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Abstract  

Participants in circle rituals are exposed to other people looking at them and have little 

possibility to evade this surveillanc e. The othersô looks constitute the self, but they also 

make one feel ashamed, which shows the objectivating nature of looks. Based on a 

contrasting analysis of the field notes from two ethnographic studies at different 

educational institutions, this contr ibution will focus on this paradox nature of the circle 

between subjectivation and de -subjectivation. The paper will examine the following 

questions: Which ways of the participantsô (de-)subjectivation are made possible or are 

prevented by different ways o f intervening practiced by education professionals? How do 

children and adolescents deal with the paradox nature of circle situations in the context 

of certain power relationships? The interpretation yields insights into the specific 

connection between the  educational -material formation, disciplinary techniques, and 

power.  

Keywords: ritual  ï power  ï (de - )subjectivation  ï disciplining  ï ethnography  

 

 
 

1.  Introduction  
 

Primarily in the context of the kindergarten, primary school and youth work, 
circle rituals characterize and structure everyday educational life. The goals of 
circle rituals are the experience of mutual affection, equal rights, the softening of 

hierarchies, and more. Based on a contrasting analysis of a morning circle at a 
kindergarten and a circle meeting during a dancing project at an open social 

education institution for girls, this contribution will point out wh at core paradoxes 
are constitutive, across institutions, and how the ways in which actors deal with 
these paradox situations are reshaped.  

 
From a performative theory point of view, educational reality is constituted by 

what happens in the course of perfor mative acts (Austin, 1962/2002) that are 
staged in a ritualized way by social actors (see Wulf & Zirfas, 2007, p. 17). Circle 
rituals of the kind that are the focus of this analysis may be considered to be 

exemplary for the all in all strongly ritualized n ature of the educational 
institutions kindergarten and open social educational institution. For the 

reconstruction of circle rituals, two of the social functions of rituals as worked out 
by Wulf et al. (2001) prove to be helpful: First, rituals produce col lectively 
shared knowledge and action practices and reproduce them by way of this social 

order (see Wulf & Zirfas, 2001, p. 198). Second, due to their staging nature they 
establish exclusions and thus produce community (p. 204). In our opinion, what 
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is cru cial for determining rituals is not superficially their regularity but rather 
their significance for the social. Also, what is constitutive for the ritualized 
staging of educational everyday life is the ñphysical co-presence of the people 

contributing to t he event who commonly perform an actionò and, by way of 
bodily -mimetic processes, produce a commonly shared reality (Wulf & Zirfas, 

2007, p. 17).  
 
If, according to the performative view, one understands the reality of educational 

everyday life as being cre ated collectively by the children and adolescents 
together with the education professionals, then at the methodological level, the 

question of the how of these collective stagings is the focus of our empirical 
reconstruction. Accordingly, dense description s (Geertz, 1973) of educational 
everyday life were given in the course of the two ethnographic studies, which are 

located in the reconstruction of meaning paradigm. The interpretation of the data 
material was conducted using a sequential analytical procedu re, in that the 

material, following suggestions developed by grounded theory (Strauss & Corbin, 
1996), was coded in the following sequence: open coding, axial coding, 
theoretical coding.  

 
 

2.  Scenes  
 

 
2.1 Morning circle at the kindergarten  
 

What constitutes the ritual of the morning circle in this kindergarten group is that 
it always starts in the same way, in that the names of the children, present or 

absent, are called out in a playful way. By way of this ritual, the group is created 
performativ ely. The scenes presented in the following reveal how this 
constituting of the group is continued by means of the staging of a formalized 

circle game, and how the children are in addition verbally and physically 
introduced to the valid norms of behavior of  the morning circle. The following 

scenes were selected to show fragile moments in these stagings. The focus is on 
situations in which (game) processes that usually run smoothly are interrupted, 
which prompts the educators to intervene in special ways.  

 
(. ..) For the next game, ñTurn, small spinning top, turnò, Mirja chooses Hannah 

as the next player. At once Hannah covers her face with her hands and, in a 
tearful voice, says, ñno, no, no,ò while shaking her head. ñShould somebody else 

do it instead?ò Irina, the educator, asks. Silently Hannah shakes her head. Then 
Irina tells Mirja: ñThen do it again, Mirja.ò Once more, Mirja turns around, 
pointing with her forefinger, and chooses another child. Hannah takes her hands 

down and loudly joins the singing durin g the next rounds. (...) When she is 
chosen for the third time, Hannah again covers her face with her hands and 

shaking her head says, ñNo, no, no.ò Angelika, the other educator, tells her: 
ñThereôs no need to cry, Hannah. You donôt have to do it. Who should do it 
instead?ò ñNo, no, no,ò Hannah continues, still shaking her head and not looking. 

ñShall I do it instead?ò Angelika asks. ñNo, no,ò Hannah shakes her head. ñOK, 
Tami, then you do it again,ò Angelika says. 
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(...) Then, several children, one after t he other, present songs. Meanwhile, Mirja 
stands up again and again, (...) turns around, goes to Irina, and sits down on 
her lap. Then she stands up again and takes one step out of the circle. Irina 

holds her and draws her back onto her lap, saying silentl y, ñPsst. Mirja, Hamid is 
singing a song.ò Mirja makes a squealing noise, makes a face, and is now lying 

across Irinaôs lap. She stretches her arm towards a small chair that is not far 
from the circle. Irina holds her, saying, ñNo, Mirja, stayò and ñWhat is it that you 
want?ò Again Mirja stretches her body towards the small chair. Irina tells her, 

ñWait, Mirja, stay here a while. Later you may do thatò and holds her on her lap 
for a short time until finally circle time comes to an end. (...)  

 
 
2.2 A dance p roject at a youth center  

 
The dance project starts with a preparatory meeting, during which the six girls, 

ages 11 to 15, without having been asked, sit down in a circle in the almost 
empty room. The way of negotiating as well as insisting on valid rules f or the 
circle formation constructs this meeting as an educational setting. The following 

scene shows, how power relations and disciplining strategies are connected to 
performatively constituting the group.  

 
ñAlso, you must decide ï yes, Renan, you, for exa mple ï do I want to participate 
or not, all right? Also you, Annemarie, and then you will have to come every 

time. And Indira, do you want to participate now, always?ò Tamara, 
Sozialpädagogin, or social education worker [SE 1], asks each the girls who are 

sitting in a circle, addressing each of them individually. ñYes, I know this class, 
Ethel has shown them [the dancing steps] to me,ò Indira says. ñBut Ethel is not 

here at all,ò another girl shouts. ñWell, exactly, well. Now this is something more 
serious,  because itôs also a group, and you must be able to rely on each other 
now,ò Tamara says. ñWell, I would like to say something about relying on each 

other. For example, there are a few people,ò ¦zg¿l starts saying, after having 
had her hand up the whole ti me. ñNow please listen to ¦zg¿lò, the social 

education worker says, when two girls starting talking to each other. Üzgül goes 
on: (...) ñfor example, as Olga [another social education worker, SE 2] said, we 
want to do a presentation of the dance. But if so me of us donôt come, I think this 

is dumb, because, what is the point, what is the point of this class?ò ñYes, that is 
exactly what Iôve just saidò, Tamara [SE 1] says. ñYes, I think it is dumb that 

they wonôt come, because if we always have to stop because they havenôt learnt 
it yet, then I certainly donôt know, then somehow they shouldnôt be allowed to 
dance with us becauseò ñYes, exactly, girls who do not come regularly and donôt 

know the dance will simply not be allowed to perform with us,ò says the social 
education worker. ñBut what if somebody is ill?ò Renan asks. ñThen thatôs 

different, but still, if she doesnôt know the stepsé,ò Tamara [SE 1] replies. 
ñUmm, Olga,ò ¦zg¿l does not finish her sentence and lifts her arm. ñIt will look 
stupid if everyone knows the dance steps and one girl doesnôt, wonôt it? (2) That 

is why you must show the others the steps more,ò the social education worker 
continues. (...)  

 
 
  



10 
Proceedings 2

nd
 Paris International Conference on Education, Economy and Society ï 2010 

 

3 . Formations of the Material and the Symbolic Circle  
 
Circle rituals serve the constituting of  groups, both in the spatial -material and 

the symbolic - immaterial sense. If the former is constituted by the spatial -
material arrangement of the participantsô bodies forming a circle, then belonging 

functions as a criterion for the latter. Although in both  settings physical presence 
means an obligation to take part in the circle ritual, at the same time it proves to 
be a fragile constitutional feature of belonging to the group, to the symbolic - ideal 

circle. The setting at the kindergarten is precisely also about communicating to 
the children that also children not present are part of the group, in the dance 

project by contrast, it is negotiated via the present girls present themselves, to 
what extent they are legitimate members of the symbolic circle. For th e 
kindergarten, the formal aspect of being enrolled functions as the criterion of 

belonging to the group, and taking part in the circle is binding without question 
for all children present. For the voluntary dance group, in contrast, declaring to 

take part  regularly proves to be a necessary, although not sufficient, criterion, 
for the young people are supposed to deliver performance and accept majority 
decisions. In this respect, belonging to the dancing group appears precarious and 

potentially shaming. At the day nursery the formal circle is the more strongly 
topic of discussion among children and professionals, in the dance group, via the 

discussion on ideally belonging to the group, the focus is primarily on the 
constitution of the symbolic circle. Thus, in both contexts it is not only about the 
in situ observable, formal -material circle, but also always about a symbolic, ideal 

circle, which is performatively created by the material formation.  
 

 

4.  Paradoxes of the Circle  
 
Thus, circle situations have not only a formal but also an ideal group -constituting 
function. Viewed from the outside, this material formation presents itself as a 

closed entity that is seldom broken up, and only to let in legitimate members. 
Towards the inside, the circle is open; in bot h the kindergarten circle and the 

educational setting of the dance project the participants in the circle rituals are 
with their whole bodies always potentially exposed to the surveillance of others. 
In this way the circle provides protection against the ñoutsideò, but not against 

the ñinside,ò for the possibilities to evade the group membersô looks are limited, 
and there is a certain degree of protectionlessness. This intimating construction 

provides a stage for the children and adolescents to produce inpu t, to create an 
image, but also to lose face, if this space of presentation changes into a space of 

ñbeing on exhibit,ò or ñbeing presented.ò The analysis of further records showed 
that at both the kindergarten and the dance class, determining the phenomen a 
of ñpresentationò and ñbeing presentedò functions as core elements or core 

paradoxes of the ritualized circle situations, which here, in a situation of being 
looked at, with the constant possibility of being looked at and thus being caught 

out, are expla ined in more detail as the paradox of subjectivation and de -
subjectivation processes.  
 

The objectivating and at the same time subjectivating nature of ñthe lookò (le 
regard) is particularly relevant for Jean -Paul Sartreôs analyses. In Being and 

Nothingness : An Essay on Phenomenological Ontology, Sartre (1943/1966) 
explains the extent to which the constant possibility of being seen by the Other 
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may objectivate me ï not for myself, however, but for the Other (p. 343, p. 
364). The look is at the same time subj ectivating, due to a feeling of being 
accepted as a living, personal existence, as a subject. At the same time, 

however, it is the look of the Other that can make us feel shame. With the circle 
formation, the potentially shaming nature of the situation is particularly 

increased, due to fact that possibilities to evade are restricted. With this 
formation there is no outstanding observing position, as Michel Foucault (1977) 
worked out for the Panopticon; instead, everyone participating in the circle is 

raised  to a potential observer. Accordingly, for the analysis of circle situations, 
the term Zentrorama used by Gunnar Schmidt (2003) suggests itself: an 

observed focal point, where the subject becomes blind and knows that it is being 
made the object of a multit ude of looks.  In this contribution, this focal point is 
not grasped as geometric but as symbolic, in the sense of a guided (attention) 

focus on certain participants in the circle. The two recorded settings reveal the 
unequal power relations that are entail ed in this construction of the symbolic 

center.  
 
In both of the settings, this centering, this becoming a focus, takes place 

through the children and young people being looked and through their being 
addressed by name. As in circle situations there is high lighting of the individuals, 

individual children are made the focus of attention, made the symbolic center; 
they are in the spotlight, so to speak, and thus subjectivated. At the 
kindergarten, this occurs when the educators address the child by name who is  

not acting in accordance with the rules. During the dance class, this happens 
when three out of eight girls of the group are addressed by their names and are 

asked to attend the group meetings regularly. De -subjectivation results when 
those being addresse d individually by looks and by their names are put on 

display with their (for the time being) inabilities or shortcomings. The shaming 
nature of such de -subjectivation processes is evident in that the participants 
here are constructed in front of everybody  as children who are not yet able to 

correctly say the game question or as young girls who are unreliable attendees. 
What will be interesting in the following is, first, the possibilities of the children 

and young people to evade this structurally powerful , centroramic, educational 
setting, and, second, the interventions and disciplining that are applied to mark 
certain ways of evading as legitimate or illegitimate.  

 
 

5.  Ways of Dealing with the Paradox Circle Situation  
 

5.1.  Legitimate and illegitimate wa ys of evading  
 
For the material and the symbolic formations of the circle, the paradox of the 

look proves to be a constitutive, although the individualôs possibilities to evade 
diverge strongly.  

 
As to the morning circle at kindergarten, the participants s truggling to 
(il)legitimately evade happens primarily at the level of the formal -material circle. 

Hannah evades the attention directed at her through verbality, by way of her 
massive ñno, no, noò and her crying. 
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Both the material formations of circle and space and the additionally implied 
norm of not leaving the circle function as limitations of physical possibilities to 
evade. Covering her face, the most symbolic part of the body, Hannah evades 

the othersô looks as an entire person. Presenting this gesture several times 
means an almost absolute evading, which is marked as legitimate by the 

educatorËs permissive way of acting. On the other hand, Mirjaôs attempt to 
completely evade the formal -material circle by breaking out is constructed as 
being illegitima te through Irina keeping hold of her body. This sanctioning makes 

the previously implicit norm is now explicit.  
 

If at the kindergarten evading from the formal -material circle on the whole 
happens by physical ways of evading, with the dancing project, on the other 
hand, it happens first of all through verbality. When Indira, by being addressed 

by her name and being looked at, is made the focus of everybodyôs attention by 
the social education worker, she turns the focus from herself to Ethel, another 

girl w ho is not present. The harsh intervention by another girl: ñBut Ethel is not 
here at all,ò marks this attempt at distracting an illegitimate way of evading. In 
contrast to the very much adult -structured and adult -dominated kindergarten, 

where exclusively t he professionals mark legitimate and illegitimate ways of 
evading, with the dancing project this is done collectively. Indiraôs attempt to 

move out of the focus of attention nevertheless comes along with stylizing her as 
a legitimate, ready - to -perform memb er of the symbolic circle. She refers to Ethel 
as having already shown her the dance steps. The strong need for negotiating 

legitimate and illegitimate ways of belonging to the symbolic circle of the dancing 
group is expressed by Renan´s hypothetical quest ion, ñBut what if somebody is 

ill?ò Here it is about testing legitimate reasons for not attending the formal circle 
without losing symbolic membership.  

