valeurs ont dur® 60 minutes 
environ. La collecte des données, dans le cas des adolescents, a été réalisée par 

les propres enqu°teurs avec un professeur du centre. Dans lôapplication sur place 
du test, deux questionnaires ont été remis à chaque adolescent  : un pour le père 
et un autre pour la mère dans une enveloppe fermée avec une lettre explicative 

des objectifs de lôenqu°te. Les donn®es de lô®chantillon de jeunes, tous 
universitaires, ont été obtenues par lôinterm®diaire dôInternet, côest-à-dire de 

façon virtuelle.  
 
Pour les analyses quantitatives, le programme SPSS a été utilisé et différentes 

analyses statistiques ont été effectuées. En ce qui concerne les analyses 
qualitatives des questions ouvertes, tro is phases ont été suivies afin de pouvoir 

catégoriser les réponses ouvertes.  
 
Dans une première phase, on a réalisé une transcription de toutes les réponses. 

Dans une seconde phase, on a ®labor® les cat®gories dôanalyses ®mergentes du 
texte. Les catégories  se sont épurées en tenant compte des critères suivants  : 

celui de lôexp®rimentation et le crit¯re th®orique. Toutes les cat®gories ont ®t® 
compar®es par lôinterm®diaire dôune lecture collective par trois juges. Le degr® 
dôaccord obtenu en fonction du coefficient Kappa de Cohen a été de 0.7.  

 
Dans une troisième phase et dans le but de pouvoir rendre maniable, 

statistiquement, le nombre élevé de noyaux thématiques extraits, on a procédé à 
leur recatégorisation. Le critère choisi, dans ce cas, a été de regrou per les 

catégories qui avaient un pourcentage de réponse plus faible et de les réunir en 
suivant un critère théorique relatif au contenu de la catégorie.  
 

 

3. Résultats  
 
Par rapport ¨ notre premier objectif, conna´tre les valeurs de lô®chantillon ®tudi®, 
les plus grands nombres de points sont obtenus pour la bienveillance, la 

conformit® et lôauto-direction qui vont au -delà des quatre points dans une échelle 
avec un maximum de 5. En revanche, les nombres de points les plus bas sont 

donnés pour le pouvoir qui  nôarrive pas au nombre de points moyen th®orique de 
lô®chelle de trois points. Le reste obtient un nombre de points entre 3 et 4. 

  
En analysant les résultats obtenus concernant les second, troisième et quatrième 
objectifs, lô®chantillon sôest positionn® différemment par rapport à la télévision. 

Comme on peut lôobserver dans le Tableau 1, la raison la plus fr®quente pour 
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choisir les émissions (item 20, pour quelles raisons aimez -vous ces émissions  ?) 
est quôil sôagit de contenus positifs (40,3%).  

 
Tableau  1. Choix de lô®chantillon par rapport aux types dô®missions, les 
personnages choisis et les raisons du choix des personnages  
 

Type dô®missions 

Question 20  

Personnage des émissions 

Question 24a  

Raisons  dans le choix dôun 
personnage  

télévisuel (Question -  24b)  

Divertisse -
ment  

228  18.9%  
Séries 
policières  

43  4.6%  
Divertisseme
nt  

391  43.0%  

Distraction -  

humour  
268  22.2%  

Séries 

comiques  
276  29.2%  

Identification 

personnelle  
28  3.1%  

Information/a
ctualité  

54  4.5%  
Séries de 
métiers et de 
professions  

31  3.3%  
Non 
conventionne
lle  

26  2.9%  

Contenus  97  8.0%  Sports  22  2.3%  
Professionnal
isme  

131  14.4%  

Autres 
contenus 
positifs  

487  40.3%  
Dessins 

animés  
225  23.8%  

Personnalité 

positive  
89  9.8%  

Autres  74  6.1%  Feuilletons  97  10.3%  
Autres 
caractéristiqu

es négatives  

84  9.2%  

   Concours  30  3.2%  
Autres 
caractéristiqu

es positives  

53  5.8%  

   Humour  107  11.3%  Autres 
qualités 

physiques 
considérées 
comme 
positives  

107  11.8%  

   Autres  25  2.6%    

   
Séries 
générales et 
films  

32  3.4%     

   

Presse du 
coeur et 
show 
émissions  

28  3.0%     

   

Culturels et 

dôinformation
s 

28  3.0%     

TOTAL 1208   TOTAL 944   Total  909   

 
 
C'est -à-dire des contenus qui ont un rapport avec des thèmes et/ou culturels, 

suivis de loin par des émissions de distraction/humour (22,2%) ou de 
divertissement (18,9%). Bien plus loin se trouve la catégorie des contenus 

(8,0%), disons pour le contenu pro prement dit et, en dernier, ceux 
dôinformation-actualité (4,5%) et le reste de programmes non inclus dans 
dôautres cat®gories (6,1%). Ils aiment avant tout les personnages de s®ries 

comiques (29,2%) et ceux de dessins animés (23,8%), suivis à une certaines  
distance de ceux humoristiques (11,3%) et ceux des feuilletons télévisés 

(10,9%). Lô°tre amusant est la principale raison pour choisir un personnage 
t®l®visuel (43%) tandis que de tr¯s loin apparaissent dôautres raisons comme le 
professionnalisme (14,4%),  dôautres qualit®s physiques consid®r®es comme 

socialement positives (11,8%). Dôautres cat®gories, comme pr®senter des 
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aspects positifs, faciliter une identification personnelle ou ne pas être 
conventionnel, sont les moins fréquentes (Tableau 1).  

 
Tableau 2. Analyse de la variance selon les choix de lô®chantillon au sujet des 
émissions de télévision  

 
 Type 

dô®miss

ions  
Questio

n 20  

Personna
ge des 

émissions 
Question 

24a  

Raisons 
pour 

choisir un 
personna

ge 
télévisuel 

(Question
-  24b)  

Genre du 
personna

ge 

Âge du 
personna

ge 

Nature 
du 

personna
ge 

Activité 
du 

person
nage  

 F F F F F F F 
Auto -direction  .934  1.440  2.351*  .096  1.213  .015  .111  

Stimulation  .131  1.509  .725  1.052  2.051  2.251  .933  
Hédonisme  1.676  1.249  .871  3.320  .310  2.961  .002  
Satisfaction  1.012  1.828*  1.994  2.983  1.387  4.008*  .001  
Pouvoir  1.555  1.533  .786  4.696*  1.007  2.596  .453  
Sécurité  1.033  1.125  1.418  .832  .243  .584  .221  
Conformité  1.967  1.659  .988  .124  1.857  .022  .383  
Tradition  1.950  .939  2.470*  .079  .272  1.408  1.480  
Bienveillance  .275  1.995*  1.912  .424  .657  .316  1.029  
Universalisme  1.002  1.301  1.464  2.261  1.391  .153  .463  

* P<.05  
 
Par rapport à notre cinquième objectif, la description des caractéristiques des 

personnages s®lectionn®s conform®ment au sexe, ¨ la nature, ¨ lô©ge du 
personnage et  à la profession, nous obtenons les résultats suivants  : les 

personnages choisis par lô®chantillon sont en majorit® masculins (82,2%), ils 
correspondent à un âge mûr (74,4%), ils sont de fiction (84,4%) et, souvent, ils 
nôexercent aucune profession (73,2%). 

 
En ce qui concerne notre dernier objectif, connaître les rapports entre les valeurs 

des participants dans lôenqu°te et certains aspects de leur profil de 
consommation télévisuelle, on peut observer dans le Tableau 2, les statistiques 

de contraste des an alyses de variance effectuées parmi les différentes catégories 
de pr®f®rences t®l®visuelles. Etant donn® que lô©ge peut conditionner le type de 
choix dô®missions de t®l®vision, on a int®gr® le groupe dô©ge chronologique 

comme co -variable.  
 

En principe, il  nôy a pas de diff®rences dans les valeurs que montrent les 
participants en fonction des types dô®missions de t®l®vision quôils choisissent 
(Question 20). Pourtant, il est vrai que nous trouvons certaines différences dans 

les valeurs de satisfaction (F=1,8 28, p=.046) et de bienveillance (F=1,995, 
p=.026) en fonction du type de personnage que choisissent les participants dans 

cette enquête (Question 21). Néanmoins, les pourcentages de variance expliqués 
sont faibles (êta carré partiel 0.024 dans le premier c as et 0.026 dans le 
second). Les comparaisons par paires (Sidak) montrent dans le premier cas 

(p=.049) uniquement de plus grands niveaux de satisfaction parmi ceux qui 
choisissent des personnages de concours contrairement aux personnages de 
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séries policièr es [4,40 (0,764) vs. 3,47 (1,298)]. Dans le second cas (p=.023), 
ceux qui choisissent des personnages de feuilletons télévisés montrent de plus 

grands niveaux de bienveillance que ceux qui choisissent les dessins animés 
[4,40 (0,764) vs. 3,47 (1,298)].  
 

On trouve également certaines différences statistiquement significatives dans les 
valeurs dôauto-direction (F=2,351, p=.022) et de tradition (F=2,4470, p=.016) 

en demandant les raisons pour lesquelles ils choisissent ces personnages 
(Question 24 b). Tout com me dans le cas précédent, les pourcentages de 
variance expliquée sont faibles, êta carré partiel 0.020 dans le premier cas et 

0.021 dans le second. Les comparaisons par paires (Sidak) signalent dans ce cas 
que ceux qui choisissent des personnages par ident ification personnelle ont un 

nombre de points plus faible pour tradition que ceux qui le font pour 
professionnalisme [2,85 (0.229) vs. 3,772 (0.105), p=.008] ou pour personnalité 
positive [2,85 (0.229) vs. 3,658 (0.124), p=.048]. Dans le cas de lôauto-

dire ction, malgré que le contraste soit significatif, aucune différence entre paires 
nôarrive ¨ °tre statistiquement significative. 

 
Le choix de personnages masculins ou féminins est associé à des différences 
dans la valeur de pouvoir (F=4,696, p=.031), bien q uôune fois de plus, avec un 

pourcentage de variance expliquée très faible, seulement 0,6%. Les personnes 
qui choisissent des personnages masculins ont un nombre de points plus haut 

pour pouvoir que ceux qui choisissent des personnages féminins [2,82 (1,244 ) 
vs. 2,58 (1,192)].  
 

Le choix de personnages, selon leur nature de fiction ou de réalité, est associé à 
des différences dans la valeur de satisfaction (F=4,008, p=.046), en trouvant 

que les personnes qui choisissent des personnages réels affichent un nom bre de 
points plus haut pour satisfaction que ceux qui choisissent de fiction [4,11 
(0,995) vs. 3,92 (1,086)].  

 
Il nôy a pas de diff®rences dans les nombres de points sur des valeurs dans le 

reste de variables consid®r®es, un groupe dô©ge du personnage t®lévisuel choisi 
ou nature de celui -ci par rapport ¨ lôexercice ou non dôune profession. 

 
 

4. Discussion  
 
Lôobjectif principal de cette ®tude ®tait de conna´tre certains aspects du profil de 

consommation t®l®visuelle et les valeurs dôun ®chantillon dôadolescents, de 
jeunes et dôadultes. On voulait ®galement analyser les rapports entre les valeurs 
et ce profil. Avec les données prises dans leur ensemble, une première 

conclusion que lôon peut tirer est la grande diversit® de pr®f®rences dans le 
média télévisue l. À partir de cette variété de préférences, on trouve quelques 

différences dans les valeurs que montrent les personnes qui ont été étudiées. 
Ainsi,  par rapport à leurs valeurs, on constate que celles -ci ne sont pas 

intégrées seulement dans un domaine, en  suivant la perspective de Schwartz, 
mais quôil y a plut¹t une tendance h®t®rog¯ne. Une possible explication que lôon 
peut donner sur ces donn®es r®side dans lôaccord avec ce qui a ®t® mentionn® 

dans lôintroduction de ce travail en ce qui concerne lôambiguïté qui existe dans la 
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société, où coexistent des valeurs tant prosociales que matérialistes que la 
télévision transmet également (Carr, 2006; Morgan, 2007).  

 
En nous r®f®rant aux choix de lô®chantillon en ce qui concerne les types 
dô®missions, de personnages choisis et les raisons de leur choix, les participants 

optent pour des aspects ludiques et de divertissement. Il faut souligner que le 
profil du personnage de télévision le plus désigné est celui qui se trouve être le 

plus amusant. Pourtant, dans dôautres travaux, la préférence est donnée à 
lôattrait physique (Ruiz, Conde et Torres, 2005). ê notre avis, les donn®es 
collectées viennent confirmer que le but de la télévision est le divertissement et 

la distraction et, presque jamais, une formation. De même , ce sont les 
personnages de s®ries qui sont les plus appr®ci®s, comme lôont ®galement 

constat® dôautres ®tudes analys®es auparavant. Ce fait sôexplique car côest le 
genre qui représente le mieux la réalité des téléspectateurs et, en général, nous 
nous sen tons repr®sent®s dans ces s®ries. De m°me, nous trouvons que lôune 

des raisons les plus marquantes dans le choix dôune ®mission est quôelle ait des 
contenus positifs, côest-à-dire, de présenter des contenues liés aux thèmes 

sociaux et/ou culturels. Il faut , en outre, souligner que les personnages de la 
dénommée télévision «  poubelle  » sont très peu désignés.  
 

Nous avons ®galement trouv® que les personnages choisis par lô®chantillon sont 
majoritairement masculins, ils correspondent à un âge mûr, ils sont de fiction et 

souvent, nôexercent aucune profession. Dans ce sens, le r®sultat attire lôattention 
car ils sôidentifient ¨ des personnages masculins bien quôil y ait plus de femmes 
que dôhommes parmi lô®chantillon. Ces donn®es sont oppos®es ¨ celles trouv®es 

dans dôautres ®tudes (Steenland, 1990; Hoffner, 1996) et nous voulons mettre 
en avant lôinfluence que peut repr®senter la plus grande pr®sence du sexe 

masculin dans la t®l®vision comme un aspect ¨ travailler ¨ partir de lô®ducation 
morale (égalité), étant d onné que la télévision tend à transmettre des rôles de 
genre traditionalistes (Saito, 2007).  

 
Il est curieux quôils pr®f¯rent des personnages dô©ge m¾r puisque la majorit® de 

lô®chantillon est compos®e dôadolescents et ces r®sultats ne concordent pas non 
plus avec ceux trouv®s par dôautres auteurs (Harwood 1997; Montero, 2006) qui 

mettent en avant que les personnages préférés des adolescents sont souvent des 
personnages avec le m°me quôeux. 
 

ê notre avis, lô®tude des rapports entre des valeurs et des aspects du profil 
t®l®visuel, en plus de leur importance m®thodologique, nous permet dôenvisager 

certaines implications pour lô®ducation morale. Ainsi, dans les analyses 
effectuées, on observe des différences significatives entre des valeurs et certains 
aspects du profil télévisuel. Il est intéressant de souligner, par exemple, que la 

valeur de pouvoir présente un nombre de point plus haut quand sont choisis des 
personnages masculins  ; tandis que celui de tradition est plus haut quand ils 

signalent le professionn alisme dans le choix dôun personnage. Cependant, la 
bienveillance est liée aux personnages de feuilletons télévisés. Ces données, 
interprétées à partir du modèle de Schwartz, nous fournissent de nombreuses 

pistes pour continuer à approfondir et à travaille r autour de lô®ducation morale et 
le visionnage télévisuel.  
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Nous consid®rons quôil ne sôagisse pas tant de cr®er de nouvelles ®missions 
éducatives que de travailler à partir de leurs programmes favoris dans les deux 

sens. Dôun c¹t®, il est n®cessaire dôintervenir pour décoder les messages et 
dôautre part, il faut promouvoir des strat®gies d®termin®es qui favorisent le 
d®veloppement de valeurs, par exemple, lô®claircissement de valeurs, la 

discussion de dilemmes qui se présentent dans les narrations télévis uelles, des 
phrases incomplètes, une reconstruction conceptuelle de textes narratifs, etc. En 

définitive, nous pensons que le média télévisuel est une bonne ressource pour 
lô®ducation morale.  
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Abstract  

The present study attempted to discover the impact of reduction recasts on the 

improvement of the speaking ability and on the repaired grammatical uptakes rate of EFL 

learners. After administering a language proficiency test, 52 homog eneous students were 

randomly assigned to the experimental and the control group respectively. The 

comparison of the two groups on the speaking pretest confirmed the homogeneity of the 

subjects before the instruction. During 12 sessions of instruction, the  experimental group 

received reduction recasts and the control group received non - reduction recasts. After 

the treatment, both groups took part on the speaking posttest. The results indicated that 

the performance of the subjects in the experimental group w as significantly better than 

that of the control group. Furthermore, the comparison of the repaired grammatical 

uptake means between the experimental and control groups revealed that the former 

group had outperformed the latter to a great extent.  