 
 
5.2.  (Power and) Disciplining  

 
Particularly Foucault pointed out the essential meaning of disciplining  

mechanisms at and for educational institutions. From a historiographic point of 
view Foucault reconstructed how disciplining at school succeeded at making the 
childrenôs bodies the subject of highly complex manipulation and conditioning 

(Foucault, 1978, p . 43). What he considers constitutive for disciplining at school 
is mutual and hierarchized observation, and thus Foucault (1975/1977) locates 

an ñorganized surveillance relationshipò at the ñcenter of the teaching practiceò 
(p. 228). In contrast to tradit ional classroom instruction at school, this 
surveillance relationship is increased in the circle formation, due to its 

ñcentroramicò nature, which already has a disciplining effect due to the potential 
for being observed. Furthermore, in both educational s ettings the childrenôs and 

young peopleôs body and behavior practices are normed and normalized through 
a variety of disciplining actions by the educators.  
 

Sitting on the educatorôs lap may be seen as a subtle, disciplining strategy that is 
then also explicitly and verbally expressed (ñNo, Mirja, stay hereò) when the 

child threatens to break out of the circle formation. The teacherôs taking hold of 
Mirjaôs body makes leaving the circle illegitimate and draws a clear boundary. At 
the kindergarten, disciplining and regulating happens exclusively at the level of 

the formal circle, which as a place the children may not leave. Belonging to it 
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ideally is not a topic  of discussion but is actively practiced by way of the material 
formation, although without making it further explicit. In the dance project, the 
ways of disciplining refer primarily to the symbolic circle, not to the ideal group; 

they are of purely verbal  nature and much more subtle. Unquestioningly, so to 
speak as a matter of course, making the young girls form a formal circle 

prominently indicates an already practiced degree of self -disciplining. ¦zg¿lôs 
initial question about the point, ñWhat is the point of this class?ò refers to the 
final result: the dance presentation. Latently, the statement by the social 

education worker, ñit will look stupid,ò refers to being looked at by outside 
observers and is of a disciplining nature. Subjectivating the dancing  group as 

being successful is definitely necessary, in order to not be shamed in front of an 
imagined audience, which would be equal to de -subjectivation. By referring to 
the audience and the group as a whole, the formal, social, and normative criteria 

of belonging to the symbolic - ideal circle are legitimated.  
 

At the kindergarten, the highest degree of disciplining in the sense of forced 
inclusion is physical holding of the child, to keep the child in the circle. In 
contrast, with the dance project, potent ially exclusion from the symbolic circle 

functions as the highest degree of disciplining. It seems as if negotiating 
belonging and exclusion works as a strategy to reproduce the norms like 

reliability, willingness and the acceptance of majority decisions. The clearly 
hierarchically structured power relation between professionals and children or 
adolescents is reflected, among other things, by the educatorsô unrestricted right 

to speak and intervene, for no reasons must be given, and it is also unequally 
dis tributed. The adults set valid norms of behavior for the circle, without of the 

need for any negotiations and without any need to explicitly formulate them as 
rules. In stark contrast to the dance project, where rules are legitimated by 

referring to the un ity of the groupôs majority decision, at the kindergarten no 
justification of existing rules seems to be necessary.  
 

 

6.  Prospects  
 
The previous considerations regarding the paradox circle situation can be 
systematically theoreticized using De Certeauôs distinction between óstrategyô and 

ótactic,ô which De Certeau applied to the analysis of possibilities to combine ways 
of acting (De Certeau, 1980/1988, p. 12). Through this, the focus of the analysis 

shifts from the subjects ï the professionals, children, a nd adolescents ï to the 
possible types of action within the educational setting of the circle.  

 
óStrategyô requires a subject of will and power and assumes a place that can be 
circumscribed as proper (propre) and that is dominated by seeing (De Certeau, 

19 80/1988, p. 88). Accordingly, perfect for this is the circle over which the 
educators and in which all participants are visible and observable to each other. 

Precisely by dominating places through seeing, strategies can create certain 
types of acting and c an force them upon óthose ruled,ò as the material presented 
here showed, for example by the normed practicing of the organized course of 

games or by being forced to participate consistently in the dance project. In both 
settings, the strategy of the profes sionals is based on their ways of disciplining, 

with the goal of staging both the material and the symbolic circle ñaccording to 
the norms.ò 
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A ótacticô, on the other hand, is for De Certeau characterized by both the lack of a 
proper (a spatial or institut ional localization) and the lack of power (De Certeau, 

1980/1988, p. 89f). Accordingly, tactics themselves are not able to produce any 
types of acting; all they are able to do is to tactically exploit, manipulate, and 

remodel (p. 78) the strategically enfo rced types of acting. Thus, tactics may be 
read as successful tricks of the óweakô within an order established by the óstrongô 
(p. 92), the former scoring a coup through skillfully exploiting time and waiting 

for a favorable situation (p. 90). In this sens e, both at the kindergarten and in 
the dance project attempts to evade may be interpreted as tactical action.  
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Abstract  

This investigation explored the digital literacy demonstrated by fifty preservice teachers 

engaged in problem -based learning.   Using a case study design, the research examined 

the interaction and collaboration between and among students in methods classes as 

th ey created wikis as tools for identifying solutions to content -bound, open -ended 

problems in social studies and science. Data included interviews conducted with 

participants at the beginning and conclusion of the wiki project and activities documented 

in w iki page histories such as adding, editing, questioning and deleting information.   All 

data were analyzed within Dresangôs framework for Radical Change (1999, 2005, 2009). 

Results indicate that preservice teachers had the skills needed to use wikis as tool s for 

communication and recognized the potential of wikis as meaning making tools; however, 

students were unable to construct new knowledge through the wikis.  Findings suggest 

that meaning making through wikis requires facilitation and repeated practice.      

Keywords:  Digital  Literacy -Literacy -Teacher  Education -Wiki Technology -Radical 

Change Theory  

 
 
 

1. Introduction  
 

According to the National Council of Teachers of English (NCTE, 2008) 
ñproficiency with the tools of technologyò and the ability to ñcreate, critique 

analyze and evaluate multi -media textsò are among the key characteristics of 
21 st  century literacies (p.1).   Evidence shows that K -12 teachers are developing 
and using these 21 st  century literacies and finding ways to foster them in their 

classrooms.   In fact, a 2009 survey of over 1,400 teachers found that ñ[m]ore 
than three -qua rters (76 percent) of K -12 teachers report that they use digital 

media in their classroomsò (PBS, 2009, p. 2).  These teachers value a wide range 
of digital media from video to interactive lesson plans and ñhave strong positive 
attitudes about the effects of digital media on their own teaching and on 

studentsô engagement and achievementò (PBS, 2009, p. 5).  As the digital divide 
decreases (NCTE, 2009) and the number of teachers using digital media 

personally and professionally increases (PBS, 2009), an expl oration of preservice 
teachersô digital literacy seems imperative.  

 
 

2. Perspectives/Theoretical Framework  
 
Our understandings of literacy were framed in a sociocogntive perspective of 

literacy and learning (Langer, 1987, 1989, 1990a, 1990b, 1991, 1995).   Drawing 
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on the work of Rogoff (1990), Vygotsky (1962, 1978) and Wertsch (1985, 1991), 
this perspective consi ders all learning to be social in nature.   Individuals become 
members of literate communities when they learn to use language through tools 

such as reading, writing, speaking and listening for the purposes of 
communicating and constructing knowledge.   These tools are developed, valued 

and fostered in ways that are appropriate within a specific cultural context 
whether that context exists online in real time, virtual time or face to face.   From 
this perspective, individuals develop the tools for literacy thr ough interactions 

with other community members who model ways of knowing that are appropriate 
in their particular context.   Based on this notion of literacy, digital literacy is the 

ability to use language through Web based tools such as wikis, blogs and 
interactive whiteboards for the purposes of communication and knowledge 
construction.   

 
This perspective of digital literacy guides our investigation of the ways in which 

digital literacy is demonstrated through wiki technology.   It is framed by 
Dresang's t heoretical principles of Radical Change: interactivity, connectivity and 
access , and the information behaviors related to changing forms, perspectives 

and boundaries  that grew out of the theory (Dresang, 1999, 2005, 2009; 
Dresang and McClelland, 1999).   While Radical Change theory originally 

developed as a response to childrenôs experiences with literature, it has 
applications to digital texts.   These principles and b ehaviors articulate the skills 
and experiences associated with living in a digital world.    

 
Dresang (2009) defines interactivity as ñdynamic, nonlinear, and nonsequential 

learning and information behaviorò that provides ñan increasing sense of control 
by end -usersò (p.27).  When understood within the context of the information 

behavior related to changing  form , we see that content, format and style are 
ever changing in the digital world.   Texts may be print, not -print, aural or visual.   
They need not be ru le governed.   They are never static.  

 
Through the principle of connectivity  one is embraced by a ñsense of communityò 

and can participate in the ñconstruction of social worlds that emerge from 
changing perspectivesò (p.27).  This means that changing perspe ctives  becomes 
a consistent information behavior through the exchange of multiple and 

ñpreviously unheard voicesò (p.29).  In the digital world, this is evidenced 
through the texts created in social networking communities such as Facebook.     

  
The princip le of access ñrefers to breaking longstanding information barriers, 
bringing entr®e to a wide diversity of formerly largely inaccessible opinionò (p. 

27).   This narrowing of the digital divide is best observed through information 
behavior related to changi ng boundaries (p.29).   Based on this principle, all 

members of the digital world are invited to be both consumers and producers of 
information regardless of age, gender, interests or assumed expertise.  
 

As technology continues to permeate every aspect of knowledge acquisition and 
knowledge use, both in and out of the classroom, the theory of Radical Change 

and its resultant behaviors articulates and informs the skills and dispositions 
necessary for developing 21 st  century literacies in an ever increasing d igital 
world.  
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3. Literature Review   
 
According to the sociocognitive perspective of literacy that guide this study, 
individuals develop the tools for literacy through interactions with other 

community members who model ways of knowing that are appropriat e in their 
particular context.   Based on this notion of literacy, digital literacy involves 

effective communication and knowledge construction through active membership 
in Web based communities and skilled use of Web based tools such as wikis, 
blogs and ot her changing and developing information and communication 

technologies (ICTs) ( Coiro, Knobel, Lankshear, & Leu, 2008; Lankshear & 
Knobel, 2003; Leu, Kinzer, Coiro, & Cammack, 2004; McKenna, Labbo, Kieffer, & 

Reinking, 2006; McPherson, Wang, Hsu & Tsuei, 20 07 ).  Position statements of 
national organizations such as the National Council of Teachers of English (2008) 
and the International Reading Association (2009) reflect these newly developing 

notions of literacy.  
 

Wikis are uniquely suited for the explorat ion of digital literacy.  Wikis serve as 
the tool through which members of the digital world, as both author and 
audience, are able to access, share and exchange ideas.  Wikis have the 

potential to become the texts that convey newly constructed knowledge o f a 
community.  In this way, Wikis reflect the principles and behaviors of Radical 

Change Theory (Dresang, 1999, 2005, 2008) and may be Radical Change texts.   
 
The literature related to the use of wikis in educational settings ranges from 

anecdotal descri ptions to empirical research.  All of it provides insight into the 
use of wikis as tools for acquiring and constructing knowledge in academic 

settings.   Whether describing the use of wikis in K -12 (Borja, 2006; Luce -  
Kapler, 2007; Morgan & Smith, 2008), u ndergraduate (Cole, 2008; Lundin, 
2008; Morgan & Smith, 2008; Wheeler, Yeomans & Wheeler, 2008) or teacher 

development settings (Engstrom & Jewett, 2005), authors describe wikis as 
collaborative, malleable, inquiry tools that can promote student -centered 

knowledge acquisition and construction through the inherent seeking, sharing 
and revising of ideas.  It is these characteristics combined with the assumption 
that most learners in the 21 st  century are ñdigital nativesò (Prensky, 2001) that 

prompt educators across all levels to use wikis (Borja, 2006; Cole, 2008; 
Engstrom & Jewett, 2005; Luce -Kapler, 2007; Morgan & Smith, 2008; Wheeler, 

Yeomans & Wheeler, 2008).   
  

Bringing digital literacy tools typically used to engage in authentic, out of school 
contexts into the classroom has its challenges.  Most authors concluded that wiki 
users of all ages need an orientation to wiki technology for school purposes 

(Cole, 2008; Engstrom & Jewett, 2005; Luce -Kapler, 2007; Wheeler, Yeomans & 
Wheeler, 2008).  They noted th at some learners experienced difficulty using wiki 

technology.  Undergraduates (Cole, 2008) and teachers alike (Engstrom & 
Jewett, 2005) reported trouble uploading, editing and browsing.  Students 
required to use wiki tools for school purposes did not have  high motivation for or 

interest in the task (Cole, 2008; Wheeler, Yeomans & Wheeler, 2008).  In fact, 
Cole (2008) reported that only 68% of students had actually logged on by 

midterm.  Of that group, no one had posted information.  They cited lack of time , 
lack of willingness to share and critique ideas and lack of confidence in their work 
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as additional reasons for not participating (p. 144).  These students also reported 
feeling that the wiki was not relevant or necessary to the course or to their 
learnin g.  Luce -Kapler (2007) and Wheeler, Yeomans & Wheeler (2008) noted 

that wiki users also experienced difficulty due to uncertainty about the 
expectations of the assignment.  

 
Teachers can meet the challenges of using digital tools to develop literacy by 
prov iding modeling and scaffolding that is typical of effective instruction in any 

classroom (Cole, 2008; Engstrom & Jewett, 2005; Luce -Kapler, 2007). Teachers 
need to model critical thinking and information literacy skills (Engstrom & Jewett, 

2005). Assignmen ts need to be contextualized within the curriculum in order to 
be purposeful (Cole, 2008).  Wikis need to be included because they are 
necessary rather than simply because they are trendy (Cole, 2008; Wheeler, 

Yeomans & Wheeler, 2008).  
 

This literature demonstrates that wikis have the potential to promote high level 
thinking and knowledge construction.  If this is to happen, teachers must provide 
appropriate directions, scaffolding, opportunity and feedback.  They must model 

the use of digital tools for digital literacy.  To do this, teachers must themselves 
be proficient with these tools and possess digital literacy.  Understanding the 

digital literacy of preservice teachers seems to be a logical next step.  
 
 

4. The Case Study  
 

We explored the digital literacy of preservice teachersô through a nested case 
study using purposive sampling.  Invited participants included graduate and 

undergraduate preservice teachers enrolled in teacher education programs at a 
small liberal arts coll ege in Northeastern United States.  Twenty -seven 
undergraduate students were enrolled in a required integrated math/science 

methods course and twenty - three graduate students were part of a required 
integrated social studies/English methods class.  Within e ach methods class, 

students were divided randomly into five groups of five to seven students.   
While each student was a member of a group, only thirty -six students were 
active participants.  Each group served as a case.   

 
All groups used PBWiki to engage  in problem -based learning projects.  

Undergraduate students explored the preservation of the ladybug while graduate 
students investigated Jamestown as a historical mystery. All groups participated 

in a lesson on how to use wiki features and received a cle ar description of the 
problem and a multi - step problem solving framework.  All participants had 
access to computers on campus.  Most also had access at home. At each class 

meeting participants were encouraged to maintain their engagement in the 
project and  reminded that their contributions were recorded. All instructions 

were posted on the wiki. Pre and post interviews about the definition of digital 
literacy were conducted.  
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5. Methods of Data Collection and Analysis     
 

Data included interviews with p articipants about their knowledge of digital 
literacy prior to and at the conclusion of the problem -based wiki project 
completed by each group.  Wikis consisted of page histories, indicating both 

types and frequencies of functions performed by participants .   There were two 
levels of data analysis provided by the wiki -page histories. At the first level, all 

functions were identified and counted.   At the second level, two researchers 
reviewed the substance of each transaction to create a coding scheme (Nast asi, 
1998).  The coding scheme reflected literacy skills as follows: initiation, revision 

and extension.  The coding scheme was finalized and frequencies established.  A 
third rater utilized the coding scheme to code twenty - five percent of the wiki 

data fo r purposes of reliability. A content analysis was applied to the interview 
data, identifying underlying themes related to their understanding of digital 
literacy and their own digital literacy skills.    

 
 

6. Results and Findings  
 

The research goal was to explore digital literacy through the interaction and 
collaboration of participants as they used wikis as tools for identifying and 
processing information in pursuit of solutions to content -bound, open -ended 

problems.  This study resulted in two major findi ngs that inform our 
understanding of how digital literacy is developed and demonstrated.   

 
 Specifically, we identified the literacy skills that students possessed and chose to 
utilize when confronted with wikis as tools for meaning making.   We were also 

able to identify the limits of the knowledge they were able to construct with this 
tool.  

 
Findings indicated that preservice teachers were proficient in a limited number of 
skills needed to use wikis as tools for communication.   These particular skills 

incl uded initiation, revision and extension.   
 

Initiation :   Students exhibit the skill of initiation when they post new information 
on the wiki, typically at the end of the last post without incorporating it into the 
wiki narrative.   An initiation could include a quote, hyperlink, graphic, and or a 

brief text related to the topic of the wiki.   Evidence of participantsô skill of 
initiation is provided below:  

 
Student One Posting:   First two successful settlements in America were 
commercial ventures that we re licensed by King.    

 
Student Two Posting: The settlers created relationships with the Native 

Americans in the area.   
 

The first posting provides historical background information on the economic 

incentives, while the next student posting provides inform ation on Native 
American relationships with the settlers.   Participants initiated  through the 
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addition of related topics containing factual information.  Students below initiated 
through the addition of related hyperlinks.   
  

Student Posting:    A new citi zen science project has been launched at Cornell 
(the Lost Ladybug Project) to educate the public on the importance of 

biodiversity.  
 

Student Posting: Here is a website: http://www.msnbc.msn.com/id/26857828/  

Generally, students initiated by posting a variety of graphic material as new 
information.   Table 1 below, displays the frequency and types of gra phic 

initiations demonstrated in the wiki pages for the social studies and science 
problem -based learning activity.  
 

Table 1. Combined Social Studies and Science Graphic Data  

Types of Graphics  Science  Social 
Studies  

Total  

JPEG 12  9 20  

Video  0 3 3 

Website (Hyperlink)  30  73  103  

Word Attachment  0 2 2 

 

Revision:    Editing, deleting, reformatting and reorganizing information posted is 
the skill of revision.   Participantsô revision consisted of editing by changing word 
order and correcting errors in grammar and spelling without changing the intent 

of the original post.   This was limited to their own postings rather than the 
postings of others.   Samples that illustrate studentsô revisions are provided 

below:  
 
Science Student  Posting:   Habitabt   habitat  

 
Social Studies Student Posting: where they  did they get their food  

 
Table 2. Frequency of Skills shows the frequency of revisions made to both 
science and social studies wiki pages.  

 
Extension:   Students extend when they add information or related topics to that 

which is an existing post.   Below are samples of student extension:  
 
Science Student Posting: The National Science Foundation has funded the "Lost 

Ladybug Project" with 2 million dollars to inspire young children to hunt for 
ladybugs. "A team of Cornell scientists is asking children for their help.  

 
Science Stud ent Posting: The goal is to generate excitement about natural 

science and getting outdoors; demystifying science and getting the kids 
comfortable with the process of doing scientific inquires.  

 

Table 2, Frequency of Skills, also shows the frequency of exte nsions made to 
both science and social studies wiki pages.  

 
  

https://e2k7ca1.strose.edu/owa/redir.aspx?C=83ed96be276c426095e2c903c05e5498&URL=http%3a%2f%2fwww.msnbc.msn.com%2fid%2f26857828%2f
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Table 2. Frequency of Skills  

Skill  Social Studies  Science  Total  

Initiation  158  66  224  

Revision     62  23  85  

Extension     57  12  69  

 

 

7. Knowledge Construction  

 
Data indicated that students were adept at finding information, but they did not 

engage in analyzing, evaluating or critiquing information.   Their thinking about 
information and the texts they created through that information remained largely 

at a factual level.   Knowledge was acquired and regurgitated.   Knowledge was 
not constructed.   They did not use newly acquired facts to create unique ideas.  
Students posted additional data bytes without making meaning out of posts 

through substantive revisions. When s tudents did post information they did not 
contextualize it, rather they just pasted the bit of data to a long list of other 

postings. The studentsô postings represented no evidence of critical thinking or 
evaluation of sources.  There was no editing of pee rsô postings.   
 

Both findings indicate that preservice teachers were facile with the skills needed 
for using wikis as meaning making tools and that they recognized the potential of 

wikis as meaning making tools.   In initial interviews they characterized d igital 
literacies by their technological tools.  For these students, digital literacy meant 
ñcameras,ò ñcomputers,ò ñsatellitesò for watching television and navigation tools 

for ñsurfing the Web.ò  Final interviews were quite different.  Participants spoke 
of ñdeciphering,ò ñcreating information,ò  ña processò and being more than 

ñtechnologically savvy.ò  While preservice teachers clearly experienced a shifting 
perspective of digital literacy that was both product and process, they were not 
able actually us e wikis as tools for deep engagement in the process of knowledge 

construction.        
 

 

8. Discussion  
 
The literature indicates that wikis are viewed as collaborative tools that facilitate 
the kinds of student centered learning typically associated with problem -based 

learning.  Wikis require the kinds of skills that this study identified, namely 
initation, revision and extension.  Each of these skills shows the principles and 

information behaviors of Radical Change theory (Dresang, 1999, 2005, 2009) in 
pr actice.  Wikis have the potential to foster the kinds of knowledge that 21 st  
century literacies require (NCTE, 2008), and yet, participants in this study were 

unable to demonstrate them.   
 

Teachers and students seem equipped to use these tools and engage in these 
literacies.  That is the good news.  The challenging news is that learners, well 
versed in the use of technology in their lives outside of school, experience 

difficulty using and making meaning through wikis in school settings.  Our study 
of prese rvice teachers confirmed this.  Like Cole (2008), we had low 

participation.  Of the fifty participants, only thirty six participated through 
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individual posting. They were able to use the tools to access and contribute 
information to a developing text; howe ver, this text was not truly collaborative.  
They made no revisions and only limited extensions.  Moreover, it was neither 

original nor cohesive. Reorganization of ideas remained at the sentence level 
creating a virtual laundry list of pre -existing informa tion about the problem.  

While students were unable to demonstrate the objective of the assignment by 
constructing new knowledge, interviews indicated that they did develop and 
understanding of knowledge construction as a process and product.  They 

recogni zed wikis as a tool for making this happen.  Like Luce -Kalper (2007), this 
study points to the potential for wikis to become Radical Change texts.  

 
Dresang does not discuss knowledge construction as part of Radical Change 
theory.   She explores information  sources as Radical Change texts, but does not 

explore the new texts that are constructed or the information that these new 
texts convey.   She focuses on the process of information gathering with an eye 

toward production as shown in access and boundaries, but not the product of the 
process.  Interestingly, neither do our students.   Clearly, they understand the 
process and its potential, but they were never able to construct new knowledge 

with a wiki.  
 

 

9. Future Directions  
 
This study is significant because it provides a window into the 21 st  century 
literacies (NCTE, 2008) of 21 st  century teachers.  By identifying the skills 

necessary for text construction, the ways in which preservice teachers 
understand the knowledge construction process, and their difficulties with 

creating new knowledge, this study has the potential to inform curriculum and 
instruction of teacher education and professional development programs.  
Specifically, this study points to the importance of creating assignments that 

truly ne cessitate the use of ICTs as meaning making tools.  It demonstrates the 
need for identifying the types of facilitation, scaffolding, modeling and 

opportunities for repeated practice necessary for using digital tools in academic 
settings.  Future studies mi ght consider an investigation of how to design and 
embed digital literacy assignments into curriculum in meaningful ways.  

Additionally, an exploration of the ways in which teachers organize, manage, 
instruct and evaluate students engaged in these texts is  critical.     
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Abstract  

The necessity to address the problem of upbringing process in the  family in the 

transformative society of Latvia is motivated by the shift of the philosophical paradigm in 

the society, for the upbringing process in the family also changes. Parental upbringing 

competence criteria and indicators that describe upbringing p rocess quality in the family 

in the transformative society of Latvia were developed. The research presents the data 

on the upbringing process quality in transforming Latvia obtained and interpreted in the 

framework of the research applying the survey as a data collection method. It was 

concluded that in Latvia the upbringing in the family retains its topicality as a joint 

activity in which intimate and permanent interaction (cooperation) takes place in time. 

This way the upbringing context for each family m emberôs development is ensured. The 

joint life of generations is oriented towards the younger generation thus to the future.  

Key words:  family  ï upbringing  ï parental upbringing competence   
 

 

 

1.  Introduction  
 

Politically economic situation in the world is notably unstable. The changes 
brought about in the end of the 20th c. and beginning of the 21st c. are 
characterized by the high dynamics of the content and process of all the life 

activity spheres as well as ambiguity, complexity, uncertainty, continuity and 
dualism. In addition, these changes are often uncritically adopted at different 

social levels in Latvia. This fact fundamentally burdens the complex nature of 
transfer of the most important values (implicit ï explicit) from generation to 
generation in the transformative situation, for when the economic and political 

situation changes, the previously offered paradigms are reconsidered as well. 
Latvia is  ranked among those countries where in the past twenty years these 

changes resulted in a significant resonance in all the spheres of national 
economy, including the social and humanitarian ones.  
 

The contemporary social situation is characterized by a para dox ï in its 
dynamics, pluralism and the state of chaos it becomes sustainable, becoming a 

stable attribute of a modern society ï transformative transformations.  
 
The transformative situation affects both public philosophic and pragmatic view 

of the world  and puts forward different demands for people and social relations. 
Therefore, the polemics about the family and its role in the transformative 

situation as characteristics of society has become of particular topicality. It is of 
significance that the dev elopment of a family as a phenomenon correlates with 
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both its membersô interrelations and socio-ecological field (Schneewind, Ruppert, 
1995).   
 

Consequently, a successful upbringing process as well as the quality of adult ï 
child relations both in private life and in the society depends on whether (and to 

what extent) the cooperation/interaction processes between adults (parents) and 
children are organized in accordance with the respective context and situations, 
taking into account the constantly changing boundaries (Zaouche -Gaudron, 

2002; Walper, 2005).  Therefore, the study aimed to explore parental upbringing 
competence as a family quality dimen sion.  

 
 

2.  The Study Context  
 
The upbringing process in the family correlates with the social system type; 

consequently, the essence of upbringing in the family is determined by the 
dominating ideological and philosophical view and values. The analysis o f 

historical periods of the Latvian society motivates the conclusion that from the 
historical perspective, upbringing corresponds to a number of dimensions.  
 

The societal dimension comprises collectivist and individualist contrasting 
directions. The essenc e of the collectivist direction is revealed in the collective 

upbringing theories  (Zelmenis, 1969; Spona, 1972; Bozovica, 1975).  The public 
dimension was the main focus in these theories, developing a collectivist; 
consequently, the development of an indiv idual was not paid attention to. This 

dimension is revealed in authoritarian regime theories (Frejs, 1938; Bozovica, 
1975, Studente, 1988).  It can be concluded that an individual is the means for 

the societal goal and interest realization (ȮɈɎɓ, 2005) and a family is a 
transmitter of the communityôs ideas and demands to a child (Salputra, 1977).  
An important upbringing component of this historical period is óworkplace teamsô 

and various public bodies that were controlling and guiding the upbringing in the 
family in places of residence  (Studente, 1978).  Within this dimension, control is a 

significant upbringing technique; consequently, upbringing in a family is seen as 
parental skills to influence the child pedagogically correctly and choose effective 
upbring ing tools  (Studente, 1988);  during this period a child is the object of the 

upbringing process or a passive subject.  
 

I ndividualism dimension  comprises the individualism and individual directions. In 
Latvia it was the time of post -Soviet regime; the scient ific literature outlines the 

ideas of democracy and liberalization in all spheres, including a family. Nowadays 
an individualôs life cycle position when personal position is freely expressed 
(talents, emotions, habits, vice), is perceived with caution  (ȦɓɘɔɓɔɈ, 2007). In 

practice such a position often enables quite the opposite result as intended. If  
the denial of old values develops misunderstood democracy and liberalism, with 

exaggerated emphasis on individuality and uniqueness, it is not possible to 
real ize the upbringing potential. As a result, the individual consequences are 
revealed: inability to cooperate, lack of responsibility for oneôs decisions and 

social obligations (ȦɓɘɔɓɔɈ, 2007) as well as, possibly, social indifference, for the 
life activity is connected with the realization of false goals, uncritical domination 

and power.  
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Both dimensions in exaggerated sense mark a dangerous social direction to 
exclude the cooperative skills as personal competence as well as misunderstood 
value priorities, a ccountability and freedom concept, which limits personality self -

developmental experience.  
 

The current situation in the Latvian transformative society is characterized by 
spontaneous changes in the upbringing paradigm and in its goals , but the 
upbringing process organization change is slower.  

 
The awareness of parental upbringing competence is based on a pedagogical 

idea that it is the parents' creative experience component that creates a 
purposeful flow of social situations, transforming ordinary and unus ual everyday 
situations into upbringing situations, and supports the development of an 

autonomous personality in joint family activity, thus defining the upbringing 
process quality.  Namely, parental upbringing competence comprises a 

personalityôs balanced cognitive, emotional and behavioral components related to 
the parents ï child relationship  where in cooperation/interaction the needs are 
met, values are interiorized and exteriorized, and attitudes developed.  

 
Theoretical guidelines on parental upbringin g competence are summarized and 

analyzed by developing the parental upbringing competence criteria and 
indicators (Medne, 2009).  As the key ones, the following four criteria are put 
forward. Firstly, family as a union,  with the three indicators: encouragin g and 

supportive vertical and horizontal dialogue; balanced interior and exterior 
borders of belonging and politeness; unity in principles, aims and value.  

Secondly, freedom in the family with the three indicators:  equality, 
independence and responsibilit y. Thirdly, solidarity in the family,  with the two 

indicators: attitude towards oneself and attitude towards the others . Finally , 
cooperation in the family, with the three indicators: justified mutual 
requirementsô voicing and sustenance, participation in the family joint activities 

and productivity of family joint activities  (Medne, 2009).  
 

 

3. Field Study  
 

 
3.1. Field Study Framework  

 
To ascertain the real situation in the upbringing field, the field as a social system 

was explored ( Kron, 1999; Mayring, 2 002; Wolff, 2007). The upbringing process 
organization, content and quality in Latvian families were analyzed setting 
parental upbringing competence as a research subject. The aim of the field study 

was to define and analyze the actual level of parental up bringing competence in 
families in the transformative society of Latvia in accordance with the criteria and 

their indicators in the theoretical construct developed and tested to find the 
answer to the question on family upbringing quality in the transforma tive society 
of Latvia.  