Keywords : reduction recasts  ï non - reduction recasts ï repaired grammatical uptakes  

ï speaking ability  

 

  

 
1. Introduction  

 
Today the need for communication taps on the social aspect of human being 

realized in two channels of oral or written, but the emphasis is on oral 
communication as the best manifestation of language abilities (Celce -Murcia, 
2001). From the teaching point o f view, speaking in a second or foreign language 

has often been looked at as the most demanding of all four skills (Baily & 
Savage, 1994). Speaking as an important element of communication needs 

special attention and instruction in the domain of Teaching E nglish as a Foreign 
Language (TEFL). In order to provide effective instruction, it is necessary to 
examine the factors, conditions, and components underlying speaking 

effectiveness. Thus, away from respectful approaches to improving speaking 
skill, like fi nding a way to treat low status students and/or high status students 

who might take over the group (Cohen, 1996), or how to provide enough 
opportunities for students to become involved in different oral activities, the 

need for investigation in some areas like the types of the teacher's corrective 
feedback in the classroom remains important.  
 

Over the past two decades, corrective feedback and learner uptake have been 
targets of investigation for researchers working in the field of classroom second 

language  acquisition. One of the researchers examining the effects of such 
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teacher -student interactional moves is Lyster, who worked extensively on the 
observational classroom research in French immersion programs in Quebec, 

Canada (Lyster, 1994, 1998a, 1998b, 199 9; Lyster & Ranta, 1997). Of particular 
interest is a study by Lyster and Ranta (1997), in which they identified different 
types of corrective feedback and student uptake. In their study, corrective 

feedback is described as the provision of negative eviden ce or positive evidence 
upon erroneous utterances, which encourages learners' repair involving accuracy 

and precision, and not merely comprehensibility. Also, learner uptake is defined 
as a student's utterance that immediately follows the teacher's feedbac k, and 
that constitutes a reaction in some way to the teacher's intention to draw 

attention to some aspects of the student's initial utterance (Lyster & Ranta, 
1997).  

 
Lyster and Ranta's study is significant in that it offered a systematic picture of 
patte rns of interactional moves between teachers and students, such as the type 

of feedback arising from different types of errors, and the type of feedback that 
leads to more uptakes. In addition, their findings can serve as a basis for SLA 

research that inves tigates whether feedback -uptake sequences indeed contribute 
to language learning.  
 

Lyster and Ranta (1997) defined recasts as "the teacher's reformulation of all or 
part of a student's utterance, minus the error" (p. 46). This definition points to 

the fact  that the reformulation can involve either the entirety or a part of the 
original erroneous utterance. The latter is what Roberts (1995) calls 'partial 
recasts', when the teacher only models the segment of the utterance in which 

the error occurs. Lyster (1 998a) calls this type 'reduction recasts'. According to 
Sheen (2006), in reduction recasts the reformulation is shorter than the learner's 

erroneous utterance. This is opposite to 'non - reduction recasts' in which the 
reformulation repeats the learner's ent ire utterance.  
 

Another controversial issue in the study of recasts is the significance of uptake 
and its role in acquisition. For the purposes of their study of corrective feedback, 

Lyster and Ranta (1997) defined uptake as "a student utterance that 
immed iately follows the teacher's feedback and that constitutes a reaction in 

some way to the teacher's intention to draw attention to some aspect of the 
student's initial utterance" (p. 48). Uptake can constitute 'repair' (i.e., the uptake 
move corrects the in itial error) or be characterized as 'needs repair' (i.e., the 

uptake move does not correct the initial error). Controversy centers on whether 
the learner's uptake does or does not contribute to acquisition.  

 
A few studies have examined the relationship bet ween different types of recast 
and uptake with repair. Sheen (2006) found that mode, linguistic focus, and type 

of change influenced repair. Philip (2003) examined learners' ability to recall 
recasts immediately after hearing them. She found that short rec asts were 

recalled better than long recasts, especially by less proficient learners, and 
recasts with just one or two changes were recalled more accurately by all 
learners, irrespective of proficiency.  

 
However, no study has yet been conducted on the impa ct of different types of 

teacher recasts on the language learners' speaking ability. Moreover, the effect 
of recast types on the learners' uptakes rate has not been investigated. 
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Accordingly, the present study attempted to discover the impact of reduction 
recasts on the speaking ability and on the repaired grammatical uptakes rate of 

EFL learners. To fulfill the purpose of the study the following research questions 
were formulated:      
 

1. Is there any significant difference between English speaking abilit y of EFL 
learners corrected by reduction recasts and those corrected by non - reduction 

recasts?  
 
2. Do reduction recasts result in greater amount of repaired grammatical uptakes 

than non - reduction recasts among EFL learners?  
 

 

2. Method  

 
2.1. Participants  

 
In order to conduct this study, 63 Iranian female adults were selected among 
intermediate level students of an English language school in Tehran. They were 
between 17 and 27 years of age . To ensure the homogeneity of the participants, 

a language proficienc y test was administered to them. After analyzing the 
results, 52 students who scored nearly within one standard deviation above and 

below the mean were included in the study. Later, the participants were 
randomly assigned to two experimental and control gr oups. The experimental 
group included 27 students, while the control group contained 25 participants.  

 
It is worth mentioning that 41 other intermediate students, who were similar to 

the actual participants of the research, took part in the pilot study of  the above -
mentioned language proficiency test.  
 

 
2.2. Instrumentation  

 
2.2.1. Language Proficiency Test  

 
A Preliminary English Test (PET) was used for homogenizing the subjects of this 

study in terms of their general English proficiency. It was published by 
Cambridge English for Speakers of Other Languages (ESOL, 2006). The PET test 
consisted of four sections : reading (35 items), writing (8 items), listening 

comprehension (25 items), and speaking (four sub -parts).  
 

The writing section of the PET consisted of three sub -parts. The first sub -part of 
writing section included four items which were scored objective ly. However, the 
other two sub -parts were scored utilizing the analytic scale for rating writing 

tasks (PET exam package, 2006).  
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2.2.2. Speaking Pretest  
 

To make sure the participants in the two groups belonged to the same population 
in terms of speaking ability, the researchers utilized the speaking section of the 
PET as the pretest.  

 
This section consisted of four sub -parts (a two -minute interaction on a general 

topic, a two -minute interaction on a visual stimulus, a three -minute speech on a 
ver bal prompt, and a three -minute general discussion) which were scored by two 
raters using the analytic scale of the PET speaking test (2006). Based on this 

scale, the students were assessed on their appropriate use of grammatical forms 
and vocabulary, disco urse management, pronunciation, and interactive 

communication.  
 

 
2.2.3. Speaking Posttest  
 

At the end of the instruction period, the speaking section of the PET was 
administered to the subjects of the study. To avoid practice effect, the speaking 

posttest  was administered 75 days after the pretest exactly with the same 
procedure.  

 

 
2.3. Procedure  

 
Since the researchers needed to select and homogenize the participants of the 
study, they first embarked on piloting the PET with 41 students at the 

intermediate level. Once the test was modified following the piloting, it was 
administered to the 63 target participants described above. Then, the 

homogeneous students were randomly assigned to the experimental and control 
groups.  
 

To ensure that the two groups were homogeneous in terms of their speaking 
ability, the scores of the speaking section of the language proficiency test were 

used as the pretest scores of the subjects. As mentioned earlier, the speaking 
section of the PET consisted of four sub -par ts. It started with a two -minute 
interaction of candidates with the interlocutor. Each interviewee had to respond 

to general questions about herself on topics such as job, family, sport, hobby, 
etc. during this part. Next, there was another two minute inte raction, during 

which the testees had to interact on a visual stimulus. They had to use functional 
language to make and respond to suggestions, to make recommendations, and 
to negotiate agreements. By the end of Part Two, a photograph was given to 

each of the candidates in turn as a verbal prompt to talk about a particular topic. 
During these three minutes, the subjectsô speaking ability were assessed through 

describing photographs, managing discourse, and using appropriate vocabulary 
in a longer turn. All photographs used in this part were related to the same topic. 
The last three -minute discussion of the speaking part was a general 

conversation. The students interacted with each other in this phase on the topic 
established on the theme of Part Three. Their  discussion was about their 

opinions, likes/dislikes, preferences, experiences, habits, etc.  
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The subjects' speaking performance on all parts of the pretest was recorded and 
subsequently rated by two raters.  

 
The instructional intervention consisted of 12 sessions of 75 minutes each. Both 
groups were taught based on the same teaching method and activities. At the 

beginning of each session, 30 -45 minutes were allocated to the studentsô news. 
In each session, the students were required to prepare a piece of s hort news (2 -

3 minutes long). When one student was giving her report, others listened to her 
carefully and benefited from the teacherôs recasts. After a student was finished, 
others exchanged their opinions about what they had heard, and they added 

their i nformation related to the topic. The teacher provided comments on the 
erroneous utterances of the students through reduction recasts in the 

experimental group and non - reduction recasts in the control group during the 
treatment.  
 

The teacher's reduction rec asts included reformulated phrases shorter than the 
erroneous utterances produced by the learners. They were usually made up of a 

verb and a content word or a combination of two words in length. The teacher 
used non - reduction recasts through repetition of the reformulated error in the 
form of a statement, a tag question, a clarification request, a wh -question, or a 

confirmation check. In case, there was more than one error in a sentence and 
the teacher could not focus to correct them all, it was the first o ne which 

received a recast. It is worth mentioning that all the 12 sessions of instruction 
were video -recorded for further analysis of the studentsô erroneous utterances, 
the teacher's corrective feedback in reduction form for the experimental group 

and in  non -reduction form in the control group in response to the studentsô 
errors, and the subjectsô linguistic reactions to teacher's feedback (uptakes) in 

each class.  
 
After the news, the teacher started to teach a structural point based on the 

related lesson  plan; and finally an assigned part of the story book was retold by 
the students. While a student was speaking, the teacher tried to act as a listener 

mostly; she interrupted when there was a need for correction, which took place 
with the same procedure ex plained above.  

 
At the end of the instruction period, the speaking posttest was administered to 
both groups to track any possible improvement in their speaking ability and in 

the rate of their grammatical uptakes with respect to the kind of correction they  
received throughout the treatment period.  

 
 

3. Results  

 
3.1. Piloting the Language Proficiency Test (PET)  

 
At first, the objective sections of the PET were piloted to 41 intermediate level 

students, whose language proficiency was similar to that of the pa rticipants of 
the study. Then, NRT item analysis including item facility and item discrimination 
was conducted for each item. After omitting 11 malfunctioning items, the 

reliability of the test was estimated using the KR -21 formula; and it came out to 
be s atisfactory with an index of 0.78 (Table 1).  
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Table 1 ï Reliability of the objective sections of the PET  

 

 

 
3.2. Administering the PET  

 
Following the piloting phase, the PET consisting of four sections (reading, writing, 

listening, and speaking) was administered to 63 intermediate level students, the 
descriptive statistics of which are presented in Table 2. The students whose 

scores were within one standard deviation above and below the mean were 
included in the study. Out of 63 subj ects, 52, who met the aforementioned 
criterion, were randomly assigned to two experimental and control groups.  

 

Table 2 ï Descriptive statistics of the PET  

N Mean  V SD Range  Minimum  Maximum  

63  64.21  118.97  10.90  47  41  88  

 

 
3.2.1. Intra - rater Reliability of Scoring the PET Writing Section  
 
The writings were assessed twice, once right after the administration of the PET, 

and once again sometime later after the first scoring prior to the instruction. The 
assessments were done utilizing the PET rating scale (ESOL, 2006). The intra -

rater reliability of the writing part was 0.90, showing a high degree of 
consistency between the two scorings (Table 3).  

 
  Table 3 -  Intra - rater reliability of scoring the PET writing section  

Ratings  Mean  SD V 
Pearson 

Correlation  

Rating 1  12.90  3.26  10.66  
0.90  

Rating 2  12.65  3.15  9.97  

 
 
3.2.2. Inter - rater Reliability of Scoring the PET Speaking Section  
 
In this phase, each subject was assessed by two raters, the interlocutor and the 

assessor, utilizing the analytic scale of PET speaking test (2006). The inter - rater 
reliability of the speaking pretest was 0.76, showing an acceptable degree of 

consistency between the two sets of scores (Table 4).  

 
  

KR-21 r  K 

0.78  54  
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Table 4 ï Inter - rater reliability of scoring th e PET speaking section  

 

Raters  Mean  SD V Pearson Correlation  

Interlocutor  12.92  2.58  6.66  
0.76  

Assessor  11.25  2.20  4.85  

 
 
3.3. Checking the Homogeneity of the Two Groups  
 

In the next phase of the study, the scores of the subjects on the PET speaking 
section were analyzed in isolation in order to make sure that the participants of 

the two groups bore no significant difference in terms of their speaking ability 
before the treatment. Table 5 below demonstrates the descriptive statistics of 
the speaking s ection.  

 
Table 5 ï Descriptive statistics of the scores of both groups on the speaking pretest  

Groups  N Mean  V SD Range  Minimum  Maximum  

Experimental  27  14.480  10.02  3.17  13.00  7.00  20.00  

Control  25  14.481  4.01  2.00  9.00  11.00  20.00  

 
As indicated in the table, the two groups' mean scores were nearly the same. 
Thus, it could be concluded that both groups belonged to the same population in 

terms of their speaking ability at the outset of the instruction.  
 
The following figure represents the above mean scores of the two groups in a 

more readily understandable visual modality .  
 

Figure 1 ï Mean scores of the groups on the speaking pre - test  

 
 
 

3.4. Speaking Posttest  
  
Following the 12 -session instruction, the speaking posttest was administered to 

both groups. Table 6 demonstrates the descriptive statistics of the posttest of the 
two groups separately.  
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 Table 6 ï Descriptive statistics of the scores of both groups on the speaking posttest  

 

Groups  N Mean  V SD Range  Minimum  Maximum  

Experimental  27  16.81  4.77  2.18  7 14  21  

Control  25  15.44  5.84  2.42  11  10  21  

  
Figure 2 below shows the mean differences of the experimental and control 

groups on the speaking posttest . 
 

Figure 2 ï Mean scores of the two groups on the speaking posttest  

 

 
 

 
3.4.1. Inter - rater Reliability of Scoring the Speaking Posttest  

 
Since each subject was assessed by two raters, the interlocutor and the 

assessor, the inter - rater reliability was computed after the speaking posttest. 
The result (r = 0.77) indicated a relatively h igh agreement between the two 
scorings (Table 7).  

 

Table 7 ï Inter - rater reliability of the sores of the speaking posttest  

 

Raters  Mean  SD V 
Pearson 

Correlation  

Interlocutor  14.00  2.44  5.96  
0.77  

Assessor  12.65  1.95  3.79  

 

 
3.4.2. T - test Analysis of the Speaking Posttest  

 
To answer the first research question, the scores of the two groups on the 

speaking posttest were used for the analysis. However, in order to legitimize 
running a t - test, the normality of the distributions of the scores for the two 
group s were checked (Table 8).  
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Table 8 ï The results of the normality check  

Groups  Skewness  
Standard Error of 

Skewness  
The Significant Value  

Experimental  0.327  0.448  0.729  

Control  0.378  0.464  0.814  

 

As demonstrated in Table 8, the significant values for the groups fell within the 
range of -1.96 and +1.96; therefore, it was concluded that both distributions 

were normal and running the independent t - test was legitimized (Table 9).  
 

Table 9 ï Independent Samples t - test of the means of the two groups on the s peaking 

posttest  

 

Levene's Test for 

Equality of 

Variances  

t  - test for Equality of Means  

F 

observe

d 

F 

critical  
t  observed  t  critical  df  Mean Difference  

Equal variances 

assumed  
0.01  4.03  2.15  2.02  50  1.37  

 
As indicated in Table 9, the F -observed value was 0.01, which was lower than F -

critical value (4.03) at 0.05 level of significance for 50 degrees of freedom. This 
meant that the variances of the two groups could be assumed equal. The t -

observed value was 2 .15 at 50 degrees of freedom. It exceeded the t -critical 
value of 2.02.   

 
This revealed that the treatment was effective enough to make a significant 
difference between the means of the experimental and control groups and that 

using reduction recasts did bring about significantly positive effect on EFL 
intermediate level students' speaking ability.  

 
 
3.5. Repaired Grammatical Uptakes of the Two Groups  

 
In order to answer the second research question, the recorded tapes of 12 

instructional sessions were watched by the researchers to analyze the amount of 
recasts and repaired uptakes. As mentioned earlier, repaired grammatical 
uptakes were the successfully repeated grammatical reformulations produced by 

the subjects. An example may help clarify this point:  
S: You should go see doctor. (Grammatical error)  

T: The doctor. (Reduction recast)  
S: The doctor. (Repaired grammatical uptake)  

The results are summarized in Table 10.  
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   Table 10 ï Rate of the two groupsô repaired grammatical uptakes  

 
 

Sessions  

Number of repaired Grammatical 

uptakes in the Experimental Group  

Number of repaired Grammatical 

uptakes in the Control Group  

1 3 2 

2 14  1 

3 50  8 

4 41  5 

5 39  5 

6 25  5 

7 48  1 

8 33  7 

9 51  13  

10  72  16  

11  91  21  

12  76  24  

Total  543  108  

Mean (Total divided by 
number of sessions)  

45.25  9.00  

 
As indicated in the table, the average number of the repaired grammatical 
uptakes in the experimental group was 45.25, which was much higher than that 

of the control group (9.00). This revealed that reduction recasts resulted in 
greater amount of repaired grammatical uptakes in comparison to non - reduction 

recasts.  
 
Figure 3 below shows the mean difference of the experimental and control 

groups on their repaired grammatical uptakes rate during 12 sessions of 
ins truction.  

 
Figure 3 ï The mean difference of the groups on the repaired grammatical uptakes rate  

 

 
 

 
4. Conclusion  

 
There has recently been a proliferation of studies investigating recasts in 

different shapes and forms (see for example, Ellis & Sheen, 2006; Leeman, 
2003; Lyster, 2004, Hauser, 2005).  
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In this study, the impact of reduction recasts, as one type of corrective feedback, 
on speaking ability was investigated. The results indicated that reduction recasts 

did significantly improve the speaking ability of the experimental group. This is in 
line with the findings of a study conducted by Iwashita (2003) who found that 
recasts are more salient to second language learners than other types of positive 

evidence from native -speaker interactional moves.  
 

The two groups were also compared on the amount of their repaired grammatical 
uptakes. The results revealed that reduction recasts were effective on the rate of 
the repaired grammatical uptakes. This may be due to the fact that much of the 

pleasure of sp eaking lies in distinguishing our own errors and repeating the 
correct forms, which reduction recasts seek to establish.  

 
Reduction recasts are advantageous since they build up communication and 
provide a rich environment for the learners in the classroom.  They are mediums 

of increasing reflection in students although using them is not without 
drawbacks.  

 
The characteristics of recasts, as meaningful and indirect repetition of the 
students' performances, make them good instruments for teachers to check the  
studentsô spoken errors in the classroom. They can also provide the students with 

a critical eye to find out the difference between their own speaking and their 
teacher's; and this makes them sensitive to their errors (Long, 2006). Such 

characteristics le ad the recasts, especially reduction recasts, to become 
important tools for the correction of the spoken errors.  However, the successful 
integration of the reduction recasts into EFL classes is mainly dependant on the 

teacher's method. Furthermore, learne r's needs, attitudes, and proficiency levels 
should be considered in this regard.  
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Abstract  

Assuring job satisfaction, over the long - term, requires managers' styles, careful planning 

and  effort both by management and by workers. Job satisfaction is influenced by the 

employee's personal characteristics, the manager's personal characteristics and 

management style, and the nature of the work itself. The aim of this study was to 

determine the  management styles of female managers based on the four styles of Reddin 

(directive, executive, benevolent autocrat and bureaucrat) and their effects on job 

satisfaction of teachers in girl high schools in Isfahan in the academic year of 84 -85. The 

researc h method in this study is correlational descriptive. The participants of this study 

were 150 teachers in girl high schools which were randomly chosen from 2591 teachers 

and finally, 125 questionnaires were analyzed. The data collection tools included two 

researcher -  made questionnaires which were about the management styles and job 

satisfaction, with 37 and 41 questions accordingly. The questions were based on the 

Likert scale. The validity of the questionnaires was content -based validity and the 

reliabilit y of the questionnaires was 0.81 and 0.92, based on the Cronbach Alpha 

Coefficient. To analyze the data, descriptive analysis (mean, variance, frequency 

distribution and percent) and inferential analysis (Pearson coefficient correlation, 

independent t - test , multi variance regression and Toki test) were used. The results of the 

study showed that only directive and executive management styles affect positively the 

teachersô job satisfaction. Also among the teachers there are different views about the 

directiv e style based on their gender and the level of education. In terms of executive 

style, there is a different view among the teachers based on their teaching experience. 

There was not a significant difference between the teachersô degree and the kind of high 

school. Among the demographic factors, only the Kind of high school (governmental or 

non -profit) was effective on the job satisfaction, which the teachers in the non -profit high 

schools were more satisfied.  

Keywords: Job satisfaction  -  management styles  -  four styles of Reddin  -  principal . 

 
 
 

1.  Introduction  

 

Nowadays, Education has changed and developed fundamentally due to cultural, 
social and political changes. Education is under intense scrutiny by public and 

private interests who question the systems ability to fulfil its goals of teaching 
basic skills, in stilling values, preventing dropouts, and producing a productive 
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workforce. Such an incredible responsibility requires high committed to fulfilling 
the high expectations .Nurturing and educating the new generation have 

assigned to educational systems. Toda y, educational administration means: 
leadership, directing, reform and change. Therefore, achievement to high level 
goal of education in each society, demand renovation and reorganization and 

new thinking in management of educational systems (Allahabad, 20 04).  
 

Schools must give more attention to teacher job satisfaction because it may 
promote efficiency and staff satisfaction. One of the important factors in 
improvement of psychological and spiritual energy for staff in the organization is 

promotion of job satisfaction in teachers. In fact, job satisfaction is a kind of 
emotional and affective coping with job and its conditions which it consists of two 

components: cognitive and behavioural. The cognitive aspect is indicator for staff 
believes about their  job conditions and behavioural aspect means individuals 
trends to their job. Cognitive aspect has more validity than other behavioural 

aspects due to further relationship with individuals' attitudes. A successful 
education system is dependent upon a high quality teaching staff. In order to 

develop this high quality teaching staff, one must look at factors associated with 
teacher quality and retention. One of these factors is teacher job satisfaction. Job 
satisfaction can be defined as an overall feeling ab out ones job or career in terms 

of specifies, i.e. compensation, autonomy, co -workers; administration. Job 
satisfaction has been studied for many years. Happock (1935) was one of the 

first researchers to study job satisfaction. He found that workers were m ore 
satisfied with a supervisor who was understanding and helpful (as in cited, Bass, 
1990). Frederick Herzberg (1959), psychologist and researcher studied job 

satisfaction because he believed higher satisfaction led to higher productivity, 
decreased absen teeism, and better working relations. He found that positive 

feeling about work, a sense of personal worth, and a sense of personal fulfilment 
were related to achievement and responsibility.  
 

Lurnsden (1998) reported on job satisfaction among teachers. Tea chers 
identified administrative support, leadership, good student behavior, a positive 

school atmosphere, and teacher autonomy as factors associated with higher job 
satisfaction. Parental support and workplace conditions were also positively 

related to job  satisfaction. Salaries and benefits were found to be weakly related 
to job satisfaction.Derlin and Schneider (1994) studied job satisfaction of both 
principals and teachers. In their research, they found that, in urban areas, job 

satisfaction was most aff ected by teacher school climate and working conditions. 
In suburban areas, the most important factor was teacher involvement and 

empowerment. Winter and Sweeny (1994) also found that climate affects 
satisfaction. They identified areas in which administrato rs could focus on in order 
to improve climate. These were recognizing achievement, supporting teachers, 

encouragement, caring, and fairly enforcing school rules. Anderman et al. (1991) 
studied both school culture and principal leadership and its effect on job 

satisfaction. The analysis of the study showed that accomplishment, recognition, 
and affiliations were related to job satisfaction. The results indicated that 
principal's leadership behavior fostered different perceptions of teachers on 

school culture,  and also in teacher satisfaction and commitment.  
 

Reddin (1970) introduced a model of leadership style containing four basic types, 
namely Integrated, related, dedicated, and separated. Further, by measuring the 
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level of effectiveness of each style Reddin  developed this basic model into eight 
leadership styles. The modified model is called" The 3 -D Theory of Managerial 

Effectiveness" .It can be seen that the four less effective styles are Deserter, 
Missionary, Autocrat, and compromiser while executive which  they describe 
briefly as following:  

 
Bureaucratic style is a legalistic and procedural approach, adherence to rules and 

procedures; acceptance of hierarchy of authority; preference of formal channels 
of communication. They function at their best in well - structured situations where 
policies are clear, roles are well defined and criteria of performance are objective 

and universally applied because they insist on rational systems. Developer style 
is concerning for people development professionally: subordinat es are allowed to 

participate in decision making and are given opportunities to express their views 
and to develop their potential. These leaders enjoy tackling operational problems 
and may have less patience dealing with problems of human relations. They keep 

in touch with subordinates, instructing them, answering their questions and 
helping them with operational problems. They structure daily work, set 

objectives, give order or delegate with firm accountability. Executive style 
integrates task orientation  and human relations orientation in response to 
realistic demand. It is best described as consultative, interactive, and problem 

solving approach. They favour a team approach in problem solving, planning and 
decision making. They stimulate communication am ong subordinates, thus 

obtain collective ideas and suggestions for collective commitment.  
 
In general, job satisfaction is one of human motivation issues in the human 

resource management and some theories argue it such as needs hierarchy, 
equity, achievem ent, and two - factor theory of motivation. Despite the 

importance of job satisfaction and its effects on management styles, there is not 
enough researches particularly on female management styles based on Reddin 
model. This research carried out to assess fe male management styles based on 

Reddin model and its effects on job satisfaction of female teachers of girl high 
school in the Isfahan. Iran. If women have more responsibilities in the 

community affairs, they may get the more and better position in the ins titutions 
and in states. Half of Schools have female managers and they manage and 

monitor human, material and financial resources and their exploitation is 
depended on their management.  Here, It was used related job satisfaction 
theories particularly two - factor of Herzberg. Management and leadership are 

essential for many aspects of social life and educational organization, it is more 
important, also staff job satisfaction is one of most disputable issues in the 

management. Teachers, in the educational sys tems, have pivotal role, therefore 
their job satisfaction is a key issues in the management and leadership because 
their satisfaction improve education, teaching -  learning process and student 

achievement. Satisfied teachers, have better efficacy and then i t will has positive 
effect on education quality.  

 
Overall, it may said that the importance  of this study is due to the pivotal role of 
educational managers and leaders on teachers job satisfaction and then focus on 

the importance and effect of job satisfa ction on students learning .Moreover, this 
research and similar researches may provide the background for seeking and 

finding behavioural styles and patterns of female managers in educational 
systems with determining of behavioural patterns of female manag ers, we can 
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analysis the behavioural styles and patterns which they can help us to 
reproduction, notation and improvement of existence styles. At least, this 

research is an effort to present some suggestions to improve management styles 
and increasing teac hers job satisfaction in the schools.  
 

 

2.  Review of Literature  
 
Bogler (2001),in his research as The Influence of Leadership Style on Teacher 

Job Satisfaction, examined the effects of principalsô leadership style 
(transformational or transactional), princ ipalsô decision-making strategy 
(autocratic versus participative), and teachers' occupation perceptions on teacher 

satisfaction from the job. More specifically, it attempts to find out how much of 
the variation in teachers' job satisfaction can be attribut ed to their perceptions of 

their occupation, as compared to their perceptions about their principalsô 
leadership style and decision -making strategy. A quantitative questionnaire using 
Likert - type scales was administered to 930 teachers in the schools, of w hom 745 

responded. Path analysis was used to explain teacher job satisfaction by the 
exogenous variables. The most salient finding was that teachers' occupation 

perceptions strongly affected their satisfaction.  Tsai (2008) did a research about 
the correla tion between the style of managerial leadership and employee's job 
satisfaction in the international tourist hotel industry. A total of 300 

questionnaires were returned (73 percent). Through correlation analysis, this 
research discovers that employees are more satisfied under consideration -style -

leadership than construction -style - leadership. After controlling for differences in 
salary, employees appear to prefer consideration -style - leadership. Lucas(1991), 
in his research on nurses determine nurses' percept ions of the current and 

desired management styles of hospital units and to investigate the relationship of 
management style with job satisfaction, find that The staff nurses were currently 

experiencing a benevolent -authoritative management style, but prefe rred a 
participative style. Management style and job satisfaction were significantly 
correlated (r = .6050). Management style perception scores predicted 36.6 per 

cent of the variance in job satisfaction scores. Sellgrens et al. (2006), in  a study  
of  Le adership styles in nursing management: preferred and perceived, explored 

explore nursing leadership regarding what nurse managers and subordinates see 
as important and to explore subordinates' opinions of their nurse manager's 
performance in reality. The m anager's style can be fundamental for subordinates' 

acceptance of change and in motivating them to achieve stated visions and goals 
and high quality of care. Results showed that there are statistically significant 

differences in opinions of preferred leade rship between managers and 
subordinates, especially related to production and relation orientation. 
Mehrotra(2001), in his study,"  A Comparative Study of Leadership Styles of 

Principals in Relation to Job Satisfaction of Teachers and Organizational Climat e 
in Government and Private Senior Secondary School of Delhi", used Leadership 

Behavior Description Questionnaire (LBDQ), for 1120 i.e. 20 teachers from each 
school, and found that The Principals of Government and Private Schools 

manifest different Leaders hip Styles. The majority of the Government school 
principals have Low Initiation ï High Consideration (LH) style. While majority of 
Private school principals have a unique High Initiation ï High Consideration 

pattern (Mehrotra,2005) . Bogler (2002), in his  study two proýles of 
schoolteachers: a discriminate analysis of job satisfaction, attempted to 
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construct proýles of two types of teachers: those with a low level of job 
satisfaction and those with a high level of job satisfaction. In addition to their 

background and demographic characteristics, teachersô perceptions of their 
occupation and of their principalsô leadership styles (transformational or 
transactional) are examined as predictors that discriminate between teachers 

with low and high levels of sati sfaction. Alan M. Barnett(2005), in his study  
examined The Impact of Transformational Leadership Style of the School 

Principal on School Learning Environments and Selected Teacher Outcomes, 
examines the effects of different types of secondary principalsô leadership 
behaviors on aspects of a schoolôs learning environment, and selected teacher 

outcomes. Study 1 involved a quantitative analysis of teachersô perceptions of 
principalsô leadership style, school learning environment and selected teacher 

outcomes,  using an instrument administered in 52 randomly selected schools 
and involving 458 teachers from across New South Wales, Australia. Study 2 
involved a qualitative analysis of data collected from 12 respondents in three 

schools, examining those leadership practices that enhanced or eroded teachersô 
perceptions of school learning environment and teacher satisfaction. 

Parkinson(2008), in his study an examination of the relationship between the 
perceived leadership style of the principal and late career teache r job satisfaction 
in selected elementary schools investigated investigate the relationship between 

the perceived leadership style of the principal and late career teacher job 
satisfaction.  

 
With conducting this study, would provide further information ab out this subject 
for educational   authorities. To respect with this issue, our Research questions 

are:  
 

What are the female managers' management styles?  
Is there any relationship between developer management style and job 
satisfaction?  

Is there any relati onship between executive management style and job 
satisfaction?                            

Is there any relationship between benevolent management style and job 
satisfaction?                            

 Is there any relationship between bureaucrat management style and job 
satisfaction?  
 

 

3.  Methodology  

 
This study was designed to determine if there is a relationship between female 

mangers management style and teacher job satisfaction.  
 
This is a descript ive correlation and cross sectional survey. This study focused on 

Girl high schools in Isfahan, Iran, in which the managers had been at the girl 
high schools at least on complete year. The decision to limit the managers'   

sample to those who had been at t he site for at least one complete year was to 
ensure they had time to affect teacher job satisfaction.  Statistical populations 
were 2591 female teachers of girl high schools in the Isfahan city on academic 

year 2006 -2007. After doing a pilot study and mul ti - stage randomized sampling, 
150 teachers were selected that ultimately 125 managers completed 
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questionnaires for a return rate of 83%. A demographic questionnaire was 
intended to furnish the researcher with the respondentôs biographical, 

educational info rmation and working experiences in the managerial position and 
teaching. Management styles questionnaire, the conceptual framework for this 
study derives from Reddinôs 3-D theory of management effectiveness styles. 

According to Reddin, the four styles are more effective which outstanding leaders 
use Developer, Executive, Bureaucrat, and Benevolent autocrat. This 

questionnaire consist of 37 items about four more effective styles. Each 
statement includes a five -point Likert scale (from very rarely =1 to often =5). Job 
Satisfaction survey questionnaire, a self -administered job satisfaction 

questionnaire was used to assess the level of job satisfaction among teachers 
according to nine sub -scales (salaries, fringe benefits, recognition, promotion, 

and communicatio n, working conditions, nature of the job, supervision, and co -
workers). This questionnaire had 41 items. Each statement includes a five -point 
Likert scale (from strongly disagree= 1 to strongly agree=6).The content and 

face validity for questionnaires by a  panel of experts consisting of management 
experts. To determine the reliability of questionnaires used the cronbachôs alpha 

coefficient of internal consistency and calculated 0.81 and 0.92 accordingly.  
 
All data were analyzed using the statistical package  for the Social sciences (SPSS 

15). Appropriate statistical procedures for description and inference were used. 
The missing values were checked prior to further statistical analysis. The 

differences between groups were tested with the chi -square, Mann -Whit ney and 
Kruskal Wallis tests. The correlation coefficients were calculated to evaluate the 
relationship between variables. Forward conditional logistic regression analysis 

was used to identify the most important predictor domains in global satisfaction.  
P-value considered less than 0.05 as significant.  

 
 

4.  Results and Conclusion  

 
1-  How are the management styles of managers in girl high school?  
 
T-2 hoteling and P -value are shown in following table. There is a significant 

difference among four -style of Reddin model.  
 

Table (1) the results of T -hoteling and its p -value  

Effect  Value  F Error df  P-Value  

Intercept  
 

Hotelling's 

Trace  

946.3979  
   35.120393  

  
00./121  00.0  

 
2-  Is there relationship between developer style and teachersô job satisfaction? 