 
The field study was conducted in a broad social context using the method 

approved in the survey applied in the framework of the pilot study. The research 
sample at this study stage reflects the structural division and upbringing field 
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diversity in Latvian families. The field study covered about 1% of the Latvian 
residents at reproductive age (Latvian Statistical Yearbook, 2008).  The field 
study was conducted in the period from April, 2008 till February, 2009. For 

further statistical analysis the data from 6 32 questionnaires was used. The 
questionnaires were distributed randomly in schools of various regions of Latvia. 

(Respondents: women n = 467 or 74%, and males n = 165 or 26%, at the age 
from 18 to 80.) The survey results were analyzed by frequency, using descriptive 
and analytic statistical methods.  

 
 

3.2. Field Study Results  
 
For the presentation of the research results, the weighted average indicators 

were chosen to compare the results of different scales comprising a different 
number of statements. The results obtained in the study show that the 

upbringing process in the family maintains its significance in the cooperation 
among the generations . To facilitate a better understanding of the competence 
realization quality and opportunities for the develop ment, the differences in the 

eleven indicators of parental upbringing competence and their relation to the 
other (demographic) indicators were analyzed.  

Comparing the average size of both gender groups, the evidence of gender 
differences in the 5 out of 11 scales was detected. In the scales balanced interior 
and exterior borders of belonging and politeness  (p <0.01),  encouraging and 

supportive vertical and  horizontal dialogue (p <0.05),  justified mutual 
requirementsô voicing and sustenance (p <0.01), equality and attitude towards 

the others  (p <0.01), the female  are more positive in their essence. The data 
obtained prove that mothers' and fathers' parental upbringing competence 

realization is different which means that even bei ng in the synergic unity, a 
mother and a father have different upbringing missions. However, it would be 
misleading to interpret this asymmetry as positive or negative, rather, it prov es 

that the differences between male and female perception and the process of 
realization are  logical and  natural .  

 
This encourages make an assumption that mother's and the father's parental 
upbringing competences equally enrich the educational process . A weak, but still 

statistically significant link between parents' biological age and the following 
scales  was detected: open, encouraging, supportive vertical and horizontal 

dialogue, responsibility and attitude towards oneself ; with the biological age 
bein g increased, the results of the corresponding scale are decreased, with the 
age being increased, the indicators become more positive in the essence, 

respectively.  This reveals that the empirical results obtained at this stage of the 
research confirm the i deas acknowledged in the theory, stating that parental 

upbringing competence has a tendency to undergo qualitatively positive changes 
in the parents' life cycle . The present study reveals that the parental upbringing 
competence undergoes positive changes w ith the biological age increase, and 

possibly, it can be linked to the personality maturation and the idea of life - long 
learning.  

 
It was examined whether there is any link between  the biological age at which 
the respondents become parents and the construc t scales.  Such relations were 
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not detected. The assumption that old er the parents provide the higher quality of 
the upbringing process is not verified in this research.  
 

On the basis of analysis of the differences among the respondents of different 
education levels  (basic education, secondary education, secondary vocational 

education, college education and tertiary education), it was concluded that 
statistically significant differences were detected in the following scales: 
balanced interior and exte rior borders of belonging and politeness (p < 0,01), 

open, encouraging and supportive vertical and horizontal dialogue  (p < 0,01), 
responsibility  (p < 0,01), attitude towards oneself (p < 0,01), attitude towards 

the others  (p < 0,01). To facilitate a deepe r understanding of the differences 
among the respondents of different education levels, a statistical PostHoc test 
has been conducted.  

 
The scale óbalanced interior and exterior borders of belonging and politenessô 

reveals significant differences among the  respondents of basic education level 
as opposed to all the other education levels: secondary education (p < 0,01), 
secondary vocational education (p < 0,01), college education (p < 0,01) and 

tertiary education (p < 0,01). In the following indicator, the r espondents of 
tertiary education level do not reveal any significant differences only with the 

respondents of college education level, but they are different from all the other 
respondent groups: respondents of basic education level (p < 0,01), 
respondents  of secondary education level (p < 0,01), respondents of 

secondary vocational education level (p < 0,01).  
 

The scale óopen, encouraging, supportive vertical and horizontal dialogueô reveals 
the significant differences in the indicators of the respondents o f tertiary 

education level from/and all the other education level respondents' indicators  
(basic education level (p < 0,01), secondary education level (p < 0,01), 
secondary vocational education level (p < 0,01), college education level (p < 

0,05).  
 

The sc ale óresponsibilityô reveals the statistically significant differences among 
the groups of respondents of different education levels: the respondents of basic 
education level are different from the respondents of secondary vocational 

education level (p < 0 ,01) and of college education level (p < 0,01); the 
respondents of secondary education level are different from secondary vocational 

education level (p < 0,05) and college education level (p < 0,01); respondents 
of tertiary education level are different fr om college education level respondents 
(p < 0,05).  

 
The scale attitude towards oneself reveals the statistically significant differences 

among the respondents of basic education level from the respondents of 
secondary vocational education level (p < 0,01);  respondents of college level 
education (p < 0,01), of tertiary level education (p < 0,05).  

 
The scale attitude towards the others reveals the statistically significant 

differences among the respondents of basic education level and all the other 
education levels: basic (p < 0,01), secondary (p < 0,01), secondary vocational 
(p < 0,01).  
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In general, this field study proves that there are significant differences among 
the respondents of basic education level and the other respondent groups . 
Therefore, the results become more positive in their essence, when parents 

proceed to the next educational level. These results foreground the statement 
that the respondents of basic education level have significantly lower parental 

upbringing competence ; it is possible the education policy target audience is the 
parents of basic education level, as proceeding to the next educational level, the 
tendency to the positive changes in the parental upbringing competence is 

observed. This means that parents' ped agogical and psychological consultancy 
as well as parents' further education is necessary to ensure the possibility for 

parenting competence development, uncovering their personalities and revealing 
their parental upbringing potential.  
 

The overall analysi s of the statistically significant relations among the 
respondents' biological age of becoming parents, and their different education 

level allows for the possibility to put forward the assumption that it is not 
significant when people become parents, on t he contrary, it is crucial for them to 
proceed to higher education levels.  

 
The differences in the responses provided by the respondents based in different 

locations can be observed only in the scale ï family activity productivity ( F (4, 
618) = 4227, p < 0 ,01) . The respondents from the towns reveal the statistically 
significant differences from all the other respondent groups: farmsteads  (p < 

0,01), villages (p < 0,01), cities (p < 0,01), and Riga (p < 0,01).  The degree of 
satisfaction with the joint activities in the towns is higher than in the farmsteads, 

villages, cities and Riga. The basis for this fact might be the satisfactory level of 
social visibility range (neither too wide, nor too narrow) that allows the family as 

a relatively closed environ ment to facilitate the degree of satisfaction with the 
joint activities, improving their relations and growing in the social interrelation 
spectrum (interior and the exterior).  

 
The respondents, having a different current legal relationship status (married , 

single, divorced, widowers) provided the statistically significant different 
responses in the 7 out of 11 scales: unity in the principles, aims and values (p < 
0,01); balanced interior and exterior borders of politeness and belonging (p < 

0,01); producti vity of family joint activities (p < 0,01); equality  (p < 0,05); 
independence (p < 0,01); attitude towards oneself (p < 0,05) and attitude 

towards the others (p < 0,01). The indicator of current legal relationship status 
reveals the highest number of diff erences.  
 

The results obtained prove that the respondents belonging to the group, whose 
parents' current legal status is married, generally have the results more positive 

in their essence  in the indicators mentioned. It can be assumed thus that the 
legal r elationship status facilitates the feeling of security and the sense of 
belonging, which in turn increases the level of parental upbringing competence 

in the scales unity in the principles, aims and values; balanced interior and 
exterior borders of politen ess and belonging; family activity productivity; 

attitude towards oneself; attitude towards the others. Therefore, it is apparent 
that parents' degree of satisfaction with interpersonal relations correlates with 
the level of satisfaction with the upbringin g process and the family joint 

activities.  
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The analysis of the differences in responses provided by the respondents with 
different income levels, the differences were detected in the indicators of the 

following scales: unity in the principles, aims and va lues; balanced interior and 
exterior borders of politeness and belonging; family activity productivity; and 

attitude towards the others . The respondent group with income level below 
Ls100 per one family member reveals the statistically significant differen ces from 
the other respondent groups with (Ls 101 ï Ls 150, Ls 251 ï Ls 500 (p < 0,05); 

above Ls 500 (p < 0,01)).  
 

In general, it can be concluded that both the families with high and low income 
levels have positive  results. It is possible that this aspect  reveals the difference 
in the perception of money as a value and  social status significance  in the family. 

Money is the goal in itself for the families with average income level, which, on 
the one hand, defines their philistine life position, placing thei r own personal 

wellbeing and social status in the centre, on the other hand, decreasing the 
significance of interrelationships. It is possible that relative as opposed to 
absolute wellbeing is of higher value for these respondents. Therefore, the 

results o btained foreground the discussion about the middle class as an indicator 
of the quality of the society. For the families with both low and high income level 

money is a tool. The interpretation of values in both poles (high and low) is 
different in its form  but identical in its content (idea).  
 

In this perspective, the satisfaction with joint activities , family traditions  as well 
as b alanced interior and exterior boarders of politeness and belonging  and unity 

in principles, aims and values are more qualitatively realized parental upbringing 
competence indicators in family joint activity facilitation . The results obtained at 

this stage of the research correspond to the claims puts forward in different  
historical periods (ȦɊɑɋɖ, 2003; ȦɓɊɖɋɋɈɆ, 2005 ) stating that the basis for the 
personality maturation is formed by both successful and effective 

interrelationships and emotionally positive family joint activities. The field study 
also proved that the per sonality maturation is linked to the parental upbringing 

competence and its quality , revealing the parent's educational level  as a 
significant aspect to be highlighted.  
 

Possibly poverty in some cases is a consequence of some unlucky coincidence 
and it is not correct to make generalizations in such cases. This aspect should 

also be considered within the framework of the necessity of parent pedagogical 
and economic consultancy and parent further education.  
 

The conclusion can also be drawn that, in general, in the Latvian transformative 
society, despite the relevant society development tendencies, upbringing in the 

family in the contemporary society retains its significance (something that has 
some particular sense), provided that the parents' maturity as mut ual learning 
forms the basis for upbringing philosophy. This predetermines the ability of a 

family as a value in itself to develop in the transformative society. Namely, 
parents are responsible for the ability of the family and the functions realized in 

it  to critically qualitatively grow in the cultural and historical progress -oriented 
societal context (rather than passively adapting, but assessing critically the 
society tendencies, facilitate their own and their children's autonomy 

development).   
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4. Discu ssion and findings  
 

The aim of the research was to detect and analyze the actual level of parental 
upbringing competence in the transformative society of Latvia as well as to 
explore and provide the answers to the topical questions about the individual, 

social and educational orientation in the transformative society of Latvia. In 
general, the conclusion can be drawn that famil y as a value in the transformative 

Latvian society does not lose its topicality and parent child relationships in the 
family among the generations are still seen as a significant aspect of each family 
member's experience as well as a facilitator of life - long learning.  

 
As a result of the research, a universal paradigm of cooperation has been 

substantiated: the universal tool for parent -child interaction is equal cooperation, 
which is characterized by respect, trust and mutual learning in the upbringing 
fie ld. The upbringing field is a conventionally protected and framed educational 

space that facilitates equal possibilities for need satisfaction, value development 
and the dynamics of personal significance as a result of cooperation/ interaction. 

The analysi s of the theoretical literature and the results obtained in the study are 
put forward for the open discussion: the upbringing process in contemporary 
families is mutual ï children learn from their parents  and parents learn from their 

children ; the upbringi ng process in the family is more successful if parents 
develop their parental upbringing competence systematically and voluntarily.  

 
 

5. Conclusion  
 
The theoretical analysis of scientific literature as well as the field study confirms the 

necessity of peda gogical consultancy and parent further education (as a component of 
life - long learning) in Latvia. The results obtained in the study proved that 

representatives of different professional fields need further education to reduce the 
spread of social stereoty pes about the upbringing in the family in the society of 
Latvia.  
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Abstract  

Objective. The program Curious Minds focuses on talented reasoning in yo ung children. 

Although in order to understand the talent process, the role of adult, child and task 

should be considered in combination, this sub -study focuses on the behavior of the adult. 

The question is whether the openness of the verbal actions of the adult differs under 

different conditions. Method. Four adults received a combination of a task and an 

instruction (balance scale ïdidactic worksheet, floating/sinking - test protocol, linked 

syringes -adaptive protocol, marble track -no protocol) and administer ed the task to 15 

different children. Results. The test protocol yielded by far the most open verbal 

utterances (most encouragements and open questions) The didactic instruction resulted 

in a high frequency of giving information. The results suggests that a stricter protocol 

limits the variability of the adult. Conclusion. Instructing the adult about the method of 

task administration seems to affect the openness of the adult.  

Keywords: scientific reasoning  ï adult -child interaction  ï symmetry   

 
 

 
1.  Introduction  
 
Recently, there has been a worldwide increase in attention for preschool science 

education. Various initiatives were undertaken to invo lve children more in 
science, technology and mathematics (also referred to as STEM -disciplines). For 
instance, several current studies have focused on scientific knowledge in and 

education for young children (e.g. Mantzicopolous, Patrick & Samarapungavan, 
2008; Tyler & Peterson, 2004; Havu -Nuutinen, 2005). Also, the (US) National 

Research Council (2007) has paid attention to this topic in its report óTaking 
science to school: Learning and teaching in grades K -8ô. The European 
Commission has pled for more at tention for science education (Rocard et al., 

2007).  
 

In the Netherlands, the program óCurious mindsô was initiated. This program 
focuses on scientific reasoning in children between three and six years of age.  
Children of this age seem to have natural ta lents in the STEM disciplines: they 

ask questions, are creative, explore and want to know how something works. 
These interests were already noticed by Piaget (1930). For instance, he 

mentioned the natural curiosity of children about air and spoke about a óuniversal 
curiosity about all the means of locomotionô (Piaget, 1930, p. 195). This natural 

curiosity diminishes as a function of grade level (e.g. Engelhard & Monsaas, 
1988).  
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The Curious Minds project aims at describing the talents of young children in the 
STEM disciplines and discovering how the development of these talents can be 
stimulated. The following definition of talent is proposed: Talent involves a high 

learning potential in a specific domain, in -depth processing of information, 
creativity in e xplanations and manipulations, high perceived learning potential, 

strong involvement and exploration, and positive feelings with respect to the 
area of interest (Steenbeek & Uittenbogaard, 2009). More specifically, talent is 
seen as a process that emerges during real time interactions between child, task 

and adult, but only if the situation is sufficiently talent -eliciting, open and 
supportive (Steenbeek & Uittenbogaard, 2009, p.45). Chak (2008), who studied 

explorative behavior in young children, also esta blished  the importance of these 
connections between child, task and adult. The mutually influencing connections 
can be visualized as a triangle (figure 1). Here, the behavior of the child 

influences both the adult and the task, the adult in turn influences  the task and 
the child, and the task influences both the adult and the child. For instance, if the 

child manipulates the task material, it will change which will influence the 
behavior of the child as well as the adult.  
 

 
 
Figure 1.  The talent triangle (Steenbeek & Uittenbogaard, 2009)  
 

Several studies have focused on the influence of the adult on the performance of 
the child during a scientific task. For instance, Rappolt -Schlichtmann, 

Tenenbaum, Koepke and Fischer (2007) found that  the complexity of answers 
about buoyancy in children was higher if the teacher modeled complex answers 
than if the teacher only formulated a. However, it has also been made clear that 

the role of the adult is not helpful in all cases. For example, Goncü a nd Rogoff 
(1998) have reported that the amount of support during a sorting task did not 

influence later performance.  
 
With regard to the role of the adult during a problem solving task, the notion of 

scaffolding  is also important. During scaffolding, the adult provides a form of 
external support to the child so that it can learn a specific skill and this support 

can be diminished when learning has taken place (Granott, Fischer & Parziale, 
2002). Van Geert and Steenbeek (2005) conceptualize scaffolding as a n intrinsic 

dynamic notion: óIt describes how a particular level of knowledge or skill in a 
student changes as a result of the scaffolding processô and at the same time how 
scaffolding changes as a result of this change in knowledge or skill in a student 

(Van Geert & Steenbeek, 2005, p. 117).  
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Another aspect of the interaction is the role distribution between the adult and 
the child (Hoogsteder, 1996). Role distribution refers to the responsibility of both 
participants, which can vary between symmetric and asymmetric. In a playful 

mode of interaction, the distribution will be more symmetric, while in a test 
mode the adult will take leadership and the distribution is asymmetric 

(Hoogsteder, 1995, 1996). In a didactic interaction, the distribution is both 
asym metric and symmetric. It is asymmetric in the sense that the adult monitors 
what is happening, but symmetric in the way that the child is free to explore and 

make mistakes at specific moments.  
 

It has been argued that every verbal interaction can be chara cterized by a 
ópower differenceô between the interviewer and the interviewee (Nunkoosing, 
2005). This power difference is even more distinct if the interviewee is a child. If 

power differences between child and adult become too explicit, the child may 
avoi d giving an answer and thus avoid revealing its uncertainty, which prevents 

the child from obtaining feedback from which it can learn. To reduce the power 
difference, a puppet can be used. Although not many research exists on the 
influence of puppet use in  scientific reasoning, it did help children in reasoning 

about their own feelings (Epstein, Stevens, McKeever, Baruchel & Jones, 2005). 
It might therefore be argued that it also reduces the asymmetry during a 

problem solving task. For instance, in a classr oom setting, the behavior of the 
teacher changed when using a puppet (Simon, Naylor, Keogh, Maloney & 
Downing, 2008). Instead of asking questions that required children to reproduce 

knowledge, the teacher posed problems that focused the children on reasoni ng 
and the use of argumentations. This indicates that the protocol the adult used, 

changes his/her verbal interaction style.  
 

Based on our observations of adult -child interactions during problem solving in 
the Curious Minds study, we conclude that the adu lts often show significant 
variation in the way they present a task to the child or in the way they assist the 

child in solving task. If, as the scaffolding literature predicts, the form of adult 
assistance is an important factor in the learning process of  the child, variability in 

the form of the adults assistance becomes an important empirical issue.  
 
Given all these aspects of the interactions between child and adult, we are 

interested in whether the degree of standardization of the task affects the 
(a)s ymmetry of the interaction, and -  more specifically -  whether this changes the 

óopennessô of the adult to the initiatives of the child. We speculate that a test 
protocol (being relatively strict) might be the least óopenô, offering only few 
degrees of freed om for the child (for instance, the child has more choices 

answering an open question than a closed question). A more adaptive protocol 
with the aid of a puppet (a more playful interaction), and a didactic mode might 

lead to more óopenô actions. The verbal behaviors of the adult in the free (no -
protocol) condition depends probably mostly on the real time interaction and 
might therefore be highly variable. The present study aims at answering the 

following questions:  
 

- What are the differences in the openness of the verbal actions of the adult, 
under different conditions (didactic, adaptive, free, or test) during a scientific 
reasoning task?  
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- How stable is the openness of the adult under these conditions over different 
children?  
 

 

2.  Method  
 
 

2.1 Participants  
 
Four adults (two men and two women) participated in this study. All were 

experienced in working with children, either in administering tests or teaching. 
One female participant is an experienced kindergarten teacher. The other woman 

is a developmental psy chologist working at the University of Groningen. One 
man is a master student in psychology with some prior experience in 
administering IQ - tests to children. The second male participant is a researcher in 

the Curious Minds project, with many years of exper ience in teaching and testing 
young children.  

 
The participating children consisted of eight boys and seven girls between the 
ages of four and six years (M = 5;2, SD = 6.2). All children joined the same 

elementary school in a rural area in the North of the Netherlands. All parents 
gave informed consent .  

 
 
2.2 Materials  

 
There were four tasks, that each had a unique task instruction. The child had to 

formulate predictions and explanations about the working mechanisms of the 
task in each of the conditions.  
  

1) Balance scale . The first task was a classic  balance scale test, combined with a 
didactic instruction worksheet. The balance scale consisted of a fixed fulcrum 

with ten different pins on each beam and twenty cards with an equal weight.  
 
2) Floating/sinking . The second was a test protocol based on t he WISC - III NL. 

The child had to figure out if and why fourteen different objects float or sink.  
 

3)   Linked syringes . The third condition consisted of a playful (adaptive) protocol 
and a linked syringes task. Two syringes were connected with a single tub e. By 

pushing in one of the syringes, the compression of air pressed the other syringe 
outwards. Pulling one of the syringes resulted in the opposite effect: the other 
syringe moved inwards.  

 
4) Marble track . The fourth task was a marble track without a s pecific protocol. 

By spinning a handle the marble óclimbed the stairsô. At the top, the marble 
rolled back to the beginning of the óstairsô through a steep, cornered slope.  
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2.3 Procedure  
 
Each adult performed the tasks with the same 15 different children who were 

recruited from different classes in the same school. The adults were unfamiliar 
with the children. The order was randomly assigned. One to eights task were 

administrated by the adu lt on one day. For the children, the interval between two 
tasks was one week in most cases. The tasks were administered in a quiet room 
outside the classroom and all interactions were videotaped using two cameras.  

 
Worksheet . The teacher in the didactic c ondition received the worksheet in which 

the stated aim was to let the child discover the working of the balance scale. The 
adult was instructed to ask the child regularly to make predictions and 
explanations.  

 
Test protocol. The test protocol consisted of  strict instructions for the adult (the 

student) about every aspect of the task administration, from seating 
arrangements to what had to be asked. The protocol only left room for the 
adultôs own intuition in questioning the answer of the child (until he thought the 

child had reached his/her optimal explanation), but even then had to follow 
specific instructions.  The objects had to be presented in a fixed order. After 

presenting, the child had to predict if the object would float or sink and why this 
would happen. Then, the child had to give the object back to the adult and he 
would drop the object into a water tank. Finally, the child would be asked to 

explain what had happened.  
 

Adaptive protocol (puppet). The adaptive protocol is based on the test protoc ol 
but the adult (the developmental psychologist) is freer in her verbal and 

nonverbal actions. The puppet had to be introduced as being óa bit sillyô. The 
child had to predict and explain what would happen if one syringe was pushed 
inwards and afterwards explain why the other syringe moved. The same 

questioning had to be done prior and after pulling the syringe. The child had to 
be given some time to explore the two linked syringes halfway the task. During 

questioning the adult was free to let the puppet a sk questions or ask the child to 
give an explanation to the puppet.  
 

No-protocol. In the free condition, the adult (the researcher) did not receive a 
specific instruction. The adult was already experienced in administering the 

marble track.  
 
It is import ant to note that although the adult had received specific instructions, 

these were all content  and not form related. Thus, they were free to use (open or 
closed) questions, encouragement, and instructions during the task.  

 
 
2.4 Coding adult óOpennessô 

 
The verbal actions of the adult were coded according to the coding list displayed 

in table 1. A situation would be coded as totally open if the child is free to 
determine his/her own actions, and is not guided by the verbal actions of the 
adult. The most o pen category is encouragement, followed by open question, 

closed question, giving information, instruction and the least open category is 
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stop. Besides these categories (see table 1), two other codes were possible: off 
task and not -codable.  
 

Table 1  
Codi ng list Openness adult  

 

 Openness  Code  Description  Example  

 Encouragement  6 The adult encourages the 
child, for example to explain 

more.  

óYesô 

 Open question  5 The adult asks an open 

question.  

óWhat will happen 

next?ô 
 Closed 

question  

4 The adult asks a closed 

question.  

óDoes something 

happen there?ô 
 Giving 

information  
3 The adult gives information 

to the child. This can be 

about the task or about the 
procedure.  

óIf I push, yours will 
go out and if I pull, 

yours will go inô 

 Instruction  2 The adult tells the child what 
to do now.  

óPull yours one outô 

 Stop  1 The adult inhibits the actions 

of the child.  

óStop, stop!ô 

 

All video recordings were coded using the software program Mediacoder (Bos &  
Steenbeek, 2008). Two trained coders independently coded four recordings (7 % 

of the data set), each of a separate condition. There was 83% agreement. The 
kappa coefficient was .81.  

 
A repeated measures ANOVA was performed to statistically test the diffe rences in 
Openness. As a measure for stability, the coefficient of variance (CV) was 

calculated by dividing the standard deviation by the average for each condition. 
In order to test the stability of the Openness in the different conditions, a 

permutation test (Monte Carlo analysis) was used. In this procedure, we 
estimated the probability that the empirically found pair -wise differences 
between the CVs of the four conditions were produced by one single distribution 

(null -hypothesis of no -difference), inste ad of four different ones. After this, we 
tested the probability that the empirically found ranking of variability among the 

four conditions were the result of this single distribution.  
 
 

3.  Results  
 

The results with regards to Openness are visualized in figure 2. The boxplot 
shows that the test protocol condition yields the highest average (M = 4.65, SD 

= 0.12), followed by the no -protocol (M = 3.99; SD = 0.14), the worksheet (M = 
3.70, SD = 0.19) and  the adaptive protocol condition (M = 3.67, SD = 0.15) 
turned out to have the lowest averages.  
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Figure 2 . Boxplot of the openness of the adult in the different conditions.  

 
In order to establish whether the differences between the four conditions are 

statistically significant, a factorial repeated measures was conducted with 
condition as between -subjects factor. The ANOVA revealed that the test protocol 
condition differs sign ificantly from the worksheet (F(1,13) = 236.21), the 

adaptive protocol ((F(1,13) = 386.77) and the no -protocol condition (F(1,13) = 
205.47).  The worksheet condition and the adaptive protocol condition did not 

differ from each other. However, they do diffe r from the no -protocol condition 
(worksheet vs. no -protocol F(1,13) = 28.28; adaptive protocol vs. no -protocol 
F(1,13) = 44.85).  

 
Of all verbal utterances, the percentage of each category for each condition is 

displayed in figure 3. Visual inspection reve als that three categories vary the 
most among the four conditions: óencouragementô, ógiving informationô and 
óinstructionô. A repeated measures was performed to test whether these 

differences are statistically significant.   
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Figure 3.  Percentage of the ve rbal utterances per category for each of the 

different conditions.  
 
The results show that óencouragementô was mostly used by the adult in the test 

protocol condition (M = 35.71, SD = 4.44), and that this varied significantly from 
the adult in the worksheet condition (M = 13.49, SD = 5.37; F (1,13) = 101.34), 

the condition with the adaptive protocol (M = 14.77, SD = 3.62; F(1,13) = 
54.01), and the no -protocol condition (M = 26.36, SD = 6.12; F(1,13) = 41.49). 
Also, the no -protocol differed significa ntly from the worksheet (F(1,13) = 

101.34) and the adaptive protocol (F (1,13) = 54.01). However, the worksheet 
and the adaptive protocol were not statistically different.  

 
The adult in the worksheet condition gave information most frequently (M = 
37.40, S D = 6.95). The test protocol condition (M = 13.32, SD = 1.93; F(1,13) 

= 154.20), the adaptive protocol (M = 26.92, SD = 6.05; F(1,13) = 17.78), and 
the no -protocol (M = 23.40, SD = 2.54; F(1,13) = 45.88) used significantly less 

ógiving informationô, with test protocol using it least frequently. The test protocol 
also differs significantly from the adaptive protocol (F(1,13) = 47.55) and the 
no -protocol condition  (F(1,13) = 103.97). The difference in giving information 

between the adaptive protocol and the no -protocol is not significant.  
 

 The test protocol condition used giving instructions less frequently (M = 3.11; 
SD = 2.06) compared to the worksheet (M = 9.86, SD = 3.98; F(1,13) = 90.95), 
adaptive protocol (M = 17.72, SD = 3.58; F(1,13) = 157.82) and th e no -protocol 

(M = 10,41, SD = 4.48; F(1,13) = 50.44). In the adaptive protocol, giving 
instruction is used most frequently compared to the other conditions (worksheet 

F(1,13) = 32.95; no protocol F(1,13) = 35.67). The difference between the 
worksheet and the no -protocol condition was not significant.  
 

 
 



43 
Actes de la 2

ème
 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

 
Figure 4.  Openness scores over time for each of the conditions. The timeline 

represents the sequence and not the individual children.  
 
With regard to the stability of Openness, the results are displayed in figure 4. 

Clearly, the no -protocol shows the greatest variability over 15 task 
administrations (CV=0.12) while the coefficient of variance for the worksheet 

(CV=0.05), test protocol (CV=0.025) and adaptive protocol (0.039) is 
significantly lower. The Mo nte Carlo analysis showed that the difference between 
the no -protocol and the other conditions was statistically significant, in the sense 

that the null -hypothesis distribution was able to produce similar results in a very 
small number of instances (p < .0 01).<.01. The other comparissons turned out 

to be not significant. However, the additional Monte Carlo analysis showed that 
the chances that the same ranking of conditions (that is  : no -protocol ï 
worksheet ï adaptive ï test) is statistically significant, ( p=.04; )     

 
 

4.  Discussion  
 

Contrary to our expectations, the test protocol yielded by far highest level of 
openness in verbal utterances, whereas the adults in the didactic (worksheet) 
mode, adaptive (puppet) interaction and free interaction used mor e óclosedô 

verbalizations. This result is possibly related to the fact that the adult in the test 
situation used encouragements and open questions most frequently. The reason 

may be that the protocol states that the adult has to keep interrogating the chil d 
until he assumes that the most optimal explanation is given. The adult in our 
study did this by encouraging the child to continue explaining. The frequent use 

of open questions can also be related to the protocol. The adult had to ask for 
explanations (ówhy is that?ô or óhow is that possible?ô) prior to and after dropping 

the object into the water tank.    
 
Another important result is the high frequency of giving information by the 

teacher using the worksheet. The worksheet did not state anything about an  
educational target of learning the child how distance and weight are related to 
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the balance of the scale. However, the teacher gave more information than in 
the other three protocols.  
 

With regards to the stability of the openness under the different conditions, the 
adult in the no -protocol condition turned out to be the most variable, followed by 

the worksheet condition, adaptive (puppet) protocol and test situation. The 
ranking order o f variability suggests further that a stricter protocol limits the 
variability of the adult. Since the most experienced persons in our study received 

the least strict protocols, it is not possible to establish whether the variability is 
due to experience, to the protocol, or to both.  