 
Table 2 ï correlation coefficient between developer style of management and job 
satisfaction. There is a significant relationship between developer style of 

management and job satisfaction (P<0.01). Therefore, while correlation 
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coefficient is always positi ve, there is a direct relationship between developer 
style of management and job satisfaction.  

 
Table (2) correlation coefficient between management styles of managers with 

 

 
 

 
 
 

 
 

 
 

 

3-  Is there relationship between executive style of management and teachersô 
job satisfaction?  

 
Correlation coefficient between executive style of management and job 
satisfaction, showed significant (P<0.05) and it has been positive, then there is a 

direct relationship between executive style of management and teachersô job 
satisfaction.  

 
4-  Is there  relationship between benevolent autocrat style and teachersô job 
satisfaction?  

 
Correlation coefficient between benevolent autocrat style and teachersô job 

satisfaction is significant (P<0.05).  Regarding that correlation coefficient 
between benevolent au tocrat style and teachersô job satisfaction is negative; 
therefore, there is a reverse relationship between them. But it is very small, 

result in weak relationship.  
 

5-  Is there relationship between bureaucrat style of management and teachersô 
job satisfac tion?  

 
Correlation coefficient between bureaucrat style of management and job 
satisfaction, showed significant (P<0.05) and it has been positive, then there is a 

direct relationship between bureaucrat style of management and teachersô job 
satisfaction.  

 
Table (3) Multiregression relationship between \  management styles of managers 

 

Criteria 

variable  

Predictive 

Variable  

R R2 F Sig  B Beta  T sig  

Job 

satisfaction  

developer  0.672  0.451  101.03  0.001  1.90  0.672  10.7  0.001  

executive  0.688  0.474  54.93  0.001  1.22  0.431  3.49  0.001  

 

 

 

Management  
Styles  

 

 

Develope
r  

 

Executive  

 

 

Beneleven
t Autocrat  

 

 

Bureacrat  

satisfaction  

0.627 =r  

0.001 =p 

125=n  
   

0.649 =r  
0.001 =.p 

125=n 

0.221 =r  
0.013 =p 

125=n 

2020. =r  
0.024 =p 

125=n 
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6-Is there relationship between female managersô style of management and 
teachersô demographic variables (gender, working experience, education level, 

and kind of high school)?  
 
T- test showed a significant between developer style and bureaucrat style of 

management (P<0.05). Therefore there is difference between teachersô 
viewpoints based on education level. In other hand, the teachers with master 

degree pointed that their managers used developer style of management more 
than others styles. And the teacher with bachelor degree point that their 
managers used bureaucrat style of management more than other styles. There 

was not any difference between teachersô viewpoints based on their education 
field . Findings in table 8 showed that the observed t -  test is significant 

particularly about developer style of management. Therefore there is difference 
between teachersô viewpoint based on teachersô gender, in other hand, female 
teachers mentioned that their  managers have used developer style of 

management. There is not any difference between teachersô job satisfaction and 
gender, education field and education degree, accordingly P=0.366, P=0.954, 

P=0.161.  
 
The results from table (1) about first question of research showed that 

correlation coefficient between developer style of management with teachersô job 
satisfaction is significant(r=0.627, P=0.001, æ=0.01). Therefore there is a direct 

relationship between  developer styles of management with teachersô job 
satisfaction. In other hand, those managers who allowed the teachers with 
regarding their aptitudes and innovations to give suggestions and participate in 

decisions to provide a silent, secure and trustabl e workplace for them, these 
mangers provided more job satisfaction in them. The results from table (1) about 

first question of research showed that correlation coefficient between developer 
style of management with teachersô job satisfaction is significant(r=0.627, 
P=0.001, æ=0.01). Therefore there is a direct relationship between developer 

styles of management with teachersô job satisfaction. In other hand, those 
managers who allowed the teachers with regarding their aptitudes and 

innovations to give sugge stions and participate in decisions to provide a silent, 
secure and trustable workplace for them, these mangers provided more job 

satisfaction in them. The results of table (2) about second question of research   
showed that correlation coefficient between  the executive style of management 
with teachers' job satisfaction was significant(r=0.649, p=0.001, æ=0.01). Then, 

there is direct relationship between executive styles of management with 
teachersô job satisfaction. In other hand, those mangers who emphasizes human 

relationship, encourage people to hardworking, believed in promotion based 
people aptitude and abilities, they induce more job satisfaction in the teachers. 
Because they will be happy for delegating according their abilities and reward for 

compl eting their tasks. The results of table (3) about third question of research 
showed that correlation coefficient between the benevolent autocrat style of 

management with teachers' job satisfaction was significant(r=0.221, p=0.013, 
æ=0.01). Therefore there is an inverse relationship between the benevolent 
autocrat styles of management with teachers' job satisfaction. This means that 

those mangers who have self ïconfidence and self - trusting and don't mention to 
informal relations among teachers, don't delegat e to others, these managers 

don't induce job satisfaction to the teachers because  doing right things by 
teachers is more important than their moral and affect and they want the school 
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without any opposition. In other hand, those mangers who do not conside r staff 
problems and conflicts, administer rules and regulations exactly, do not induce 

optimum job satisfaction in the teachers, because these managers monitor the 
teachers and report their lack of discipline inconsiderably. Then it seems that job 
satisfa ction associated with leadership behavior. This was similar to 

Bartokôs(1999) , Bloodôs(1968) Wyckoff and Skoganôs(1994)  and Mosadegh Rad 
(2006)studies. Female mangers stated that their managers' styles were more 

developer style. Overall, the results show ed that developer and executive styles 
of management had more effective on teachersô job satisfaction than others. Also 
the results cleared that teachersô education degree, gender and field of education 

have influenced on determining mangersô management styles.  
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Abstract  

The aim was to evaluate the decision making self -esteem, decision making style  in 

University students with different irrational belief levels. Data were  collected from the 

Melbourne Decision Making Questionnaire (MDMQI - II) and Irrational Beliefs Scale -short 

form. The participants were 750 (513 female and 237 male) university students. T test 

was determined.  Results of the study indicated that there was a  significant of irrational 

belief levels on decision making self -esteem, procrastination, hypervigilance, buckpassing 

styles.  

Keywords: Irrational beliefs  -  decision making  -  self -esteem  

 

 

 

1.  Introduction  
 
For the individuals to feel satisfied about their lives and to improve themselves, 

they should be helped to gain appropriate and effective decision making skills 
(Ersever, 1996). Decision is choosing the most appropriate one among the 
possible various acti on types which can be probable according to the existing 

opportunities and conditions in order to achieve a certain goal. Decision making 
is the sum of physical and mental efforts about choosing or preferring one from 

the various attitudes (Byrnes, 1998). Helping the individual to gain effective 
decision making skill is one of the behaviors that psychological consultancy 
services try to develop. In the most general sense, decision making is the 

process of choosing one of the various paths which are estimate d to carry the 
individual to the target he/she is trying to reach (Kuzgun, 1992). Individual 

differences are effective on decision making behavior. The number of dimensions 
of information alternative offered to the individual is also important in decision 

making process. Decisions concerning multiple choices are much tougher for the 
individuals. This condition creates decision complexity and stress in the individual 
(Shiloh, Koren and Zakay, 2001).  Even though it is observed among people that 

emotional rea ctions are not preferred and the will to behave rationally is much 
more common, individuals may act based on their emotional tendencies in many 

situations. This observation gives rise to the thought that there are factors 
preventing individuals to act rati onally even though they want to. Individuals 
develop various thoughts about the situations they face and these thoughts 

which are the products of learning reveal themselves automatically (Özer, 1990). 
These kinds of beliefs (thoughts) are generally are unc hangeable, permanent 

traits developed during the childhood period and they are supported with 
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cognitive distortions (Savaĸēr and Batur, 1998; Ellis, 1999). In order for the 
individuals to make healthy and effective decisions, they should think rationally. 

All types of irrational beliefs prevent individuals to make objective and right 
decisions. At each age and condition, people face cases where they should make 
various decisions and each decision that is made is affected from the values, 

attitudes and belie fs of the individual. The individual, who cannot make an 
objective, effective and healthy decision in such a case, can regret their decision 

or feel unsatisfied. For the individuals to avoid such negative emotions; the 
individuals should make more effectiv e and rational decisions by knowing and 
analyzing their irrational beliefs and changing these with the rational ones (Can, 

2009). The effects of irrational beliefs on the mental health of individuals 
especially compose the study field of Rational Emotive B ehavior Therapy (REBT) 

that is developed with the leadership of Albert Ellis. According to this approach, 
the causes of the psychological disorders that are seen in individuals who have 
both rational and irrational tendencies are irrational beliefs.  These  beliefs are 

absolute evaluations that include the obligations, requirements concerning the 
events the individuals perceive in their own lives. If the individuals can learn how 

to think rationally and minimize their irrational beliefs, then these individua ls can 
relieve themselves from the burden of emotional or mental disorders (Dobson, 
1988). The aim was to evaluate the decēsēon making self-esteem, decēsēon 

making style  in University students with different irrational belief levels.  
 

 

2 . Method  
 
 
2.1. Participants  

 
The survey model was used in the current study. The sample set of the research 

was taken from faculties of education, occupational, technical education, arts and 
science at Selcuk University in Konya / Turkey. Participants were 750 university  
students (513 female and 237 male) who participated in the research voluntarily.  

 
 

2.2. Instruments  
 
2. 2.1. The Irrational Beliefs Scale -Short Form(IBS -S):  

 
The Irratioanal Beliefs Scale -Short Form was developed by Türküm (2003).   It 

consists of 15 items, each rated on a 5 -point  scale, ranging from 1 (strongly 
disagree) to 5 (strongly agree), with the higher the score, the greater the 
tendency towards holding irrational beliefs. Test - retest reliability (r=0.81, 10 

weeks), interna l consistency (Ŭ=0.75), and overall validity of the IBS-S had been 
found to be satisfactory (Türküm, 2003).  

 
2. 2.2. Melbourne Decision -Making Questionnaire (MDMQ):  
 

 The Melbourne Decision -Making Questionnaire was developed by Mann, Burnett, 
Radford, and F ord (1997) based on Flinderôs Decision-Making Scale I - II. Mann et 
al. (1998) used the DMQ in cross -cultural research that included six countries 

with the aim of comparing decision self -esteem and the decision -making styles of 
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university students. The DMQ - I  is a scale that aims to determine decision self -
esteem level. It consists of 6 items. Grading is done by giving numerical values 

to items according to the answer as follows: true for me : score 2, sometimes 
true : score 1, not true for me : score 0. Higher s cores are the indicators of a 
higher level of decision self -esteem. In this cross -cultural research, Cronbach 

alpha coefficient of the scale was found to be .74. The DMQ -II consists of 22 
items and measures decision -making styles. The scale has 4 subscales , namely 

vigilance (6 items), buckpassing (6 items), procrastination (5 items) and 
hypervigilance (5 items) decision -making styles. This scale is answered and 
scored in the same way as the DMQ - I. Reliability coefficients of the subscales 

were calculated as  follows: for vigilance .80, buckpassing .87, procrastination .81 
and hypervigilance .74 (Mann et al., 1998). The adaptations of the DMQ -I and 

DMQ-II to Turkish were performed by Deniz (2004). The reliability coefficients 
obtained from subscales calculated  by the test - retest method varied between 
r=.68 and r=.87. Cronbach alpha coefficients of the DMQ I and DMQ - II varied 

between alpha=.65 and alpha=.80. Scale validity similar to those of the DMQ -I 
and DMQ - II was performed with the Decision Strategy Scale (D SQ) of Kuzgun 

(1992). Significant relationships between r=.15 and r=.71 were found between 
correlation coefficients of the DMQ I - II and DSQ (Deniz, 2004).  
 

 

3. Results  
 

Table 1: Averages and Standard Deviations of University Studentsô 

Irrational Belief Scale Minimum and Maximum Scores  

 N Minimum  Maximum  X  S.s.  

Irrational beliefs  750  21,00  108,00  56,39  6,45  

The lowest score that the 750 students from the sample group received from 
irrational beliefs scale was 21 and the highest score was 108. Even though the 
irrational beliefs scale score average of the sample group was 56.39, the 

standard deviation was 6.45.  

Mean ( X  ) ï Standart Deviation (S.s) = 49  

Mean ( X  ) + Standart Deviation (S.s) =  62  
 

Scores of Irrational Belief  N  

Between 1 -49 points lower  62  

Between 50 -62 points normally  567  

Between 63 -108 points highly  121  

 

When the difference and sum of the average and standard deviation values of 
the scores that students received from Irrational Beliefs Scale were calculated, it 
was determined that the scores 49 and lower were Low, the scores between 50 

and 62 were Normal, and the scores 63 and higher were High. By this way, it 
was aimed to calculate the irrational belief scores of students which are below 

and above the average, and to evaluate the difference between the Irrational 
Beliefs Scale Scores that students in the L ow and High groups received and the 

Melbourne Decision Making Scale I - II scores. And the purpose of this evaluation 
was to determine which decision making styles that the group whose irrational 
belief scores were "low" and the group whose irrational belief  scores were "high" 

mostly use.  
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In order to determine the difference in the level of decision making styles that 

the students whose irrational belief scores were high and low use, whether the 
decision making style scores of the group whose irrational bel ief scale score was 
below the average and the scores of the group whose irrational belief score was 

above the average differentiate or not was checked with t test by considering the 
two values obtained by subtracting the standard deviation from the arithme tic 

average of the group, and adding the standard deviation to the arithmetic 
average of the group. Table 2 shows the results obtained from the t test.  

 

Table 2: t Test Result about the Decision Making Style Levels of Students 
whose Irrational Beliefs Scale Score were Below and Above the Average  

Decision Making 

Styles  

Irrational 

belief  

N  X  
S.s.  t  p  

Vigilance              Low  

High  

62  

121  

9,58  

10,21  

2,58  

1,88  

-1,89  .060  

Buck - passing         Low  

High  

62  

121  

2,98  

4,36  

2,68  

2,40  

-3,52  .001**  

Procrastination             Low  

High  

62  

121  

3,09  

4,21  

2,50  

2,56  

-2,81  .005**  

Hypervigilance        Low  

High  

62  

121  

3,90  

5,18  

2,28  

2,67  

-3,21  .002**  

Self - esteem              Low  

High  

62  

121  

9,48  

8,70  

2,10  

2,08  

2,39  .018*  

 *p<.05, **p <.01  

 
When table 2 was analyzed, it was determined that the difference in the score 

averages of the ñvigilanceò sub-dimension of students who are in the low and 
high group is not significant (t = -1.89, p>.05).  
  

However, it was determined that the differences in the score averages of the 
ñbuck-passingò, ñprocrastinationò, ñself-esteemò, ñhypervigilanceò sub-

dimensions of students who are in the low and high group are significant. When 
the averages were analyzed, it was seen that the students whose irrational 
be liefs are high use more buck -passing, procrastination and hypervigilance 

decision making styles. Also it was found that the students whose irrational 
beliefs are low have higher self -esteems.  

 

 

4. Discussion  
 
In this study, negative significant relationships was found in the 
"procrastination", "hypervigilance" and "buck -passing" sub -dimensions of 
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decision making scale of students whose irrational belief scores are below the 
average in other words whose irration al belief scale scores are low, a positive 

significant relation was found in the "self -esteem" sub -dimension, and no 
significant relationship was found in the ñvigilanceò sub-dimension.  
As individuals believe in themselves more during the decision making p rocess, 

they tend to display the "vigilance" decision making style in this process. Also 
the individuals who donôt believe themselves during the decision making process 

use procrastination, hypervigilance and buck -passing decision making styles. The 
findin gs of the study conducted by Heppner and Anderson (1985) which stated 
that those who cannot solve problems effectively are more nervous, worried, and 

insecure and have more emotional issues are parallel to the finding of our study. 
We see that as individua ls believe in themselves more in the decision making 

process and respect themselves more, their decision making is more vigilance. 
Individuals to know themselves, have the sufficient information of their own 
potentials, be in peace with who they are and be lieve in themselves can enable 

individuals to act more vigilantly in the decision making process. This can also 
trigger the skill of choosing the right one among the different decision choices 

during the decision making process. Individuals to not respect themselves, not 
trust their abilities can cause individuals to buck pass, procrastinate and act 
hypervigilantly in times when they have to make decisions (Izgar and Yēlmaz, 

2007). The studies which analyzed the decision making behavior of children and 
teen agers show that as the age of the children increases they participate more to 

the process of making decisions about themselves in the school and decision at 
home, and their tendencies to make more vigilant and right decisions increase. 
The students who are  academically successful and the students with superior 

intelligence make more right and effective decisions.  And the social support of 
the family and the rise in the education level of parents affect the decision 

making behaviors of the children positive ly (Çivitçi, 2003).  
 
Based on these results, the following can be recommended:  

 
1.  In our study, it was observed that the students whose irrational beliefs are 

high tend to use more hypervigilance, procrastination and buck -passing decision 
making styles then those students whose irrational beliefs are low. Because of 

that, when this relationship between irrational beliefs and decision making styles 
is considered, it can be said that it would be appropriate to use programs and 
guidance studies that develop rati onal thinking and effective decision making 

skills of individuals.  
 

2.  And another finding of the study was that the students with high irrational 
beliefs display low self -esteem levels in the decision making processes. When 
this finding is considered, it ca n be stated that the approaches that improve the 

self -esteems of students will enable them to have less irrational beliefs. Because 
of that, it would be appropriate for those who are important in the lives of 

students such as family, friends, and teachers etc. to display reassuring 
approaches that develop the self -esteems of the children.  
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Abstract  

The purpose of this study is to analyze social skills in children with different 

perfectionism. The participants were 514 (254 female and 260 male) elementary school 

students. Data were collected from Multidimensional Perfectionism Scale and Matson 

Evaluat ion of Social Skills with Youngsters. In order to analyze data, t test were 

employed. In the study it was found that average positive social skill scores according to 

perfectionism levels did not significantly vary. Furthermore, it was found that average 

negative social behaviors scores according to perfectionism levels significantly varied and 

average negative social behavior scores of the children with high levels of perfectionism 

were higher than those of the children with low levels of perfectionism.  

Ke ywords: social skill  -  perfectionism and social behavior  

 

 
 

1.  Introduction  
 

Social skills have a significant role in establishing good relationships with other 
people, obeying social rules, undertaking responsibility, helping others and 

enjoying oneôs rights. Primary education enables the individuals to acquire basic 
competencies to solve the problems they encounter, to adapt to social values 
and to apply social rules (Çubukçu and Gültekin, 2006). Socialization means 

learning the beliefs and attitudes of the society a child belongs to and learning 
the behaviors a child is expected to show (Bayhan and Artan, 2004). 

Socialization means becoming a member of the society. As a result of the 
interaction with the environment, a child develops similar behaviors with the 
people around him/her (Kaĵēt­ēbaĸē, 1996). 

 
Social skills are one of th e important factors of social and psychological 

development of a child. Acquiring and developing social skills are one of the 
important characteristics from the period of childhood. Since the children with 
high level of social skills have more techniques i n solving daily interpersonal 

problems, they are more successful in their social relationships (Bacanlē and 
Erdoĵan, 2003). The children with social skills find more pleasure in activities 

they participate and can take their decisions on their own. However , the children 
who lack adequate social skills might be excluded by their friends (Çelik, 2007). 
Humans communicate with each other through the skills which are defined as 

social skills. In addition to maintaining social order, psychological health of the 
people and establishing healthy relationships with other people depend on their 

social skills (Yiĵit,2008). Social skills are also defined as the ability of 
establishing healthy and effective communication with other people (Sergin, 
2001; Bacanlē, 1999; Kabasakal and Çelik,2010). Initiating, maintaining and 

properly ending interpersonal relationships can be considered within the scope of 

mailto:emaslan@selcuk.edu.tr
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social skills. Being raised in such a way to show the behaviors the society 
expects and requires from an individual is re lated with the social development of 

that individual. In addition, considering that the psychological health of an 
individual depends on establishing healthy relationships with other people, social 
skills are also beneficial for psychological health (Çubuk çu and Gültekin, 2006; 

Bacanlē, 1999; Yiĵit, 2008). The success of an individual in family, school and 
working life are also important factors for social skills (Yüksel, 1997; Deniz, 

2002).  
 
Perfectionism is one of the personal traits affecting psychologic al and social life 

of an individual (Yatar -Yēldēz, 2007). Dictionary definitions of perfectionism 
indicate that perfectionism reflects high standards or expectations about the 

performance in an individualôs life (Sapmaz, 2006). Perfectionism refers to bein g 
unhappy about something which fails to have high standards or which is not 
perfect (Bencik, 2006).  In recent years, psychologists began to consider 

perfectionism as a multidimensional concept.  Perfectionism might hinder success 
and cause many pathologi c situations and this situation creates a problem. On 

the other hand, it plays a motivating role in achieving a success and might 
enable the individual to be more cautious, responsible and successful (Bencik, 
2006). The aim of the present study is to analy ze the effect of different 

perfectionism levels on social skills of children.  
 

 

2.  Method  
 
 
2.1. Participants  

 
The survey model was used in the current study. The participants were 514 (254 

female and 260 male) elementary school students in Konya/Turkey. Participants 
participated in the research voluntarily.  
 

 
2.2. Instruments  

 
 
2.2.1. Matson Evaluation of Social Skills with Youngsters  

In order to measure the social skill levels, the Matson Evaluation of Social Skills 
with Youngsters (MESSY; Matson, Rotatori, & Helsel, 1983) and adapted into 

Turkish by Bacanlē and Erdoĵan (2003), was used. According to the results of 
factor analysis, unlike the original form ï which consisted of 47 items ï items 
were loaded in 2 factors. Factor I was negative social b ehaviors and Factor II 

was positive social behaviors. The reliability of the MESSY was determined by 
test - retest reliability and internal consistency. The test - retest procedure showed 

that the correlations on subscales were 70 ( p < .01) for the negative so cial 
behaviors subscale and 74 ( p < .01) for the positive social behaviors subscale. 

As a result of the internal consistency of the scale alpha values were found to be 
.68, for positive social behaviors and .74, for negative social behaviors (Bacanlē & 
Erdoĵan, 2003).  
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2.2.2. Multidimensional Perfectionism Scale (MPS):  

 
The MPS was developed by Frost, Marten, Lahart & Rosenblate. (1990) and t he 
adaptations of the MPS to Turkish were performed by ¥zbay and Taĸdemir 

(2003) for children . It consists of 35 items, each rated on a 5 -point scale, 
ranging from 1 (strongly disagree) to 5 (strongly agree), with the higher the 

score, the greater the tendency towards holding perfectionism.  The internal 
consistency coefficient of the scale was found to be .90.  

 

 

3. R esults  
 
Table 1: Averages and Standard Deviations of Childrenô Multidimensional 

Perfectionism Scale Minimum and Maximum Scores  

 N Minimum  Maximum  X  S.s.  

Perfectionism  514  40  169  114.79  17.94  

 
The lowest score that the 514 children from the sample group received from 
perfectionism scale was 40 and the highest score was 169. Even though the 

Multidimensional perfectionism scale score average of the sample group was 
114.79, the standard deviation was 17.94.  

Mean ( X  ) ï Standart Deviation (S.s) = 96  

Mean ( X  ) + Standart Deviation (S.s) = 132  

Scores of Perfectionism  N 

Between 1 -96 points lower  84  

Between 97 -132 points normally  345  

Between 132 and higher points highly  85  

 

When the difference and sum of the average and standard deviation values of 
the scores that children received from Multidimensional Perfectionism Scale were 

calculated, it was determined that the scores 96 and lower were Low, the scores 
between 97 and 132 were Normal, and the scores 132 and higher were High. By 
this way, it was aimed to calculate the perfectionism scores of children which are 

below and above the average, and to evaluate the difference between the 
multidimensional Perfectionism Scale Scores that children in the Low and High 

groups received and the Matson Evaluation of Social Skills with Youngsters  
scores. And the purpose of this evaluation was to determine which social skills 
that the group whose perfectionism scores were "low" and the group whose 

perfectionism scores were "high" mostly use.  
 

In order to determine the difference in the level of social skills that the students 
whose perfectionism scores were high and low use, whether the social skills 
scores of the group whose Matson Evaluatio n of Social Skills with Youngsters  

score was below the average and the scores of the group whose perfectionism 
score was above the average differentiate or not was checked with t test by 

considering the two values obtained by subtracting the standard devia tion from 
the arithmetic average of the group, and adding the standard deviation to the 
arithmetic average of the group. Table 2 shows the results obtained from the t 

test.  
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Table 2: t Test Result about the Social Skills of Children whose 
Perfectionism Scale Score were below and above the Average  

Dependent 
variables  

Level of 
Perfectionism  

N X  S.s.  t  p  

Negative Social 
Behaviors  

Low  
High  

84  
85  

76,13  
81,41  

8,19  
9,79  

-3.802  .000**  

Positive Social 
Behaviors  

Low  
High  

84  
85  

69,52  
71,27  

7,80  
9,49  

-1.703  .193  

**p <.01  

 
When table 2 was analyzed, it was determined that the difference in the score 

averages of the ñpositive social behaviors ò sub-dimension of children who are in 
the low and high group is not significant (t = -1.703, p>.05).   
However, it was determined that the differences in the score average of the 

ñnegative social behaviorsò sub-dimension of children who are in the low and 
high group are significant. When the averages were analyzed, it was seen that 

the children whose perfec tionism are high have more negative social behavior.  
 

 

4. Discussion  
 
In the study it was found that average positive social skill scores according to 
perfectionism levels did not significantly vary. Furthermore, it was found that 

average negative social behaviors scores according to perfectionism levels 
significantly varied and average negative social behavior scores of the children 

with high levels of perfectionism were higher than those of the children with low 
levels of perfectionism. This result indic ates that the children with high levels of 
perfectionism have more negative social behavior than the children who have low 

levels of perfectionism. Perfectionist individuals have certain thought patterns 
maintaining their perfectionism and these individual s strictly evaluate 

themselves. One of the most common perception disorders in perfectionist 
individuals is ñall or noneò type of thinking. In this type of thinking, the individual 
tends to consider the events only as ñrightò or ñwrongò without thinking that 

there are various levels between ñrightò and ñwrongò. This means having high 
standards (Erözkan 2009; Bencik, 2006). The fact that the perfectionists tend to 

be excessively organized, want everything always to take place in the same 
manner and that they  suspect from everything turn life into a distress and load 
(Bencik,2006). Perfectionist people always see the negative aspects of the things 

they do and can not see the positive aspects. Therefore, the perfectionists have 
a low level of satisfaction. In a ddition, as they have highly strict self -evaluation 

criteria, they have low self -esteem (Erözkan 2009). A perfectionist student might 
encounter certain emotions and situations when he/she fails to achieve the goals 
he/she sets (Dilmaç et al., 2009).  Bencik  (2006) analyzed the relationship 

between self concept and perfectionism and revealed that as perfectionism 
increased, self -esteem decreased. Furthermore, it was reported that, in addition 

to weakness in social relationships, low self -esteem is also relate d with emotional 
maturity (Koçak, 2008). Various factors might affect lack of social skills.  The 

problems blocking acquiring or the performance of social skills such as anxiety, 
anger, depression and low self -esteem might affect behavioral performance of 
social skills.  Cognitive processes affecting social skills include negative self -
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evaluations, excessively high performance standards, unrealistic expectations, 
misperceptions, wrong interpretations and irrational beliefs (Çivitçi and Çivitçi, 

2009).  Above mentioned views and research about perfectionism and social skill 
indicate that an individualôs high standards and expectations affect social skill 
and adaptation. The fact that the finding of the present study suggests that the 

children with high perfecti onism have more negative social skills than those with 
low perfectionism might be considered as a result of the high standards and 

expectations of the children.  
 
The basis of the efforts for developing skills like self expression by the children, 

establish ing relationships with their families and individuals around them, being 
accepted by their friends, gaining self -confidence and gaining social 

independency includes enabling the students to have social behaviors, supporting 
them when they behave appropriat ely and  motivating  them (Çubukçu and 
Gültekin, 2006). Based on the results of our study, the activities for developing 

social skills should include educations on cognitive properties and perfectionism 
for the benefit of the children. Furthermore, the fac t that the parents and 

teachers avoid to show supporting attitudes towards perfectionism behaviors of 
the children based on high standards might have a positive effect on the social 
skills of the children.  
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Abstract  

The study  explores self -perceptions and professional identities of kindergarten teachers 

in Israel. Previous research focuses on the gender orientation that structures this 

profession as a women's social role. The study employed the methodology of narrative 

analysi s of life stories, and reported a variance between the kindergarten teachersô role 

perceptions, base on their feminine identity and the new expectations emerging from the 

kindergarten reform, promoting dilemmas regarding their professional identity. The 

re sults revealed that kindergarten teachers cope with the conflict in ways that are related 

to the unique motives characterizing their life stories.  

Keywords: Identity  ï Gender  -  life story  -  role perception  -  kindergarten .  
 

 
 

1.  Introduction  
 
The objective of this study was to explore the self -perceptions and professional 

identity of kindergarten teachers in Israel. Previous research  had focused its 
attention on the gender orientation that structures this profession as a social role 

for women (Winterer, 1992; Oram, 1996; Allen, 2000; Lascarides & Hinitz, 
2000). Even the Hebrew name of this occupation "Ganenet" which is the 
feminine no un of "Ganan" (gardner in Hebrew), implies that this profession is 

meant for a woman. Like a gardener who is responsible for taking care of the 
planets in his garden, the Ganenet is responsible for the nurturing of the 

kindergarten children. This metaphor of gardener and a garden was created by  
Frobel (1778 -1852), a German pedagogue, who developed the concept of the 
kindergarten. Frobel's ideas were based on the idea of "Spiritual motherhood" 

that emerged in Europe and North America in the middle of the 19t h century 
(Allen, 1991). The idea of feminine competence as valuable within the public 

sphere was at the time, an act of liberalization for women. This idea, of a 
kindergarten teacher as a female profession was adopted by kindergarten 
teachers in Israel an d has become a very solid element in their collective 

professional identity. Recently, the ministry of Education  (MOE) in Israel has 
leaded some systemic changes that have been developing regarding the 

definition of the kindergarten teachers' role as a dir ector. This reform, together 
with informal changes based on the changes of society, especially those of 
women's roles and definitions, has challenged the kindergarten teachersô role 

and has impacted on their performance. One of the objectives of this study  was 
to examine the role definitions of kindergarten teachers within the current Israeli 

educational systemic reform, from three major perspectives: Teaching as a social 
role, as a profession and as a career . 

mailto:orit@steps-wlb.com
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Previous studies have shown that the self per ceptions of kindergarten teachers 

reflect their feminine identity, as they consider it to be a social mission and an 
expression of altruism, as well as the fulfillment of care -giving roles (Katz, 1995; 
Moyles, 2001; Vogt, 2002). Other studies have identifi ed the fact that the multi -

dimensional professional role of kindergarten teachers, which includes many 
contradicting elements, promotes frustration and dissatisfaction emerging from 

their low status and small salaries (Kelly & Berthelsen, 1995; Einarsdotti r, 2003; 
Eizenberg & Oplotka, 2007 .. Paradoxically, kindergarten teachers are expected  to 

be responsible for the important  challenge of enhancing children's development 
and achievements (Noddings, 1994; Moyles, 2001) . The role of the kindergarten 

teacher is seen as far - reaching and with undefined limits. They interpret their 

work situation through different frames: educational, caring, managing and 
administrative (Einarsdottir, 2003). Few studies have examined the role  of 

kindergarten teachers as a developing career, and those which have, had 
presented it within the traditional models of career development in teaching, 
describing it as a step - related linear development (Hargreave, 1980; Sharp & 
Draper, 2000; Powney et a l., 2003) . 

 
By adding the narrative voice of kindergarten teachers, this study contributes to 

the existing research literature, by providing unique perceptions of the 
developing careers of kindergarten teachers within the context of their life 
stories and their relations with significant people in their lives.  

 
The studyôs main goal was to assess how kindergarten teachers in Israel 

perceive their role and personal identity?  
 
This goal was divided into four sub -  categories: Gender issues,  Identity issues,  

Systemic issues,  and Personal issues, which have been examined by asking 
several secondary questions:  

¶ Gender issues: What is the relationship between teachers' self -
perceptions as women, and their role / professional identity, with respect 
to itôs reflecting current changes in the definitions of being "a woman" and 

changes in women's work status?   
¶ Identity issues: How do the teachers conceptualize the different and 

contradictory aspects of their role?  
¶ Systemic issues: How do the teachers perceive th e formal and informal 

systemic changes that have recently been developed regarding the 

definitions of their role/career? How do they form new frameworks for 
their role as directors?  

¶ Personal issues: How do the teachersô self perceptions and personal 
experi ences relate to their professional roles and identities as 

kindergarten teachers?  
 

 

2.  The life story methodology  
 

In order to examine these questions, the research approach that was employed 
provided the subjective understanding emerging from reports of p ersonal 
experience, as provided by the interpretative -phenomenological methodology. In 

line with this approach, each biographical report included segments that 
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reminded the person of subjective experiences and provided him/her with 
knowledge of ways of cop ing with various social challenges. The current study 

employed the methodology of narrative analysis of life stories, based on 
interviews that took place with nine kindergarten teachers, with at least 15 
years of experience, within the Israeli public presc hool system. Our assumption 

was that within 15 years teachers will have developed a clear and stable 
professional identity. As some studies have proposed that people become less 

dependent on social standards and comparisons with increasing age and 
experien ce and they are more oriented towards personal standards 
(Burely,Turner,& Vitulli, 1999, Kanfer&Akerman,2004). Identity and personal 

biography are inter - related, and narrative is a mode of thinking fundamental for 
articulating lived human experience (Brunn er,1991). We achieve our personal 

identities and self concept through the use of narrative. A teacher narrative 
amounts to more than telling stories; it has significance for how they pursue a 
vision of education professionals. The current study focused on the subjective 

ways in which kindergarten teachers have coped with the new reform as well as   
their self role concept resulting from it.  