 
It is important to note that in this exploratory study, each protocol was linked to 
a specific (STEM) task. For instance, the floating/sinking task was linked to the 

test protocol whereas the marble track is used in the no -pr otocol situation. It is 
possible that these specific tasks provide different opportunities for exploration 

and visually discovering the mechanisms. In turn, this can influence the behavior 
of the adult (as well as the behavior of the child), as indicated b y the talent 
triangle. However, we do not see any differences in the nature of the tasks that 

might explain why one test more or less spontaneously leads the adults in 
applying a more open versus a more closed protocol. Hence, although the 

influence of the  task is an aspect that needs further attention in future research, 
we do not see any strong suggestion that the nature of the task provides a 
better explanation for the differences in openness than the task administration 

conditions.  
 

Further investigatio n of the symmetry of interaction is also required. In the 
present article, we described the degrees of freedom that an adult gives to the 

child, but not the actions and reactions of the child. However, the role 
distribution can only be understood if the ro le of the child is also taken into 
account. The necessity of linking the behavior of the child to the behavior of the 

adult is also indicated by the concept of the talent triangle. Two important 
aspects of the behavior of the child will therefore be taken into account in the 

next part of the research project: exploration and complexity level of 
understanding.  
 

For now, we can conclude that the different conditions of task administration 
affects the openness in the communicative behavior of the adult, but 

interestingly enough, in a way that was counter to our expectations.  
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Abstract  

The literature related to computational fluency and visual learning is reviewed. Insights 

from many researches support that fluency in basic skills and operations is very 

necessary and is a pre - requisite to higher - level functioning in both reading and 

mathematics.  Bobis (2006) emphasizes that computational  fluency, whether employing 

mental or written methods, and number sense should be developed together. The 

standards describe the computational fluency as a ñconnection between conceptual 

understanding and computational proficiencyò (NCTM, 2000). Analysis of recent research 

papers indicates that the level of number sense and computational abilities in elementary 

stages is very low.  It is recommended that untraditional approaches are used to develop 

these abilities.       

This research aimes to develop the c omputational fluency by using a package of activities 

based on visual approach in elementary stage. The main research question was: What is 

the impact of using Activities based on visual models on studentsô computational fluency? 

To address the research qu estion, Pre and post test scores were statistically compared 

using the t - test. Results indicated that there was statistically significant  differences in 

favour of using visual approach.  In other words, the visual approach was successful in 

helping third grade students to improve their computational fluency.  

Keywords: Visual Models -  Computational Fluency . 

 
 

 

1. Introduction  
 

Principles and standards for school mathematics (NCTM: 2000) emphasize the 
importance of computational fluency for all grades, especially in elementary 

grades.  
 

It has also been shown that computational fluency plays a critical role in helping 
students for solving mathematical problems.  The NCTM lists źthe ability to 
compute fluentlyź as a number and operation standard for kindergarten to eighth 

grade.  
 

Á Computational fluency is an essential goal for school mathematics (p. 155).  
 
Á The methods that a student uses to compute should be grounded in 

understanding (pp. 152 -55).  
 

Á Students should know the basic number combinations for addition and 
subtraction by the end of grade 2 and those for multiplication and division by 
the end of grade 4 (pp. 32, 84, and 153).  
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Á Students should be able to compute fluently with whole numbers by end of 
grade 5 (pp. 35, 152, and 155).  

 

Á Students can achieve computational fluency using a variety of methods and 
should, in fact, be comfortable with more than one approach (p. 155).  

 
Á Students should have opportunities to invent strategies for computing using 

their knowledge of place value, properties of numbers, and the operations (pp. 

35 and 220).  
 

Á Students should be encouraged to use computational methods and tools that 
are appropriate for the context and purpose, including mental computation , 
estimations, calculators, and paper and pencil (pp. 36, 145, and 154).  

 
Building on the work done to develop mathematics curriculums during the last 

few years and the results of descriptive research related to number sense, it is 
clear that there is a di re need for our students to have high procedural ability 
when they deal with numbers and their operations.  

 
In fact, computational fluency is a key for learning to reason about the base - ten 

number system and the operations of addition, subtraction, multipl ication and 
division (Russell, 2000, P.154).  
 

It is preferred also that high levels of efficiency in computation remain a goal of 
our mathematics curricula; the process by which it is achieved needs to take 

account of how students develop a sense of number . The path to computational 
fluency is not a straight - forward one for most students. However, it is clear that 

the promotion of number sense is critical to a basic understanding of 
mathematics and to a childôs ability to compute easily (Bobis, 2006, P.23). 
 

Furthermore, computational fluency aids in the ability to solve problems by 
allowing students to use generalized methods while monitoring and organizing 

(Naglieri&Ashman, 1999; Calhoon, Emerson, Flores and Houchins, 2007).  
 
 

1 .1. Computational fluency  
 

According to the principles and standards for teaching mathematics of NCTM 
(2000), fluency includes three ideas:  

 

¶ Efficiency  implies that the student does not get bogged down in many steps or 
lose track of the logic of the strategy. An efficient strategy is one that student 

can carry out easily, keeping track and making use of intermediate results to 
solve the problems.  
 

¶ Accura cy  depends on several aspects of the problem solving process such as, 
careful recording and concern for double -checking results.  

 
¶ Flexibility requires the knowledge of more than one approach to solving a 
particular kind of problem. Students needs to be flexible to be able to choose an 

appropriate strategy for the problem at hand and also to use one method to 
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solve a problem and anoth er method to double -check the results 
(Russell,2000,P.154).  
 

Fluency demands more of students than memorizing a single procedure does. 
Fluency rests on a well -built mathematical foundation with three parts:  

 
1. An understanding of the meaning of the operat ions and their relationships to 
each other . 

 
2. The knowledge of a large repertoire of number relationships, including the 

addition and multiplication.  
 
3. An understanding of the base - ten number system, how numbers are 

structured in this system. (Russell, 2000, Pp.154 -155).  
 

Drawing upon research, theory, classroom and personal experience, Bobis (2006, 
P.23) emphasizes that computational fluency, whether employing mental or 
written methods, and number sense are intertwined and should be developed 

together.  
 

While a number of Egyptian Researchers provide good description of 
computational and number sense ability which students have, they in fact didnôt 
give us efficient models for developing number sense, and thus computational 

fluency for elementary students . 
 

Altogether, some studies ensure that Algebra achievement manipulate visual -
spatial representations mentally. Correlations between visual -spatial require the 

ability to represent functional relations graphically.  The abilities and math 
achievement involvin g computations and problem -solving in children are 
generally in the low to moderate range (Friedman, 1995, Pp.22 -50)  

 
So, this paper focuses on activities based on visual approach for developing 

elementary ïchildrenôs computational fluency, and using multi ï mental 
strategies.  
 

 
1.2. Computational fluency and Number sense :  

 
Carboni (2001) stated that ñnumber sense is that intuitive feel for numbers and 
their relationshipsò, and she also emphasized the importance of teaching and 

developing number sense through elementary mathematics.  
 

On the other side, the computational fluency in this research is ñA well-practiced 
and efficient use of procedures to compute. But according to NCTM standards, 
we can state that number sense and computational fluency go han d in hand 

especially in elementary mathematics.  
  

Cotter (1998) referred to many international studies, such as the TIMSS studies; 
these studies show that Asian students do better than American student in 
mathematicsò. She asserted that (1) although some of the differences seen in 

Asian classrooms canôt be implemented in American classrooms, some of the 
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ideas can,(2) the American students depend on manipulative in counting, but in 
the Asian classrooms, every time a number is spoken, the value is given Twen ty 
one ,and would be stated Tow Tens and One , so Asian students have "built in " 

number sense, and much fluency in computation.  

 
 

1.3. Visual Approach  
 
The beginning step in developing basic facts is to build an understanding of the 

operation. Manipulative s are the important key. Children should have 
opportunities to represent the number sequences with physical models. (Hatfield 

et. Al., 1993: 205)   
  
In order to develop studentsô math algorithms, the visual-spatial models could be 

used as an aid tools in solving mathematical problems. Some authors describe 
these models as part of a mental model developed in the brain, whose 

attributions have a direct relationship to the physical aspects of the problem 
(Huttenlocher et. al., 1994; Carpenter, Ansel, Franke, Fennema, & Weisbeck, 
1993).  

 
Our world is full of information that comes to us visually. The color and shape of 

a red, octagonal sign says, ñStop.ò A pie chart tells us percentage at a glance. 
Graphs demonstrate the ups and downs of financial markets. A sm iling face 
conveys joy; a frown tells us thereôs trouble. This visual information is conveyed 

constantly and consistently; red usually indicates, ñstopò; a smile rarely means 
ñgo away.ò It forms a language that students must learn if they are to become 

abl e to navigate a visual society. And when students use all three parts of the 
communication system ðwords, numbers, and images ðtogether, they achieve 

better comprehension. (Murphy,2009)  
 
Recentally, Many curricula have begun to expand the role of manipulativ e 

materials in early mathematics education. Manipulative materials can include 
simple objects such as coins, blocks, or tiles. More complicated materials can be 

used to represent multiplication and division problems.  
 
The use of concrete representations m ay assist the learning process in a variety 

of ways. Using physical materials for math may facilitate  ;  
 

Á creation of mental images representing concepts used for calculation.  
 
Á allowing students to practice figuring out important parts of problems and 

disregarding unnecessary information.  
 

Á Ability to abstract the central ideas represented in mathematics problems 
(Chao, Stigler, & Woodward, 2000).  
 

With this importance of using m anipulatives, we have to realize that   If materials 
are not presented in a way that allows for individual representation in problem 

solving, students may have flexible internal models supplanted by a rigid 
external system that they cannot use effectively. So, Classrooms should provide 
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a variety of manipulatives that complement the material to be learned and allow 
for creative solutions to problems.  
 

With Gardnerôs identification of spatial intelligence as one of the intelligences, 
visual learning techniques  like visualization, color cues, picture metaphors, 

concept maps, sketches, diagrams, and graphic symbols came into greater use. 
(Armstrong, 1994) For those students who are visual learners, these created new 
opportunities for participating more fully in t he learning process. (Cited in 

Murphy, 2009)  
 

Visual representations will also help students connect benchmark fractions and 
percents (eg: 25% = ¼).  
 

Another example, a real - life application would be, a girl 
who sells sweet breads. She knows that it costs her 25 

pound in materials to produce one batch. If she wants 
to make a modest, 20% profit, how much should she 
charge for a batch? In this case, 1 00% = 25 pound, so 

the entire grid filled in represents 25 pound. The girl 
might cut the grid into fifths (20%). 20 squares 

therefore represent 5 pound. 10 squares equal 2.50 
pound and one square, or 1% is 0.25 pound. Building 
back up, 120% would represent  (120 x 0.25 pound) or 

30 pound.  
 

Third example, adding 26 + 17 = 23 + 20 = 43, by using visual approach as 
following:  

        +       
Equivalent to  

+  

 
 

 
Finally, Teachers can prepare materials that help to convey ideas visually -  like 
charts, graphs, physical models, and diagrams. They can encourage students to 

draw images to explain or solve problems.  
 

In addition, Models  can be created to demonstrate processes, such as the 
addition and subtraction of integers and fractional numbers. Students can 
discuss visual models, how they interpret them, and what they mean.  

 
 

2.  The Research Importance  
 

First, the most important point in this Research is to provide a resource to 
improve computational fluency ability for students in elementary stage in 
governmental schools in Alexandria. Second, this research highlights the 

correlation between the achievement level, and computation al fluency ability.  
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3.  The Research Questions  
 

Á What is the impact of Activities based on visual models on studentsô 
computational fluency?  
 

Á Is there significant relation between achievement and computational fluency?  
 

 
4.  Method  
 

 
4.1. Participants:  

 
The Participants in this study were Tow samples (Tow Classes) in Elementary 
school in Alexandria.  The first Sample had 40 students (22 males, 18 females) 

and formed the experimental group.  The Second Sample had 38 students (21 
male, 17 female).  The tow groups didnôt differ in mean age (9 years), or mean 

achievement.  
 
 

4.2. Procedure  
 

First, after preparing the computational fluency test in the written form, The 
Internal consistency reliability (Cronbachôs alpha) was calculated using SPSS; the 
reliability  value was .85  

 
Second, Pre and post test ñcomputational fluency testò(CFT) were administrated 

Mentally during the first term 2009/2010., The experimental group was taught 
by the new teaching model, which includes many of the suggested Mathematical 
visual  activities (MVA), for six weeks, and the control group was taught by the 

traditional model.  
 

 

5. Results  
 
To address the first research question that looked at using activities based on the 
visual approach to develop computational fluency, the t - test was computed for 

the post test measures of the tow groupsô students (control and group). For post 
test data, the t - test for total test 803 was statistically significant (t=5.803). After 

that the effect size was computed for the pre and post test of the experim ental 
group (d=3.41).  

t  -  Test Results for components of CFT for  

the Tow groups (experimental and control)  
 

Test components  Group  M SD t  t  

Word problems 
(Addition& Subtraction)  

experimental  3.1750  .7808  
4.88  5.803  

control)  2.2368  .9134  
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Note. df = 76. All comparisons significant at  p < .001.  
 

  

Numerical problems 
(Addition& Subtraction)  

experimental  8.4500  1.6787  
9.39  

control)  5.0526  1.5058  
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Figure1: Distribution of post computational fluency test scores  
 
To address the second research question that looked at the relation between 

achievement and computational fluency, bivariate correlations were com puted 
for the post test measures to investigate that relation. For post test data, the 

correlation coefficient between achievement scores (the latest monthly 
achievement scores) and computational fluency scores was statistically 
significant (r=0.68).  

 
 

6.  Discussion  
 

The results showed significant differences across two major components of 
computational fluency test for the experimental group, specifically, for the 
numerical problems related to basic arithmetic process (addition & subtraction) 

as shown in figure1. According to this result, there is a very high statistical 
significance in using a package of activities designed in the light of the visual 

approach in increasing studentsô ability for computing fluently. 
  
It is clear that the promotion of number sense through teaching basic facts using 

visual models is critical to a basic understanding of mathematics and to a childôs 
ability to compute easily.  

 
The second result show significant correlation between achievement level and 
the ability for comp uting fluently. Hence, any increasing in computational fluency 

will be followed by an increase in the level of overall performance.  
 

These findings necessitate further research on classroom practices, curriculum 
content and organization at the other elemen tary grades and at the middle level 
to examine the decline in mathematics proficiency seen in these students.  

 
EKRAMY MOHAMED MERSAL, PhD , is a lecturer of curriculum and 

mathematics education at faculty of education, Alexandria University. His 
research interests include developing effective instruction, Active learning, 

Metacognition.  
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Abstract  

Theoretical knowledge without (practical) skills and weak connection between university 

education and labour market needs are two most important educational issues facing 

higher education in Croatia today.   Higher education in Croatia lacks emphasis on the 

integration of theory and social needs. Service lear ning (SL) is a teaching strategy that 

connects meaningful community service with academic learning and civic responsibility.  

SL was introduced into Information Science curriculum at the Faculty of Humanities and 

Social Sciences in Zagreb for the first time  in 2006/07, with the goal to transform the old 

teaching style. This study examined the quality of 40 SL projects using Youth Service 

California's Service Learning Quadrant (2000). The results showed that SL can become a 

useful academic tool in transformin g our Department and Faculty into a place that meets 

the needs of the new economic reality of changing markets and rapidly developing 

technology.   

Keywords: Service learning project evaluation  ï Educational  change  ï Citizenship  ï 

ICT (Information and Communications Technology)  ï Academic and social community   

 
 

 

1.  Introduction  

 
At the Department of Information Sciences at Faculty of Humanities and Social 

Sciences in Zagreb we introduced service learning for the first time in the final 
year of graduate studies in the Academic Year 2006 -2007 . After the successful 
project outcomes in the test phase, service learning was introduced in the final 

year of undergraduate study as well, as a part of a new academic program in the 
Academic Year 2007 -2008.  

 
Since information science covers a wide range of topics and due to the fact that 
information literacy is an important social issue, while the social need for a visual 

identity (especially in the electronic environment) is constantly growing, 
information science students truly have a great field for ac tivity where they can 

meet different interests and apply specific knowledge and skills. Therefore, the 
project themes varied, yet all the projects were aimed at linking the goals of 

information science studies with IT problems to meet specific community ne eds. 
Tables 1, 2, 3 and 4 outline 40 Service Learning (SL) projects.  
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Project 

theme  

Theme 

abbreviati
on  

Partner  Short project description  

Visual identity 

of social 
community  

1.  VIDS I  

2.  VIDS II  
3.  VIDS III  

4.  VIDS IV  
5.  VIDS V  

1.  Association of 

extreme sports, 
Slavonski Brod  

2.  Zagreb City 
Museum  
3.  Alternative -  

cultural center 
"Yuma" ï for 

youths in 
Imotski  

4.  Association of 
Martial Arts 
Krav -Maga  

5.  Thai Boxing 
Club "Mustang"  

1.  Production of video material and 

promotional CDs as part of the 
sports against drugs initiative  

2.  Brochure design -  a guide 
through museums in Zagreb  
3.  Graphic solution for the museum 

exhibition "Light of the gods"  
4.  Design of flyers, posters and 

other promotional materials  
5.  Design of flyers, business cards, 

logo and website  

 

Multimedia 
educational 

software  
 

1.  MEDS I  

2.  MEDS II  
3.  MEDS III  

4.  MEDS IV  
5.  MEDS V 

1.  Association of 

the Blind and 
Visually 

Impaired 
Students 
"Ġiġmiġ"  

2.  High School 
"Velika Gorica"  

3.  Elemntary 
School "Braĺa 
Ribar" in Sisak  

4.  Zagreb City 
Museum  

5.  Flight Centre 
CROATIA -  
Parachute 

Section  

1.   "Internet for the blind": 

design of audio guides for 
navigation and usage of the 

Internet for blind and visually 
impaired students  
2.  Development of 

educational software and 
computer sample exam for the 

state graduation exam  
3.  Educational quiz (Fun and 
Games) for computer assisted 

teaching in junior school   
4.  Workbook for children to 

complete during a visit to a 
museum and art workshops  
5.  Designing videos, posters, 

multimedia presentations, and 
performance -media promotional 

activities  

Table 1:  SL projects at the Department of Information Sciences (1/4)  
 

 

Project theme  Theme 
abbreviation  

Partner  Short project 
description  

Educational workshops 
for the broader 

population  

1.  EDR I  
2.  EDR II  
3.  EDR III  

1.  Zagreb City 
Library -  
Children's 

Section  
2.  Fourth High  

School, Zagreb  
3.  Typhlological 

4.  English Language 
Workshop for Children  
5.  Web workshops and 

criptology workshops  
6.  Workshops for 

children to learn about 
everyday life of blind 
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museum  and visually impaired 

people  

Interactive database 
with multimedia 

content  

1.  IBP I  
2.  IBP II  

3.  IBP III  

7.  The 
association 

"Friends of 
animals": 

ZegeVege 
project  
8.  Elementary 

School 
"Vukovina" in 

Velika Gorica  
9.  Scouts team 

"Bota"  

1.  Developing 
vegetarian database 

and a CD with 
multimedia content  

2.  Developing a 
database for students 
with disabilities and 

training teaching staff 
in the database usage  

3.  Developing a 
database of scout 

activities to help the 
members plan their 
activities  

Table 2: SL projects at the Department of Information Sciences (2/4)  

Project 
theme  

Theme 
abbreviat

ion  

Partner  Short project 
description  

School 
website  

1.  WZS I  
2.  WZS II  

3.  WZS III  
4.  WZS IV  
5.  WZS V  

1.  Elementary School 
"Zdenko Turkoviĺ", 

Kutjevo  
2.  Elementary School 
"Ljudevit Modec", 

Kriģevci 
3.   Elementary 

School "Josip Juraj 
Strossmayer", 
ņurĽenovac  

4.  Elementary School 
"Ģuti Brijeg", Zagreb  

 Elementary School 
"Petar Zrinski", Jalģabet 

Web design and staff 
training in site updating  

Faculty 

website  

1.  WZF I  

2.  WZF II  

1.  Section for Sinology, 

Department of Indology 
and Far -Eastern Studies, 

Faculty of Humanities 
and Social Sciences in 
Zagreb  

Department of 
Hungarian, Turkish  and 

Jewish language and 
literature, Faculty of 
Humanities and Social 

Sciences in Zagreb  

Web design and faculty 

training in site updating  

Web site for 
teachers  

1.  WZP I  
2.  WZP II  

Faculty of Humanities 
and Social Sciences, 

University of Zagreb  

1.  Web design and 
teacher training in site 

updating  
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Digitization of teaching 

materials and their 
integration into online 

versions of courses  

Website for 
students  

1.  WZS I  
2.  WZS II  

3.  WZS III  

1.   Information 
Science Studentsô Club 

"KSIZ"  
2.  Italian language 
and literature Studentsô 

Club "Pinocchio"  
3.   Ethnology 

Students' Club "Domaĺi" 
4.   The Association of 

the blind and visually 
impaired students 
"Ġiġmiġ" 

 Croatian Association of 
Shipbuilding Students  

1.  Designing news 
websites with member 

database and 
promotional materials 
for the club  

2.  Website design and 
training members in 

updating  
3.  Collecting and 

digitizing data, website 
design, translation into 
English  

Table 3: SL projects at the Department of Information Sciences (3/4)  

 

Project 
theme  

Theme 
abbreviation  

Partner  Short project 
description  

Website for 
school library  

WZĠK 1.  Elementary 
School 
"Medvedgrad",  

Zagreb  

The school libraryôs 
website design which 
is to facilitate 

students with an 
insight in the library 

fund and preferred 
literature and also 
inform them about 

the activities and 
working hours of the 

library. The site 
contains the links to 

the library fund, the 
activities, reading 
lists, etc.  

Web for a 
broader 
social 

community  

2.  WZDZ I  
3.  WZDZ II  
4.  WZDZ III  

5.  WZDZ IV  
6.  WZDZ V  

7.  WZDZ VI  
8.  WZDZ VII  
9.  WZDZ VIII  

10.  WZDZ IX  
11.  WZDZ X  

1.  Cerebral  
Palsy and 
Children  

Paralysis 
Assoc iation  

2.  The 
Asscociation 
"Yoga in 

Everyday Life"  
3.  Vocal 

Ensemble 
"Diġpet" 

The collection of 
documents and 
digitization of data, 

data processing, 
website design and 

training staff in site 
maintenance  
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4.  Scouts 

and explorersô 
club "Blue 

Mountain"  
5.  The 
Association "In 

other way", 
school for 

adoptive parents  
6.  HDIO ï 
Croatian Society 

for Internist 
Oncology of the 

Croatian Medical 
Association  
7.  A capella 

Christmas street 
singers 

association  
8.   European 

Youth Parliament 
in Croatia   
9.   HVIDRA ï 

The association 
of Croatian 

homeland war 
invalids  
10.  DITS -  

Society of 
Engineers and 

Technicians in 
Samobor  

Table 4: SL pro jects at the Department of Information Sciences (4/4)  

 
 

2. Project Evaluation and the Service Learning Quadrant  
 
This study examined the quality of 40 SL projects using the Youth Service 

California's Service Learning Quadrant (2000), developed by the Center for 
Service Learning at Stanford University in California in the United States, which 

offers an effective metho d to distinguish the difference between high - level and 
low - level community service, as well as the difference between unrelated 
learning and integrated learning projects. The diagram contains two lines to 

create four quadrants. The horizontal line represen ts learning.  Unrelated learning 
on the left shows that there is no clear ongoing connection between SL projects 

and the knowledge, skill or value that the student acquired within the course, i.e. 
between community service and academic learning.  
 

In the quadrant on the right, related learning shows the close connection 
between useful community service and the goals of academic course.  
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Low service projects at the bottom of the vertical line represent projects that do 
not meet a real need as defined by the community. At the other end of the 

vertical line there is high service, i.e., the activity that is systematically 
organized and meets the real need as defined by the community.  

Figure 1 graphically shows the distribution of projects in the SL quadrant after 
completion of evaluation projects. After evaluation of each student project, title 
shortcuts in the quadrant signify identification  of project clusters in each 

quadrant. Clusters are labeled with letters A -D.  
 

 
 
 

 
 

 
 
 

 
 

 
 
 

 
 

 
 

 
 
 

  
 

 
 
 

 
 

 
 
 

 
 

 
 
Figure 1. The quality of integration of high service and academic learning in the 

study  of Information Sciences.  
 

Content of the projects in cluster A is directly related to the community need. In 
most of these projects, the students chose the project in consultation with the 
supervisor in the chosen NGO, school, library or museum. The teach er did not 

suggest any partner, NGO or topic. For instance, students of museology found 

Cluster B  

WZDZ V - VI      WZS I - V    

WZDZ I             WZSK  

WZDZ VIII - X 

 

High 

service  

Unrelated 

learning  

Low 

service  

 

Integrated 

learning  

 

Cluster A  

VIDS II  

MEDS I - IV  

EDR II - III  

IBP I - II  

 

Cluster C  

VIDS I  

VIDS III - V 

IBP III  

MEDS V  

WZF I - II  

WZP I  

WZS I - III  

WZDZ II - IV  

WZDZ VII  

 

 

 



61 
Actes de la 2

ème
 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

that their colleagues and friends visited museums poorly, but also that it is 
difficult to find funding for promotion of museums at the university in the form of 
poster s and brochures. Therefore, they designed an e -brochure with appealing 

design, freely accessible on the website of the Faculty for all students who want 
to discover the world of museums in Zagreb. Another project group consisted of 

students of museology an d information technology students with teacher 
orientation, who mutually designed a workbook for children to complete during a 
visit to the museum and art workshops to help them acquire knowledge in a 

museum.  
 

A group of information technology students wit h teaching orientation found that 
high school seniors need assistance in the preparation of the state graduation. 
During their studies, the students learned that the best way of knowledge 

repetition and self -assessment are multimedia computer applications.  Therefore, 
possessing the appropriate knowledge in the field of information technology, they  

designed a tool to assist graduates in preparing the state graduation exam. 
Another group of information technology students with teaching orientation 
found that  the graduates were generally not well and timely informed about the 

characteristics of the study they want to enroll. Therefore, they organized a web 
workshop and a cryptology workshop in order to help high school graduates find 

information on their futur e study on the Internet. This way, the students 
promoted their study and faculty. Finally, a group of students who chose to help 
the NGO ñFriends of Animalsò, designed an IT project which aimed to inform the 

citizens about the vegetarian products available  in our stores, encourage them to 
a healthier lifestyle using vegetarian recipes and to learning about healthy food 

in an interesting way: via interactive database and multimedia applications on a 
CD-ROM. The NGO promoted their products by distributing the  CD application for 

free at an event organized during the No Meat World Day.  
 
Each of these SL project groups met a real social need, applying the theoretical 

knowledge gained during their studies and acquiring new skills required for 
activities that they selected due to their interests.  

 
In cluster B the students also applied the knowledge gained during their studies 
for the design of SL projects. However, the choice of the projects was limited to 

website development and thereby the application of theoreti cal knowledge was 
reduced to a narrowly specified area. The scope of additional skills and 

knowledge gained through the project was considerably smaller than the 
knowledge and skills of the students in cluster A. The students of librarianship 
had the oppor tunity to provide instruction for school librarians on using and 

updating the web. Also, the students of information technology with teacher 
orientation designed the websites according to the needs and interests of school 

children and teachers, having an o pportunity to work in a school setting.  
 
Cluster C contains high -quality projects in which students applied a full range of 

knowledge acquired in college, deepened the knowledge and achieved interesting 
results, but they did not meet the social needs defin ed by SL: it was not an 

activity performed in a new environment that is challenging, where they could 
have faced unplanned problems and frustrations. These were exclusively the 
projects for students and teachers at the faculty, during which the students di d 
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not have to leave the faculty in any particular point in time, or participate in an 
unknown environment, which is an important component of the SL project.  
 

Cluster D contains projects which are characterized by high -quality community 
service that was no t well connected to learning objectives and goals of the study. 

In one project, the students have designed a workshop in English for children in 
the town library. Although the project was useful for children, it was associated 
with the objectives of the st udy of English language and literature, rather than 

information science and the only role of the library was to provide the activity 
space. If the students were to create a workshop for children that would make 

the inventory of the library closer to them, then it would be a good SL project 
that meets social needs and objectives of the study. In another project, the 
students were engaged in digitization of teaching material for a specific academic 

course and they integrated this material in the online versio n of the course. 
Although the project was useful for teachers of that particular course, the 

students' activity did not require a high level of linking of theoretical and 
empirical knowledge, i.e. the project did not represent a satisfactory intellectual 
challenge for the students to encourage them to further connect knowledge and 

concepts of the study . 
 

 

3.  Student Assessment in the Service Learning Course  
 
Assessment of learning through service learning is more complex than the 
standard assessment of oral  and written tests. Therefore, it was important for us 

to connect assessment of learning with the goals of the project in order to get a 
preview of the achieved results and expectations. For this reason, we included 

the students in the process of determini ng the evaluation criteria prior to the 
implementation of the project by analysing the project characteristics, evaluated 
by the students as ideal, at the very beginning of the term. We jointly defined 

assessment criteria on the basis of the description of  that ideal project.  
 

Assessment of quality and students' performance in community engagement is 
an important issue of project evaluation. For this purpose, we designed a tool for 
gathering information from the social partner ï initial and final interview 

conducted by the control team. Final evaluation of the social partners on the 
assessment of students' involvement in the project was based on:   

 
è Perception of the studentsô commitment 

è The level where the students met (or did not meet) the expectations (of  the 
teachers, social partners, their own)  

è Individual assessment of the quality of students' work (executing tasks, 

professional conduct with customers, independence in work, attitude to staff in 
an organization, self -awareness, efforts to acquire the nec essary skills and 

knowledge)  
è Did the project actually help the customers  

 

Other student responsibilities, each of which carries a part of the course grade 
are:  
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è Written application of the project (objectives, organization, type of project, 
division of work on the project, etc.)  
è Oral presentation of project plan, project goals and implementation plan of 

project tasks within the group  
è A written report on the project results  

è Oral presentation of the project results  
è Keeping a log file  
è Final resultsô assessment (if they exist)  

è (Self -)assessment of students within a teams on other team membersô 
engagement  

 
Since we encouraged the students to participate in discussion, in order to review 
their work and their effectiveness on the project and their impact on members of 

the community, one of the components of final grading was their critical review 
of projects. During the final grading, we constantly had in mind to evaluate 

students' ability to connect theoretical concepts of the course and study with the 
activities of the project (using the daily log file and evaluation of achieved 
objectives and results of the project). Besides evaluating individual students on 

the SL course, at the end of the academic year we evaluated the success of the 
entire course. Eva luation is the key to continued progress, and student self -

assessment can be of great help for future SL projects.  
 