 
The research process was based on an analysis of a series of the participants' life 
stories. The data collection was initiated by interviewing each participant. Later, 

the text was shared with the participants and revised in accordance to their 
remarks, in order to ensure their participation in the formation of the final 

version. After reading all of the revised intervie ws, major topics arising from the 
texts were identified and coded. The text categories were classified and matched 
with categories proposed by theoretical literature, thus forming the wide 

conceptual framework for the study. Based on this matching, five sh ared themes 
were identified and examined. In addition, a unique theme for each life -story was 

explored. The common themes identified were: Gender, Power, Professional role, 
Life roles, Experiences and Current Dilemmas.  
 

 

3.  The five themes ïA framework for  role perceptions  
 
Gender:  The data included multiple references to the gender self concept that 

arose in a visible or in a concealed way, and was demonstrated by the teachers' 
gender experience both from early childhood as well as adulthood. It was found 
that some of the p articipants were not aware of the gender characteristics of 

those experiences. This finding might be  related to the level of their self -
awareness to gender identity. In the current study, self -  awareness was 

identified and demonstrated on a scale ranging f rom very conscious of the 
feminine identity through an ambiguous or a dual perception of feminine and 
masculine identities, to unaware of gender identity. Through their use of 

language, the teachers in the study illustrated the power that gender discourses  
upon their definition of self .  These discourses bind them in a way in which they 

cannot construct meaning outside of the set of definitions given to them as 
women. They have cope with the commonly used language that they have 

defined as being masculine in  nature (career, assertiveness, management etc.) 
by trying to give those words meaning and connecting them to labels of teacher, 
wife, or mother ,and to the feminine ethos and the need to be nurturing, loving 

or submissive. Throughout their stories they ha ve continued to employ 
explanations and solutions which closely mirror the gender discourses.  
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Power:  The combination of "feminine" and "masculine" language used by the 

participants represented a dual perception of power. The participants used words 
such a s "care" "giving" "tenderness" etcé alongside "power" "control" and 
"authority".  

 
This duality demonstrated the way that the participants have negotiated their 

power and power relations in a continuous process of constructing their 
professional identity. A t first it seemed as if they lack the language with which 
they can find alternative interpretations for their stories. This had changed 

during the third or fourth interview sessions, when it was noted that when they 
had the opportunity to create their stor ies, by a kind of self -  dialog, they had 

developed their role perceptions and had expanded their ability to use a lternative 
interpretations.  
 

The process that the participants had undergone revealed their need  to express 
"soft " qualities regarded as "femi nine" while asserting power and influence on 

others.  
 
The concept of power appeared in our study in 3 dimensions:  

 
1. The meaning of power: power as a way of struggling and facing life and life 

events.  
2. The structure of power: power in a concealed or visible way.  
3. The origin to power: There were found 4 origins to the professional authority 

of the kindergarten teacher: the feminine ethos, the professional knowledge, the 
professional autonomy, and th e idiosyncratic personality as a personal 

competitive advantage.  
 
Professional role:  The results demonstrated that kindergarten teachers in Israel 

perform their work in accordance to traditional definitions of this profession. A 
feminine identity and care -giving ethics were the main factors in their self 

perceptions.  
 

The study reported a variance between the role perceptions of the kindergarten 
teachers and the  new expectations emerging from the kindergarten reform, 
which promotes dilemmas regarding their  professional identity. The study 

pinpointed attention to the increasing importance of elements such as status and 
prestige and to their connection to self -actualization, and the appearance of 

career terminology in discussions. The reform in the role of ki ndergarten 
teachers is viewed by the teachers, paradoxically, as an attempt to increase 
external supervision and as a threat to their autonomy and status. These gaps 

were expressed through the meaning that they had attributed to their role and in 
their ref raming suggestions. Their conceptualizations  reflected personal 

dilemmas between perceiving their role as an altruistic act and a social mission, 
to their strong wish to establish a meaningful career.  
 

Life roles experiences:  The teachers see their profess ional role as a part of their 
overall identity, and relate it to their additional life roles as women and mothers. 

They referred to the complexity of being a women, mother, wife, daughter, or 
female friend and saw the virtues and competencies of being a te acher   as 
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reflected by those roles and identities. The results revealed two levels of 
introspect with regards to being both a mother and a teacher: The performance 

level, in which they differentiate  between performing as a mother versus 
performing as a t eacher, and the inner level, in which they feel that the two roles 
originate in the same place and are built - in with their overall identity.  

 
Current dilemmas:  The results of our study revealed that kindergarten teachers 

cope with conflicts in ways that a re related to the unique motives characterizing 
their life stories, as their life stories expressed contradictions and indecisions. 
The process of creating a life story can serve as a method which can assist in 

reshaping the professional and personal ident ity. The table below illustrates 
some of the unique motives of participants:  

 

The focus  The dilemma  
A unique motive 
in the story  

Teacher  

The gap between 
"her way" and the 

new reform 
expectations  

 

"Do I have to make changes 
in my role and professional 

identity or can I keep my old 
traditional ways in which I 

still believe? "  

 

Traditional 
gender 

perception as a 
source of her 

performance  
 

Rachel  

A gap Between her 
traditional role 
perception and her 

performance as a 
manager.  

"I'm afraid of losing  my 
feminine identity as a 
women, although I would like 

to keep the power that I 
have received due to the new 

masculine way in which I  
perform"  
 

A Paradoxical   
individual  

Michal  

The gap between 

her career concept 
and the 

kindergarten 
teacher career path  

"How can I maintain a 

meaningful career while still  

keeping my traditional 

identity as religious yet 
modern women?"  

An internal multi -  

identity  dialog 
pertaining to 

ways of surviving 
as a teacher  

Yonit  

The gap between 
her mission 
perception and the 

possibilities of 
accomplishing it 

within the education 
system.  

"How can I continue working 
as a social mission within a 
very frustrating reality 

dictated by the new reform? " 

self development, 
change as a way 
of life, teaching 

as a social 
mission  

Anita  

The  gap between 
her subjectivity and 
her aspiration 

towards 
actualization.  

"How can I actualize myself 
as a kindergarten teacher?"  

From silence to a 
unique voice  

Naomi  
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The gap between 
her feminism as a 

concept of believe 
and her traditional 

identity, by whic h 
she identifies 
herself  
 

ñCan I hold a career with a 
high status and a good salary 

while still keeping my 
traditional way of being a 

kindergarten teacher?"  

 

Between 
feminism and a 

traditional being  

Nili  

 
 

4.  Discussion  
 

The results of our study demonstrate that kindergarten teachers in Israel 
perform their work in accordance to the traditional definitions of this profession. 
A feminine identity and the care -giving ethics were the main factors in their self 

perceptions  
 

The effort that the partici pants have made in order to give new meaning to their 
role and professional identity have been lead by the traditional perception of a 
collective identity as a frame for their discourse. The discourse of a subjective 

self always takes place within the spac e and time possible for the subjects 
involved and includes words that are subject to meaning and rules. Our mind set 

is subject to language, culture, and life experiences as a frame for change. Those 
limitations can explain the stable teacher's gendered fe minine identity that is 
demonstrated in this study. The life stories and the life experiences 

demonstrated the expression of the teachers' perceptions and were subjected to 
the limited spectrum in which they could execute their ideas.  

 
The tension and gaps found between performance and self perceptions raised the 
following questions:  What do we mean by "identity"? Does identity exist only in 

relation to performance, or can it be an internal dimension separate from the 
external acting and performance? C an we separate body and identity? And do 

the kindergarten teachers have a feminine identity even though they operate in a 
managerial way, which they themselves regard as a masculine activity?  

 

Although these questions remain unanswered at this point in tim e, our study 
provides an important theoretical contribution to the conceptualization of 

teachers' professional identity as a developmental outcome of subjective 
personal processes. The process of creating a life story can serve as a method 

which can assist  in reshaping the professional and personal identity of 
kindergarten teachers. Between the third and fourth interview sessions some 
changes took place in some of the teacherôs self- concepts. The process of 

creating a life story had functioned as an inner dialogue through which, although 
they had doubts, they have even reported broadening their point of view and 

obtaining some new insights as to future professional decision making.  
 
The five themes that this study has proposed can be used as a framework fo r 

future studies on feminine professional identity.  
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The studyôs additional theoretical contribution to existing studies is related to the 
presentation of the teacher's role through providing teachers' voices and 

demonstrating the structuring of their deve loping careers as reflecting the 
feminist aspects of their lives. The educational implications of this study are 
related to the contribution of the in -depth understanding of the impacts of the 

educational reform with respect to the teachers' role. Only thr ough awareness of 
the teachers' personal needs and their subjective views, can real changes be 

achieved. The need to reshape their careers in a way that would enable them to 
create meaning and self -actualization requires in -depth future studies.  
 

Finally, this unique case -study of kindergarten teachers refers to the general 
process of creating a professional identity as a subjective universal process. The 

findings of this study indicate a major argument about identity, whereby a 
person is an active particip ant in shaping his identity and creating it in 
accordance to his unique life experiences and his interactions with others -  by 

giving new meaning to these experiences. The  associations found between the 
main motifs of the personal life story, the professi onal identity and the 

professional story, suggest the central role of the circumstances  of human life in 
creating  a subjective professional identity, but at the same time it explores the 
question of changing limits. According to this, the issue that shoul d be examined 

as a continuation for this study is, the possibilities of changes and re -
interpretation of space limits, for a given individual. This investigation should 

take place on a base of the ideas that language is space of acting which create 
the wor ld always in a culture and life experience context and we are all subject 
to expectations, language and the discourse rules (Gilmore, 1994 Butler 2001, 

Borchers, 2007 ). And if so, what is nothing but self -determination, as Butler 
contends, the constructio n of a political act (Butler, 1990)  
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Résumé  

La m®thode de d®sactivation ®motionnelle a pour but dôaider les ®tudiants à diminuer les 

pr®jug®s quôils peuvent entretenir envers diff®rents groupes sociaux. Quôil sôagisse 

dôhomosexuels, dôhandicap®s ou dôimmigrants, les repr®sentants de groupes victimes de 

préjugés sont invités à venir en classe confronter les préconceptions  quôentretiennent les 

®tudiants ¨ leur ®gard. Cette m®thode est la pierre angulaire de la m®thode dôactivation 

cognitive qui sera sommairement décrite dans la dernière section du présent document.  

Mots clés  
désactivation  ï émoti onnel  ï préjugé  ï activation  ï cognitif   

 

 

 

Introduction  
  
En cette ¯re de mondialisation marqu®e par lôouverture ¨ la diversit® culturelle, 
la méthode de désactivation émotionnelle  sôinscrit dans un processus de 

rapprochement des cultures et des peuples aussi bien au plan local quô¨ lô®chelle 
planétaire. Cette méthode facilite la communication et les échanges entre des 
individus issus de cultures différente s. Elle vise lô®ducation citoyenne et a pour 

objectif la chute des préjugés envers les nombreux groupes sociaux minoritaires. 
De plus, elle prend place ¨ lôint®rieur de la m®thode dôactivation cognitive dont 

elle constitue la pièce maîtresse.  
 

 
    1. Les composantes dôun pr®jug® 
 

Il existe de nombreuses définitions des préjugés proposées par des auteurs 
appartenant ¨ des domaines tr¯s divers. Lôune de ces d®finitions est la suivante :  

 
« Les préjugés  
Il sôagit dôune opinion adopt®e sans examen, souvent impos®e par le milieu ou 

lô®ducation. Côest un jugement, une opinion pr®con­ue quôon sôest faite sur 
quelquôun, parfois avant m°me de le conna´tre. ç Préjuger  » signifie littéralement 

« juger dôavance ».  Le pr®jug® est plus une attitude quôun comportement; côest 
un ®tat dôesprit ¨ lô®gard dôune valeur, une disposition mentale qui exerce une 
influence sur les r®actions de lôindividu envers des objets et des situations. Le 

préjugé peut donc être défini comm e une attitude émotive et rigide, une 
pr®disposition ¨ r®agir ¨ certains stimuli provenant dôun groupe de personnes 

mailto:jeannilboucher@hotmail.com
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dôune certaine fa­on. Il peut ne pas impliquer dôactions ouvertes contre les 
membres dôun groupe. »1  

 
Retenons de cette d®finition quôun préjugé est une idée préconçue véhiculée 
socialement. Il est si imbriqué au vécu en société et répandu en si grand 

nombre, que nul ne peut se vanter dôen avoir aucun. Il contient ¨ la fois une 
dimension sociale, une dimension cognitive et une dimension émo tionnelle.  

 
La dimension sociale signifie quôun pr®jug® doit d®j¨ °tre pr®sent dans un milieu 
pour quôil puisse °tre int®rioris®. Un individu ne cr®e donc pas ses propres 

préjugés, il ne fait que les «  emprunter  » à son environnement social et les 
intégrer  ¨ son mode de pens®e.  Certes, un tel processus se d®roule ¨ lôinsu de 

lôindividu, de sorte quôil en est fort peu conscient. ê la question :  « Quels sont 
mes principaux préjugés?  », personne ne peut répondre avec aisance et 
spontanéité. En effet, les préj ugés doivent être «  découverts  », il faut les rendre 

conscients ¨ lôaide de r®flexion et de discussion. 
 

La dimension cognitive r®f¯re au fait quôun pr®jug® est constitu® de 
« connaissances  ». Il faut cependant préciser que ces «  connaissances  » peuvent 
tr ès bien être incomplètes, biaisées, inexactes ou simplement fausses, ce qui les 

distingue nettement des connaissances scientifiques ®labor®es au terme dôune 
d®marche intellectuelle rigoureuse. Il est dôailleurs remarquable que, souvent, les 

« connaissances  » qui constituent les préjugés soient des jugements négatifs sur 
les qualités attribuées à certains groupes sociaux. Ainsi, tel groupe peut être 
réputé paresseux, égoïste, abuseur, violent ou profiteur sans que de tels 

qualificatifs soient objectivement d émontrés ni même démontrables.  
 

Enfin, la dimension ®motionnelle r®f¯re au fait quôun pr®jug® nôest pas neutre au 
plan affectif. Croire, par exemple, que tel groupe social est dépravé moralement 
ou abuse de certains privilèges soulève immédiatement une réa ction émotive 

plus ou moins forte.  
 

 
2.  Les composantes de la méthode  

 
La m®thode propos®e prend en consid®ration chaque composante dôun pr®jug®. 

Ainsi, puisquôun pr®jug® provient dôun milieu social, côest ®galement dans un 
milieu social ï la classe ï quôil peut °tre d®fait ou modifi®. £galement, puisquôun 
préjugé est composé de «  connaissances  è plus ou moins fausses, côest en 

rectifiant celles -ci et en en ajoutant de nouvelles que le préjugé se retrouve plus 
ou moins anéanti au profit de connaissances vérit ables. Enfin, la composante 

®motionnelle est omnipr®sente d¯s lô®tape de la verbalisation et surtout lors de la 
rencontre avec le repr®sentant dôun groupe victime de pr®jug®s. 
 

La verbalisation des préjugés à laquelle participent tous les étudiants de la c lasse 
est la première étape de la méthode de désactivation. Il est remarquable que 

durant cette phase ï qui se d®roule en lôabsence dôun repr®sentant dôun groupe 

                                                 
1
Renée BOURQUE, «  Les m®canismes dôexclusion des immigrants et des 

réfugiés  », dans Gisèle LEGAULT, dir., Lôintervention interculturelle, Montréal, 
Gaëtan Morin, 2000, p.93  
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victime de préjugés -  les préjugés paraissent «  grossir  » à mesure que leur liste 
sôallonge. 

 
Il va de soi que des règles claires doivent encadrer la phase de verbalisation 
collective. Les expressions dôagressivit®, les blagues grossi¯res, les vulgarit®s ou 

les termes méprisants sont strictement interdits. Malgré ces précautions, il est 
prévisible que le professeur qui recueille pour la première fois la liste des 

pr®jug®s ®nonc®s par les ®tudiants ressente un malaise devant lôampleur des 
items énumérés.  
 

La seconde phase est celle du dialogue qui se d®roule lors de la venue de lôinvit® 
en classe. Le  repr®sentant dôun groupe victime de pr®jug®s r®agit ¨ la liste des 

pr®jug®s. Il tente alors de d®partager le vrai du faux, dôexpliquer les 
discriminations subies, il peut même expliquer comment il se sent face aux 
préjugés dont il est la cible et agrément er sa pr®sentation dôanecdotes et de 

témoignages. Il est bien sûr disposé à répondre à toutes les questions posées 
par les étudiants.  

 
La troisi¯me phase est constitu®e dôune discussion ult®rieure entre le professeur 
et les élèves, ce qui permet de faire l a synth¯se des id®es apprises et dôanalyser 

les réactions suscitées lors de la phase 2.  
Voici la figure qui présente de façon visuelle les trois phases de la méthode  :  

 
 

Schéma de la désactivation émotionnelle des préjugés  

 
_______Dimension cognitive  

 
____ ___Dimension émotionnelle  
 

 
Contexte scolaire  

 
 

 
               

 

 
 

     Phase 2  :  
     Dialogue  

avec un représentant  

du groupe victime  
 

Phase 1  :         Phase 3  :                             
Verbalisation des                   Rétroaction en  
préjugés          classe après la   

          rencontre                   
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3.  Lôanalyse de la m®thode de d®sactivation 
 

Cette méthode permet de dissocier les préjugés en leurs composantes cognitive 
et ®motionnelle afin dôatt®nuer les ®motions négatives tout en augmentant le 
niveau des connaissances objectives et exactes concernant différents groupes 

victimes de pr®jug®s. Il sôagit donc dôune m®thode de restructuration cognitive 
qui vise avant tout une réorganisation des émotions ressenties enve rs des 

groupes sociaux plus ou moins stigmatisés.  
  
La phase 1 se d®roule sans la pr®sence dôun invit® et ce, afin de faciliter 

lôexpression des pr®jug®s de la part des ®tudiants. La liste des pr®jug®s doit °tre 
inscrite au tableau au fur et à mesure de le ur verbalisation et elle doit être 

r®inscrite lors de la venue en classe de lôinvit® (la liste des pr®jug®s est, au 
pr®alable, montr®e ¨ lôinvit® lors de la rencontre pr®paratoire avec le 
professeur).  

 
La phase 2 correspond ¨ la venue en classe dôun repr®sentant dôun groupe 

victime de préjugés. Si la rencontre se déroule comme prévu -  ce qui, selon mon 
expérience, se produit à chaque fois ï une relation sô®tablit entre lôinvit® et les 
étudiants. Grâce à la communication franche et ouverte, les composantes des 

pr®jug®s se dissocient: les ®motions n®gatives sôestompent alors que grandissent 
les connaissances v®ritables envers le groupe repr®sent® par lôinvit®.  

 
Enfin, la phase 3 est lôoccasion dôune r®troaction afin dôanalyser ce qui sôest 
produit lors de la  rencontre avec lôinvit® et dôen faire une synth¯se. Elle est aussi 

lôoccasion id®ale pour red®finir les ®l®ments dôinformations contenus dans les 
préjugés et ainsi départager le vrai du faux. Cette discussion se déroule entre les 

étudiants et le professeu r.  
 
Remarque  :  Au cours de la phase 1 consacrée à la verbalisation, les étudiants 

ont rarement lôimpression dô®mettre des pr®jug®s. De leur point de vue, ce sont 
les membres de tel groupe social qui adoptent des attitudes ou des 

comportements répréhensible s. Puis, au cours de la phase 2 ou de la phase 3, 
selon les cas, ils réalisent soudainement que ces «  caractéristiques  » ne sont rien 

dôautre que leurs propres pr®jug®s ¨ leur ®gard.  Cette prise de conscience du 
phénomène de projection a pour conséquence que les préjugés apparaissent 
pour ce quôils sont et les ®tudiants r®alisent leur part de responsabilit® dans la 

fermeture dont ils ont fait preuve jusquô¨ ce jour envers le groupe cibl® par leurs 
préjugés. Désormais, ils risquent de douter de la valeur de  leurs propres 

préjugés, alors que ceux -ci constituaient une sorte de «  certitude  » auparavant. 
Ils sôouvrent donc ¨ dôautres r®alit®s. 
 

 
   4. Les conditions gagnantes dôutilisation de la m®thode 

 
Le succ¯s de lôapplication de la m®thode de d®sactivation émotionnelle des 
préjugés dépend de certaines conditions. Voici les principales conditions de base 

qui doivent être réunies pour un résultat optimal  :  
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- Une ouverture dôesprit de la part des étudiants. Ceux -ci doivent en effet 
posséder a priori le désir sin cère de confronter leurs préjugés; dans le cas 

contraire, aucun dialogue enrichissant ne sera possible avec les invités.  
 
- Une rencontre préparatoire du professeur avec le futur invité, ce qui donne 

lôoccasion dô®tablir le contact entre eux. Il est souhaitable que le professeur 
connaisse ¨ lôavance le contenu d®taill® des id®es et des informations qui seront 

pr®sent®es par lôinvit®, ce qui permet de valider leur pertinence et de faciliter la 
rencontre avec la classe dô®tudiants. 
 

- Le besoin ressenti par les é tudiants de devoir prendre conscience de leurs 
préjugés et de devoir les atténuer afin de répondre adéquatement aux exigences 

de leur future profession.  
 
- La verbalisation des préjugés et la rencontre des invités se déroulent dans 

un temps rapproché.  
 

- La pa rticipation dôinvit®s qui ont un contenu pertinent ¨ transmettre et qui 
possèdent des qualités de communicateur.  
 

- La possibilité de recevoir plusieurs invités à la fois, ce qui assure une 
diversité des points de vue émis et place, pour ainsi dire, en posit ion de «  force  » 

le groupe victime de pr®jug®s face ¨ la classe dô®tudiants. 
 
- Le recours à des questions élaborées en collaboration avec le professeur et 

lôinvit® lors de la rencontre pr®paratoire. Les r®ponses ¨ ces questions sont 
fournies par lôinvit® lors de sa venue en classe et les étudiants doivent les 

prendre en note car elles se retrouveront dans un éventuel examen.  
 
- Les étudiants doivent avoir confiance en leur professeur . Celui -ci est en 

effet le pilier qui, tout au long de la session, organise l es conférences, fait un 
retour sur les échanges qui ont eu lieu et qui sert de modèle éthique  pour les 

étudiants.  
 

 
5. Plusieurs perspectives, un paradigme  

 

La méthode proposée prend place dans le grand courant que constituent le 
cognitivisme, le constructivisme et le socioconstructivisme. Ces visions de 

lôapprentissage ont en commun dô°tre centr®es sur lôactivit® de lôapprenant. Par 
exemple, dans la perspecti ve cognitiviste, les connaissances de lô®l¯ve priment 
sur le savoir ¨ apprendre. Ce quôil traite en premier lieu lorsquôil apprend, ce sont 

les connaissances quôil poss¯de d®j¨ et ¨ partir desquelles il tente de donner du 
sens aux nouvelles connaissances q uôil acquiert. Selon la psychologie 

cognitiviste, [lô] ç apprentissage se fait par  la mise en relation des connaissances 
antérieures et des nouvelles informations  ». 2  

 

                                                 
2 D. RAYMOND, Quôest-ce quôapprendre et quôest-ce quôenseigner? Un tandem en 
piste , AQPC, Montréal, 2006, p.27.  
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La perspective constructiviste, pour sa part, [é] ç postule que la connaissance se 
construit par lôaction et la r®flexion sur lôaction ». 3 Côest lô®l¯ve lui-même qui, par 

sa propre activité, construit ses connaissances. Au contraire de représenter une 
sorte de r®ceptacle passif, lôapprenant appara´t comme le sujet actif de ses 
apprentissages . 

 
« Apprendre ¨ conna´tre est quelque chose dôactif; côest activer et appliquer ses 

connaissances ant®rieures. Lôapprentissage de nouvelles choses se fait toujours 
en partant de ce que lôon sait d®j¨, au moment dôune action. La connaissance se 
vit et sôacquiert en mode actif. On donne un sens aux situations non pas en 

traitant des informations, mais en activant dôembl®e ses connaissances 
antérieures. Sans cette activation, la situation dans laquelle elle se trouve et tout 

ce quôelle comprend (objets, personnes, etc.) nôaurait aucun sens pour une 
personne.   
 

Apprendre, côest donc utiliser ce que lôon sait d®j¨. »4 
 

Enfin, la vision socioconstructiviste a la particularit® de mettre lôemphase sur 
lôimportance des interactions sociales dans toute activit® dôapprentissage.   
 

« Ainsi, pour les tenants du socioconstructivisme, ce sont les interactions avec 
les autres et a vec lôenvironnement qui fa­onnent nos connaissances et par 

lesquelles nous créons nos propres connaissances. Les échanges avec le milieu 
sont vus comme essentiels à la construction des connaissances.  »5 

 

Les conceptions brièvement exposées ici se situent d ans le prolongement lôune 
de lôautre et reposent sur le m°me paradigme. Dans les trois conceptions, en 

effet,  
 
[é] «  ce sont les connaissances de lôapprenant qui priment sur le savoir ¨ 

apprendre; il sôagit de la logique de lôapprentissage et non de celle des contenus; 
il sôagit de p®dagogie de lôapprentissage et non de lôenseignement. »6 Également, 

dans les trois conceptions le r®sultat de lôapprentissage est con­u comme  [é] 
« une modification de la structure cognitive (ou structure de connaissances) de l a 

personne, une adaptation et une création nouvelle des connaissances chez celui 
ou celle qui apprend  ». 7 
 

La méthode de désactivation émotionnelle des préjugés relève manifestement du 
même paradigme. Cependant, deux distinctions majeures justifient, à not re avis, 

son ajout ¨ la liste d®j¨ longue des m®thodes p®dagogiques reconnues. Dôune 
part, il ne sôagit pas tant dôacqu®rir des connaissances que de ç défaire  » des 
préjugés. En effet, les «  connaissances  » antérieures dont il est question sont en 

                                                 
3 D. MASCIOTRA, Le socioconstructivisme, un cadre de référence pour un 
curriculum par compétences , 2005, [ En ligne ]  http://bivir.uqac.ca/bd/man.cfm ?, 

p.1  
4 Ibid. , p.4  
5 D. RAYMOND, op.cit. , p.31  
6 Ibid ., p.37.  
7 Ibid . p.43  

http://bivir.uqac.ca/bd/man.cfm
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fait bia isées, non vérifiées, affirmées sans rigueur car elles ne proviennent 
nullement dôun savoir constitu® scientifiquement.  

 
 Dôautre part, lôobjectif vis® se situe beaucoup plus au niveau ®motif quôau niveau 
cognitif. Dôailleurs, ce que mes ®tudiants disent eux -mêmes après une rencontre 

avec un repr®sentant dôun groupe victime de pr®jug®s, côest quôils se ç sentent 
différents  » face au groupe victime. Bien sûr ils ont appris de nouvelles 

connaissances, mais leur vision du groupe est transformée dans le sens q uôils 
sont  mieux «  disposés  » ou plus empathiques à son endroit. Ils doutent 
désormais de la justesse de leurs propres préjugés.  

 
Lôimportance de la composante ®motive est dôailleurs ce qui a d®termin® le choix 

du nom attribué à la méthode.  
 
 

   6. Les élé ments du contexte social  
 

Selon une conviction bien établie en sociologie, tout événement ou phénomène 
cr®® par les acteurs sociaux peut °tre situ® dans le contexte social qui lôa rendu 
possible. On peut donc être assuré que des éléments du contexte social  ont 

pr®sid® ¨ lôapparition de la m®thode de d®sactivation ®motionnelle et 
déterminent dans une certaine mesure son utilisation. Tentons de repérer ces 

éléments  :  
 
- La visibilité sociale croissante des groupes sociaux  autrefois marginalisés 

(par exemple les  personnes vivant avec un handicap et les personnes 
homosexuelles), ainsi que le développement de communautés ethniques et 

ethnoculturelles  issues de lôimmigration. 
 
- Les victimes sont invit®es ¨ sôexprimer et ¨ d®fendre leurs droits. Au cours 

des dernières  décennies, il est devenu de moins en moins difficile pour les 
victimes de porter plainte et de d®noncer les situations dôinjustice quôelles vivent. 

Quôil sôagisse par exemple de victimes dôinceste, de violence conjugale, de 
taxage ou de profilage racial, etc., les victimes reçoivent en général une écoute 

attentive et empathique auprès des personnes ou des organismes chargés de 
prendre leur défense. Les instruments juridiques tels que les chartes des droits 
et libert®s contribuent dôailleurs beaucoup ¨ cet état de fait.  

 
- ê lôinverse, les personnes qui v®hiculent certains pr®jug®s ou qui 

pratiquent de la discrimination sont a priori stigmatisées.  Il est remarquable, par 
exemple, que plusieurs termes créés depuis un siècle visent expressément à 
d®noncer ceux qui font subir des pr®judices aux victimes. Côest le cas des mots  

raciste (1892), xénophobe (1903) sexiste (1972), abuseur (1977), homophobe 
(1979), islamophobe (1994) et judéophobe (2005).  

 
- La tendance sociale ¨ sôouvrir sur le monde, ¨ vouloir communiquer sans 
entrave avec tous les citoyens du monde. Les moyens de transport et de 

communication ainsi que la multiplicité des échanges économique s, etc., 
favorisent en effet la valorisation  dôune ouverture aux autres qui se situe aux 

antipodes du repli sur soi et de la peur des personnes «  différentes  » ou 
simplement étrangères.  
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7. La m®thode dôactivation cognitive 
 
Lôactivation cognitive est une méthode pédagogique élaborée pour aider les 

étudiants à atteindre pleinement une compétence. Elle comporte sept paliers 
dont la pièce maîtresse est la méthode de désactivation émotionnelle.  Chacun 

des sept paliers reflète les différents niveaux de diffic ult® et dôapprentissage.  
 
De plus, lôactivation cognitive est une méthode intégrée dont les différentes 

étapes se suivent de façon logique et progressive. Son approche innovatrice 
comporte dôailleurs de nombreuses qualit®s p®dagogiques. Les ®tudiants sont 

actifs dans leurs apprentissages car elle favorise tout particulièrement leur 
engagement émotionnel. Elle permet de les placer devant des situations sociales 
r®elles qui sôapparentent ¨ celles quôils rencontreront dans leur vie 

professionnelle.  
 

La désact ivation ®motionnelle prend donc place ¨ lôint®rieur de la m®thode 
dôactivation cognitive.  
 

La m®thode dôactivation cognitive facilite lôenseignement de certaines 
compétences qui impliquent les émotions des apprenants. Cette dernière 

mériterait une présent ation approfondie.  
 
 

Conclusion  
 

La méthode de désactivation émotionnelle des préjugés a été expérimentée par 
des professeurs de niveau coll®gial au Qu®bec depuis la session dôautomne 2003.  
Les résultats positifs de son expérimentation justifient sa diffusion à 

lôinternational. Elle permettra aux professeurs de sôoutiller pour faire face aux 
interactions propres au village global qui est le nôtre.  
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Abstract  

This paper reports on an exploratory Culturometric study of the changing cultural 

identities of Fr ench and Spanish undergraduate students in Trinidad. While cultural 

identity of Trinidadians is shaped by inter -ethnic mixing and its associated cultural 

borrowing of selected behaviours, this is further compounded for modern languages 

undergraduate studen ts who are also exposed to pedagogic enculturations through 

reading for a degree in French or Spanish. What is reported here is how exposure to 

French and Spanish language, and associated pedagogically embedded influences on 

cultural identity formation, sh apes language studentsô increasingly complex composite 

cultural identities over the four years of their degree programmes. The findings derive 

from survey data collected between 2007 and 2009 (N=231). The paper also presents a 

novel Culturometric methodolo gy used to measure cultural identity profiles of language 

students and track their changing language identities.  

 
 

 
1. Introduction  
 
Teaching aims at increasing student affective and cognitive attainments. These 

two components are inseparable and always present in our teaching in differing 
amounts. For the cognitive component we teach and assess skills in facts and 

processes, with the a im of imparting competence in our subject to our students. 
For the affective component we teach values, feelings and attitudes, with the aim 
of imparting the culture of our subject to our students. Accountability requires 

that we use objective assessments to measure increasing attainments. We have 
objective measures of cognitive attainments so we teach and assess skills, facts 

and processes and because learning is driven by assessment, our students learn 
skills, facts and processes. We do not have objective  measures of affective 
attainments so we teach but do not assess values, feelings and attitudes. Hence, 

because learning is driven by assessment, our students do not learn the culture 
of our subject. The difficulty is in defining and objectively measuring the culture 

of the subject. This paper introduces a Culturometric solution for objectively 
monitoring the subject relevant cultural identity of students. The method can be 
used to ensure that the teaching of subject culture is increasing studentsô 

affectiv e attainments. It was demonstrated by assessing the target language 
identities in a cross -sectional study of N=231 students enrolled in French and/or 

Spanish courses at university in Trinidad . The results are consistent with the 
óhidden curriculumô and showed that the language identities of students in their 

culture of their target languages of French and Spanish dropped significantly 
over the four years of teaching. Culturometrics was used to identify respondents 
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for interview so that the detailed meaning and causes of this could be explored.  
 

 
1.1 Background    
 

Education has identified two fundamental overlapping learning attainments: the 
mainly analytical (separate, highly compartmentalised) skill -based knowledge of 

facts and processes and the mainly affective (holistic, integrated) purposes and 
intentions of learning (Clark, Sauter, & Kotecki, 2000). Notwithstanding that 
teaching seeks to develop expert knowledge of facts and processes and model 

professional attitudes, only lip -service is paid to the assessment of studentsô 
professional attitudes (Lindemann, & Soule, 2006). This is mainly because we 

have objective assessments of skills that satisfy accountability requirements and 
drive student learning, but we have an assessment deficit in objective me asures 
of values. Hence, we are in danger of passing highly skilled students with less 

than appropriate professional values. This focus on objective assessment to the 
detriment of values attainment causes concern at all levels of education 

(Kelleher, 2003) . 
 
 

1.2 Critical assessment deficit in subject enculturation  
 

Full enculturation into the subject requires attainment of skills and of values. 
However, under increasing requirements of accountability we have emphasised 
objective skills assessment because w e have few, if any, objective assessments 

of values that would satisfy the rigours of accountability and universities are 
reluctant to focus on the matter (Cruess, 2006; Sambell, & Mcdowell, 1998). At 

the school level, this assessment deficit is a central focus of movements for 
óvalues educationô (Aspin, & Chapman, 2007; Lovat, & Toomey, 2009; Anderson, 
2007). In Higher Education, this assessment deficit is of critical concern, 

particularly in medicine, where students can obtain high grades in objective ski ll 
assessments yet lack the decorum, the morality and the humanity expected of 

the medical profession. It is equally true in language education, but with less 
risk -attachment, this has previously been mainly a specialist pedagogic concern. 

However, growing  international cultural pressures to maintain language identities 
in the confluence of global economic exchanges (Preisler, Fabricius, Haberland, 
Kjaerbeck, & Risager, 2005) has now led the European Union to formally propose 

cultural inter -comprehension as sessments for language learners that emphasise 
shared values over traditional language skills (Phillipson, 2002; Slivenskya, 

2008).  
 
Accountability needs introduce two problems that stymie objective assessment of 

subject -values, (i) finding a consensus to  define the subject -values, and (ii) 
developing equitable assessments of those subject -values. The purpose of this 

research is to contribute to the re -emphasis on value - learning by developing 
accountable objective methods of monitoring studentsô affective attainments in 
their subject areas (Ginsberg, & Stern, 2004; Wear, & Kuczewski, 2004). 

Consistent with the literature on communities of practice which emphasises the 
importance of the enculturation of beliefs and identity in learning (Kjaerbeck, 

2005; Lemk e, 2002; Lin, 2008; Riley , 2007; Wenger, 1998), we consider skills 
learning plus value - learning as a process of enculturation into the culture of the 
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subject, and assess that enculturation by measuring changes in studentsô 
language identity.  

 
 
1.3 Acknowle dging cultural identification as studentsô learning 

motivators  
 

Why do we prefer language teachers to be native speakers? It is because 
ñlanguage, culture, and identity are intertwinedò (Shiels, 2001, p. 431). As 
Edward Sapir avered: ñAgain, language does not exist apart from culture, that is, 

from the socially inherited assemblage of practices and beliefs that determines 
the texture of our lives.ò (1921, p. 221). As Modern Language teachers, it is 

incumbent upon us, sometimes by law (Liddicoat, 2005), to e nculturate our 
students into the skills and values of the target language by necessarily 
addressing both skill - attainment and cultural attainment (Byram, & Feng, 2005;  

Dlaska,2000; Minami, 2004; Paige, Jorstad, Siaya, Klein, & Colby, 2003) . Rowan 
(2001) r eiterated ñé the study of language is also a study of people and cultures, 

because language is an integral part of a cultureò (p. 238). While we teach and 
model the target culture, we do not objectively and summatively assess 
studentsô attainments in the values, attitudes and intentions of the culture 

(Boxer, & Cortés -Conde, 2000; Rowan, 2001). However, it is often a cultural 
identification with our subject that motivates students to enrol and continue in 

our language programmes (Bruna, 2009). As a large co mponent of student 
learning is assessment -driven, we might find that, rather than promoting 
enculturation, we are in danger of undermining studentsô cultural identification 

by focusing only on skill -assessment (Genc, & Bada, 2005: MacDonald, Badger, 
& Dasl i, 2006). So this research demonstrates a positive approach to support 

both skill -attainment and cultural attainment (Andrade, Araújo e Sá, Lopéz 
Alonso, Melo, & Séré, 2005). It uses objective Culturometric (CM) methods of 
monitoring studentsô cultural attainments in language enculturation to measure 

whether our teaching is enhancing or undermining the enculturation of our 
language students.  

 
 

2. Methodology  
 
2.1 Sample  

 
This is a cross -sectional study. Our respondents were N=231 students enrolled in 

Fren ch and/or Spanish undergraduate courses. Because of the relatively small 
number of modern language students at university, these respondents 
represented an incomplete population census rather than a statistical sampling of 

language students. The respondent s comprised 122 first year students, 46 
second year students, 55 third year students and 2 fourth year students with 6 

missing year values.  Thirty - two were male, 190 were female with 9 missing 
gender values. There were 21 French majors, 55 Spanish majors,  77 taking 

French and Spanish, 58 English, 7 Linguistics and 11 others with 2 missing major 
values.  
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2.2 Research design  
 

Cultural Index (CI) methodology was used to assess the French, Spanish and 
Ethnic components of their cultural identities and noted their Religions. The study 
was in four stages, briefly described here and then described in sufficient detail 

for replicatio n below. The first three stages were quantitative and the last stage 
was mixed -methods.   

 
Stage 1:  (a) Data cleaning using two - tailed exclusion of non -consistent 
respondents, and (b) identification of optimal public objects for calculations of 

ethnic and language cultural Indices.  
 

Stage 2 Reliability and Validity:  (a) Test - retest correlations were used to 
assess reliability of responses. (b) Religion and strength of Ethnic Identity were 
used to assess the construct validity of the cultural identity measurements.  

 
Stage 3:  Year -by -year changes in studentsô French and Spanish cultural identity 

components. French and Spanish cultural identity components were compared 
across the three annual cohorts of respondents in a cross -sectional design.  
 

Stage 4:  Meanings of French and Spanish cultural identity components: 
Stude nts were sorted on the two -dimensions of their Spanish and French cultural 

identity components. Students who had contrasting high Cultural Identity on one 
language and a low Cultural Identity on the other language were selected for 
highly focused topical i nterviewing.  

 
 

2.3 Instrument and administration  
 
The following questions were administered to intact classes of language students. 

The quantitative questions were embedded in a larger confidential test battery. 
All respondents answered the questions at le ast once. 14 students were selected 

on the ad hoc  basis of their class enrolments to answer the questions twice. The 
average duration between the test and re - test for these 14 students was 8 days.  

 

Sex:  (circle correct response)   Male  or  
Female  

Circl e your Religion  
               Protestant   

               Catholic  
               Muslim  
               Hindu  

               Jewish  
               None  

               Other (please name )  

You are a  1 st   /  2 nd   /  3 year student  

(circle correct response)  

 
Your judgement ...  

Please show your judgment by giving a number from 0 to 10  
(0 means not at all and 10 means the maximum)  
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On a scale from 0 to 10é  

How Indian do you feel (0 to 10)?  

How African do you feel (0 to 10)?  

How Spanish do you feel (0 to 10)?  

How French do you feel (0 to 10)?  

 

How Indian is PM Patrick Manning (0 to 
10)?  

How African is PM Patrick Manning (0 to 
10)?  

How Spanish is PM Patrick Manning (0 to 

10)?  

How French is PM Patrick Manning (0 to 

10)?  

 

How Indian is calyps o (0 to 10)?  

How African is calypso (0 to 10)?  

How Spanish is calypso (0 to 10)?  

How French is calypso (0 to 10)?  

 

A repeated block design was used to elucidate the studentsô meanings of French 
and Spanish Language identities, each student representing a block. Six students 

with the most contrasting high and low language identities were selected for oral 
interview and asked the following four questions in random orders. After the oral 
interview the students were asked to summarise in writing their answers to the 

same four questions in the following order:  
1.  In what ways do you think you are French?  

2.  In what ways do you t hink you are Spanish?  
3.  In what ways are you not French?  
4.  In what ways are you not Spanish?  

 
 

2.4 Methods of analysis  
 
Stage 1  (a) Data cleaning using two - tailed exclusion of non -consistent 

respondents  
 

A problem with self - report data is how to identify respondents who have not 
used their values consistently. A technique of Culturometric CI regulators called 
óValue consistencyô is designed for this purpose. Cultural Index (CI) regulators 

can optionally ut ilise three questions. Question 1 is a self - rating of the cultural 
construct in the identity of the respondent. Questions 2a and 2b are ratings of 

the same cultural construct in the identities of two public objects. All three 
responses should be consistent  applications of the respondentôs same values to 
these three different contexts. In this research, the researcher was using the 

emic consensus of the whole group to operationally define the cultural 
constructs, and to ground each respondentôs self-ratings.  Thus, the mean rating 

of Q2a defined the ótrueô degree of the construct in public object óaô and the 
mean of Q2b defined the ótrueô degree of the construct in public object óbô. 
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Therefore, the mean of Q2a divided by the mean of Q2b represented the ótrueô 
ratio of the cultural construct in the two public objects. Although respondents 

were likely to over - rate or under - rate the cultural construct according to their 
idiosyncratic values, if their values were consistent with those of their group and 
were applie d consistently, then a respondentôs individual Q2a/Q2b ratio would 

have been similar to the ótrueô group ratio, and in that case we could infer that 
their Q1 self - rating was also likely to have been consistent. C -alpha were 

calculated to measure of how con sistently high or consistently low were each 
subjectôs responses. In this study, the two public objects were the then Prime 
Minister of Trinidad and Tobago, the then Honourable Patrick Manning, and the 

Trinidadian ethnic music, Calypso.  
 

Stage 1  (b) Identi fication of optimal public objects for calculations of ethnic and 
language cultural indices.  
 

To choose the better public object for calculating each cultural index we used the 
two -stage rule of thumb and triangulated with the standard k-s decision rule. 

The first stage minimised ceiling and floor effects by choosing the public object 
whose mean was closest to the middle adjusted rating of (1+11)/2=6. The 
second stage was applied only if the means were close together, and in that case 

the public object who se ratings had the smaller standard deviation was chosen 
so as to privilege the greater group consensus that the smaller standard 

deviation signified. However, results of these rules -of - thumb were also checked 
with the standard k-s decision rule that used the single sample Kolmogorov -
Smirnov Z statistic to choose the public object that had the more normal 

distribution of ratings.  
 

Stage 2  (a)Test - retest correlations were used to assess reliability of responses.  
The test self - ratings and public object rating  of Indian -ness, African -ness, 
French -ness and Spanish -ness from the 14 test - retest respondents were 

correlated with their re - test self - ratings and public object rating of the 
corresponding cultural constructs on the retest.  

 
Stage 2  (b) Religion and stren gth of Ethnic Identity were used to assess the 

construct validity of the cultural identity measurements.  
 
If the cultural identity measurements have construct validity, we would expect 

that the ethnic identity of those respondents who were Hindu would be very 
significantly more Indian rather than African, whereas the ethnic identity of 

respondents who were Catholic would tend to be more African than Indian. We 
calculated a MANOVA to test these two hypotheses.  
 

Stage 3 : Year -by -year changes in studentsô French and Spanish cultural identity 
components.  

 
To explore any changes in French and Spanish cultural identity components over 
the four years we used error -bar plots of mean CIs for the four years and 

ANOVAs with post -hoc  contrasts comparing year means pair -wise.  
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Stage 4 : Meanings of French and Spanish cultural identity components.  
 

Respondents were ordered on their French and Spanish cultural identity 
components using a case labelled scatter -plot so that six respondents high on 
one CI, but low on the other CI, could be selected for oral interviews utilising the 

four interview questions above. The recordings were transcribed and together 
with the written summaries were analysed using NVivo 8 in a 2x2x2 comparative 

qualitative comparison repeated block d esign for French and for Spanish.  
 

 

3. Results  
 

The recordings were transcribed and together with the written summaries were 
analysed using  NVivo 8 in a 2x2x2 comparative qualitative comparison repeated 

block design for French and for Spanish shown in figure 1, each respondent 
being a block.  
 

Figure 1: Mixed methods -  Repeated block design for qualitative comparisons  

FRENCH High Low SPANISH High Low

Positive FHP FLP Positive SHP SLP

Negative FHN FLN Negative SHN SLN

Language Identity
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Language Identity

 
 
Stage 1  (a) Data cleaning using two - tailed exclusion of non -consistent 

respondents  
 
Table 1 shows the mean consensus values for each cu ltural identity component 

for public objects Q2a and for Q2b.  
 

Table 1: Consensus values for cultural identities of public objects  

Q2a PM                            

Q2b Calypso N Min Max Mean

Indian-ness of PM 229 1 11 2.37

African-ness of PM 229 1 11 7.55

Spanish-ness of PM 229 1 11 1.91

French-ness of PM 228 1 11 1.63

Indian-ness of calypso 228 1 11 3.98

African-ness of calypso 227 1 11 7.83

Spanish-ness of calypso 229 1 11 3.11

French-ness of calypso 228 1 11 3.17

Valid N (listwise) 224

Descriptive Statistics

 
 

Table 2 shows the ótrueô proportions of the group means for each identity 
component. It also shows the lower bounds and up per bounds for Value 

Consistency as 50% and 200%, respectively, of these ótrueô proportions.  
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Table 2:  Value Consistency set between 50% and 200%  

Values 

Consistency 

50% cut-

point

Mean Q2a/ 

Mean Q2b

200% cut-

point

Indian 0.2980 0.5961 1.1921

African 0.4819 0.9638 1.9275

Spanish 0.3079 0.6157 1.2315

French 0.2566 0.5131 1.0263

Upper and lower bounds for Value Consistency

 
 

Table 3 shows the cost -benefit of data cleaning using the CM technique of Value 
Consistency  
 

Table 3: Cos t -benefit of Value Consistency cleaning  

Cultural 

Construct

C-alpha n 

Included

n 

Excluded
% 

Excluded

C-alpha n 

Included

n 

Excluded
% 

Excluded
Indian 0.319 227 4 1.7 0.529 135 96 46.8

African 0.422 226 5 2.2 0.567 167 64 27.7

Spanish 0.372 228 3 1.3 0.585 147 84 36.4

French 0.479 227 4 1.7 0.685 148 83 35.9

Means 0.398 227 4 1.7  0.592 149 82 36.7

Pre-Cleaning Post-Cleaning

 
 
It is seen from table 3 that the cleaning increased the mean C -alpha consistency 

by an average of 50% for a cost of an average increased exclusion of 35%.  
 
Stage 1  (b) Identification of optimal public objects for calculations of ethnic and 

language cultural Indices.  
 

Table 4 shows the rule -of - thumb and k-s decision criteria for the choice of the 
more appropriate Public Object based on the Normality of only Value Co nsistent 
responses. The numbers shown in the ónô columns are considerably reduced from 

the corresponding óNô in Table 1 due to the two-tailed loss of inconsistent 
responses. This result shows that the óCalypsoô Public Object was the more 

suitable for the c alculation of all four Cultural Indices.  
 
Table 4: Rule -of - thumb and k-s decision criteria for the best choice of a Public 

Object  

n

Mean (M)       

1 to 11 |M-6|

Std. 

Deviation

Kolmogorov-

Smirnov Z n

Mean (M)      

1 to 11 |M-6|

Std. 

Deviation

Kolmogorov-

Smirnov Z

Indian 136 2.15 3.853 2.039 4.201 135 3.13 2.874 2.719 2.727

African 170 8.66 2.659 2.672 2.503 168 8.47 2.466 2.461 2.270

Spanish 148 1.52 4.480 1.584 5.922 148 2.25 3.750 2.010 3.410

French 149 1.36 4.644 1.231 6.017 149 1.99 4.007 1.742 3.658

means Rule of thumb 

k-s Decision rule

Public Object 1- Prime Minister Public Object 2 - Calypso
Cultural Identity 

Component 

Valid n (listwise) 41

 
 
Stage 2  (a) Test - retest correlations were used to assess reliability of responses.  
Table 5 shows the test - retest correlations for the raw self - ratings and ratings of 

the Calypso Public Object as well as the calculated Cultural Indices and Value 
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Consistencies. An obvious limitation is the further reduction in the number of 
data values, fr om an already low original n=14, due to the exclusion of 

inconsistent responses.  
 
Table 5: Test - retest reliabilities  

Cultural Construct

Corr n sig Corr n sig Corr n sig Corr n sig

Cultural Indices 0.7807 6 0.067 0.8535** 8 0.007 0.0409 8 0.931 0.1166 7 0.803

Self-Rating 0.9850** 6 0.000 0.9369** 8 0.001 0.2633 7 0.568 -0.0227 7 0.961

Calypso 0.8286* 6 0.042 0.2675 8 0.522 0.9798** 7 0.000 0.7308 7 0.062

Value Consistency 0.3900 6 0.445 0.6886 8 0.059 0.7499 7 0.052 0.5033 7 0.250

Indian African Spanish French

*   Correlation significant at p<0.05 (2-tailed)

** Correlation significant at p<0.01 (2-tailed)  
 
Stage 2  (b) Religion and strength of Ethnic Identity were used to assess the 
construct validity of the cultural identity measurements.  

The mean ethnic cultural identities of Hindus and Catholics are given in Table 6.  
 

Table 6: Ethnic cultural identities of Hindus and Catholics  

 
 
Table 7 gives the MANOVA testing the differences in these mean levels of Indian -

ness and African -ness of Hindu  and Catholic respondents. It shows both 
differences are highly significant.  

 
Table 7: Construct validity evidenced by significant differences between Indian -
ness and African -ness of Hindu and Catholic respondents

 
 