The evaluation questionnaire consists of 20 yes/no questions, rounding up 

questions and open type questions and asks the students the follo wing:  
 

-  Sex  
 

-  if they dealt with volunteering prior to work on SL projects  
 
-  would they recommend the next generation of students to enrol in the course  

 
-  is 5 ECTS credits and schedule 1 hour lectures + 3 hours of seminars 

satisfactory  
 
-  if SL project work was a rewarding experience  

 
-  if they perfected some existing knowledge and/or skills  

 
-  if they adopted some new knowledge and/or skills   
 

-  if they would, now, after working on SL projects, deal with volunteering if this 
would be something to be valued in a work booklet  

 
-  which of the activities they find more appealing: volunteering unrelated to the 
course and studies (any major) or volunteering which is directly linked to courses 

and the study (any major)  
 

-  whether their community  SL experience was: more educational than the 
traditional seminar at the university, the same as traditional educational seminar 
at the university, or less educational than the traditional seminar at the 

university  
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-  to assess the overall quality of their c ommunity service learning experience (on 
a scale 1 -4, where 1 = poor, 4 = excellent)  

 
-  if they would recommend the organization they were dealing with to future 

students  
 
-  if they think that participation in a project of community service learning should 

be compulsory for all students at the Faculty  
 

-  on a scale 1 -5 (1 = strongly agree, 5 = strongly disagree) the students have to 
assess whether after the SL projects they:  
 

a)  better understand the needs and problems in the society in which they live  
b)  feel responsible for progress in the society  

c)  became aware of some personal bias after the project work  
d)  think that the social aspect of the course demonstrated how they can become 
involved in social activities  

e)  still plan to volunteer and assist the community  
 

-  on a scale 1 -5 (1 = strongly agree, 5 = strongly disagree) they have to assess 
whether after the SL projects they:  
 

a)  think they better adopted the content of the course and study through the 
concrete application of knowledge to real problems in society  

b)  refl ect on their future career and educational objectives  
c)  think that the idea of combining the course with the obligation of helping the 

society should be implemented in more courses at the Faculty  
d)  want to encourage other students to enrol in the SL course  
e)  th ink that their SL project was really useful for the society  

 
- what they find as most important in the experience of community service 

learning  
 
- to which of the following areas the project had a positive impact:  

 
a)  the future choice of courses  

b)  attitude towards  study and work after study  
c)  the relationship with the professor of the course  
d)  the decision to continue their studies after graduation  

e)  adoption of specific skills and knowledge  
f)  attitude toward community service learning projects  

g)  attitude towards faculty whe re SL projects are implemented  
h)  self -confidence  
i)    ability to work in teams and learn  

j)  insight into personal weaknesses and abilities  
k)  feeling of personal achievement  

l)  a sense of social responsibility or involvement in society  
m)  moral/ethical development  
n)  development of skills such as communication, problem solving, persistence  

o)  understanding social differences  



65 
Actes de la 2

ème
 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

p)  application of knowledge gained in the study  
q)  enrichment of knowledge gained in the study  
r)  the desire to help others  

s)  knowing the society they live in  
 

- suggestions and comments on the social organization which they cooperated 
with  
 

- evaluation of teachers and organizations in which they carried out a project on 
the scale 1 -5 (1 = strongly agree, 5 = strongly disagree)  

 
a)  kindness and availability of teachers and undergraduate assistants (e -mail, 
consultations, etc.)  

b)  kindness and support of mentors in the organization  
c)  adequate access to information and help with gathering materials  

d)  meaningful tasks and objectives of the project  
e)  recognition of personal  efforts and work  
 

Through this evaluation form we learned on studentsô SL experience. The 
questionnaire deals with all aspects of student involvement in the academic 

course and the community. We use a scale to measure performance, satisfaction 
and learni ng, clearly indicating the level of scale and providing space for 
comments, so that students could refer to results.  

 
Evaluation helps both students and teachers to see if the course objectives have 

been fulfilled. While evaluating their own experience, t he students enter the 
phase of active experimentation of Kolbôs cycle of learning. SL projects have to 

be evaluated from several perspectives: the success of each project evaluated by 
each team member, all students attending the SL course, the social partn er and 
the final user of the product or the service. Continuous cooperation between 

students, social partners and teachers is necessary in order to achieve the 
appropriate result and avoid negative evaluation reports.  

 
 

4. Conclusion  
 
Socially useful learn ing offers students a unique opportunity of recognizing the 

complexity of the concepts of academic courses and research issues. For us 
teachers, who are accustomed to the traditional system of evaluation and 

assessment, sometimes makes a problem to assess students' knowledge of the 
SL course. By traditional methods, we evaluate adoption of, basically theoretical 
knowledge. In addition to the adoption of theoretical knowledge, this course 

enabled the students to integrate the knowledge with experience. There fore, we 
can conclude the following: if traditional methods can be stretched enough to 

include this additional element, we can use them to evaluate students' 
knowledge of the SL course, but it is really important that by evaluation methods 
we are able to e mbrace the benefit that the students get by the integration of 

knowledge and experience.  
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Abstract  

Pedagogical reflection is the ability and need to learn, to understand oneôs own 

conditions, to compare tasks, deeds and achieved results in real pedagogical situations 

with the aim of control, evaluation, correction and development of oneôs pedagogical 

practice and communication.  The music teachersô involvement into the analysis of 

contradictions, giving them the opportunity to identify and choose the meaning of various 

pedagogical actions, approaches, conceptions is the starting points of the development 

music teachersô reflective and methodological culture, which expresses both their 

personality position and the reflective and creative side of their professional 

development.  

Key words: pedagogical reflection  -  reflective  activity  -  music teacher  -  critical  thinking  

-  teacherôs personality  -  the  process of acquiring a composition  -  self - regulation  

 
 
 

1.  Introduction  
 

At present the goal of educational process is not acquiring in ready knowledge; it 
is developing in a certain way of thinking, which provides gaining and producing 
the new knowledge (Lisle, 2006). The focus only on the development of skill s at 

the expense of thinking of teaching music can also be problematic in music 
teaching (Baldwin, 1980).  

 
The problem of reflection is many -sided and diverse: it has philosophical, 

psychological, pedagogical, methodological and other aspects (Adler, 1991;  
Stepanov 2000; Lefevr, 2003 etc.). Today we can see a striking contradiction: on 
the one hand, many teacher education programs focus on skill develop ment 

rather than the development of studentôs reflection; on the other hand, limiting 
preservice educatio n to practicing prescribed skills might inhibit the development 

of thoughtless practitioners who might later regard reflective thinking as beyond 
their roles or capabilities. A low level of reflection is often related to being 
unaware of difficulties in th e pedagogical activity both in the field of the study 

process projecting and in communication with the student (Davidova, 2000; 
Heikkila & Lonka, 2006).  

 
Within the process of reflection teachers can be allowed to confront their own 
practices and beliefs, share experiences and knowledge with colleagues, link 

music learning to societal and local needs and goals. In that way, teachers can 
make more informed judgements when teaching music (Lee, 1991). The 

importance of reflection is well recognized in both tea cher education and the 
teaching profession, teacher training and development programs fail to turn out 
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highly competent reflective practitioners. Teacher training and development 
programs simply are too short to provide learners with sufficient opportuniti es to 
master the reflection skills at a high level. Next to the lack of time in teacher 

training programs, the quality of reflection instruction can be brought forward as 
a failure factor for reflection skill learning. D. Boud and D. Walker (1998), for 

instance, mention the negative effects teacherôs misconception of reflection can 
have on acquiring the reflection skill. According to them, misconceptions on the 
nature of reflection can lead to instrumental or rule - following approaches to 

reflective activiti es.  
 

Aim of the study:  To investigate psychological and pedagogical aspects of the 
development of would -be music teacherôs pedagogical reflection. 
 

Methods of the study : analysis and comparison of the conceptions in 
psychology and pedagogy.  

 
 

2.  Pedagogic al reflection as a key of teacherôs professional 

development  
 
Reflection, defined as the mental process of (re)structuring experiences, existing 
knowledge, or insights (Korthagen & Wubbels, 1996), is currently a key concept 

in teacher training and developm ent. The ability to reflect is regarded essential 
for both the individual teacher and the teaching community at large. For the 

individual (aspirant) teacher it is strongly believed that elaborate and ongoing 
reflection on the learning process is important for initial skill learning and 
subsequent professional development (Schön, 1983; Berkey, Curtis, Minnick, 

Zietlow, Campbell & Kirchner, 1990; Adler, 1991; Barry, 1992; Kagan, 1992; 
Brookfield, 1995; Slastenin, 2005). For the teaching profession at large te achersô 

distinct reflection skills are considered key ingredients for inducing and guiding 
educational change and reform (Griffiths, 2000).  
 

While researchers of reflective practice emphasize starting with oneôs personal 
experiences, they also stress the i mportance of critical analysis and 

reformulation of that experience (Argyris, 1990; Mezirow, 1991; Burbules, 1993; 
Senge et al., 1994; Brookfield, 1995). While acknowledging the importance of 
experience, it is also important to recognize its potential for distortion. Typically, 

the terms reflective thinking, critical thinking, reflective judgment as well as 
critical reflection have each been used to define a way of thinking that accepts 

uncertainty and acknowledges dilemmas, while ascribing less significanc e to the 
role of self in the reflective process (Dewey, 1933, 1938; King & Kitchener, 
1994; Sparks -Langer & Colton, 1991; Zehm & Kottler, 1993).  

 
The type of learning, called ñtransformative learningò, represents a self-reflective 

process that occurs on s everal levels, but the creator of the theory of 
transformative learning, J.  Mezirow (Mezirov, 1978, 1991), coined the term 
ñtransformative learningò to refer to learning that is based on reflection and on 

the inter pretation of the experiences, ideas, and  assumptions gained through 
prior lear ning. This type of learning is rooted in the meaning -making process that 

is central to constructivism, where the environment provides support and 
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develops ability to dialogue and critically reflects on the material pr esented and 
on the self. Transformative learning is actually a complex series of interactions 
that is multidimensional.  

 
According to P.  Cranton, the theory of transformative learning by J.  Mezirow has 

evolved ñinto a comprehensive and complex description of how learners 
construe, validate, and reformulate the meaning of their experienceò (Cranton, 
1994, 22). Changing their ñmeaning schemes (specific beliefs, attitudes, and 

emotional reactions)ò, learners must engage in critical reflection on their expe-
rie nces, which in turn leads to a perspective transformation (Mezirow, 1991, 

167), which is the process of becoming critically aware of how and why our 
assumptions have come to constrain the way we perceive, understand, and feel 
about our world, changing thes e structures of habitual expectation to make 

possible a more inclusive, discriminating, and integrating perspective; and, 
finally, making choices or otherwise acting upon these new understandings. 

J. Mezirow (Mezirow, 1995) suggests that transformative lea rning happens 
through a series of phases that begin with the disorienting dil emma.  
 

Pedagogical reflection is the ability and need to learn, to understand oneôs own 
conditions, to compare tasks, deeds and achieved results in real pedagogical 

situations wit h the aim of control, evaluation, correction and development of 
oneôs pedagogical practice and communication.  
 

 

3.  Developing music teacherôs reflective activity 
 
The route to becoming a reflective practitioner is plagued by incremental 

fluctuations of ir regular progress, often marked by two steps forward and one 
step backward. There are necessary and predictable stages in the emotional and 
cognitive rhythm of becoming critically reflective (Keane, 1987; Usher & Bryant, 

1989; Berkey et al., 1990).  
 

Reflect ion involves understanding oneôs own process of learning. It entails 
experiencing understanding of oneself as a learner in a variety of contexts. By 
organizing, monitoring, and evaluating oneôs learning someone can derive a 

renewed state of understanding a bout oneôs performance (Schºn, 1983). 
Moreover, reflection is an active, intentional, and purposeful process of 

exploration, discovery, and learning, which is embedded within social interaction. 
Interactivity is an important condition for gaining multiple perspectives on 

learning and receiving feedback on oneôs own performance and understanding.  
Multiple perspectives on student performances can be provided by teachers by 
means of expert modeling. However, these perspectives can also be presented to 

the lea rner or commented upon by fellow students.  
 

A motley collection of tools exists for supporting reflection (Bennamar, 2004). 
The most popular tools, e.g. portfolios and journals or logbooks, focus on 
externalizing and capturing reflective thinking. By committing reflective thinking 

to paper or comput er, it is possible to step out of the (learning) process and 
allocate time for observing and evaluating preceding performance and learning. 

Tools such as portfolios and journals are therefore particularly useful for 
supporting reflection on  action, which w as defined as ñthe active process of 
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making sense of past experiences for the purpose of orienting oneself for current 
and/or future thought and actionò (Schºn, 1983, 91).  
 

Ideally this is a spiral process that includes alternating stages of acting, learning 
from the actions, and improving the action. Korthagen (1999; 2001) introduced 

a five -phase spiral model that describes the reflection on  action process. It 
includes a)  action, b)  looking back on the action, c)  awareness of essential 
aspects, d)  creating alternative methods of actions, and e) trail, which is the 

action phase of a new reflection cycle.  
 

Spiral reflection is regarded a basic form of reflection on  action and has been 
extensively used for reflective practice (learning) in teacher education 
(Bennamar, 2004). Reflection on  action contrasts with reflection in  action, which 

means that the learner manages the process of learning on - line while it is taking 
place, and  constantly adjusting and changing it as new information is assimilated 

(Schön, 1983).  
 
The D. Kolb model, which is based on the Experiential Learning Theory  (ELT), 

outlines two related approaches toward grasping experience: concrete 
experience and abstrac t conceptualization, as well as two related approaches 

toward transforming experience: reflective observation and active 
experimentation (Kolb, 1984). According to D.  Kolbôs model, the ideal learning 
process engages all four of these modes in response to s ituational demands. In 

order for learning to be effective, all four of these approaches must be 
incorporated. As individuals attempt to use all four approaches, however, they 

tend to develop strengths in one experience -grasping approach and one 
experience - transforming approach. The resulting learning styles are 

combinations of the individualôs preferred approaches. These learning styles are 
as follows: converger, diverger, assimilator, and accommodator.  
 

Convergers are characterized by abstract conceptualiz ation and active 
experimentation. They are good at making practical applications of ideas and 

using deductive reasoning to solve problems. Divergers tend toward concrete 
experience and reflective observation. They are imaginative and are good at 
coming up with ideas and seeing things from different perspectives. Assimilators 

are characterized by abstract conceptualization and reflective observation. They 
are capable of creating theoretical models by means of inductive reasoning. 

Accommodators use concrete e xperience and active experimentation. They are 
good at actively engaging with the world and actually doing things instead of 
merely reading about and studying them.  

 
D.  Kolbôs model gave rise to the learning style inventory, an assessment method 

used to de termine an individual's learning style. An individual may exhibit a 
preference for one of the four styles ï accommodating, converging, diverging 
and assimilating ï depending on his approach to learning via the experiential 

learning theory model.  
 

G. Gibbs (1988) described a reflective cycle that is often used by education 
practitioners: description, feelings, evaluation, analysis, conclusion, action plan.  
Using G.  Gibbsô model in music teacherôs practice is very straightforward. First, 

music teacher chooses  your own ócritical incidentô. This can be any event that 
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he/she feels shows a development need or that teacher struggled to deal with 
effectively. Using this incident to follow the six stages of the G.  Gibbs cycle, 
teacher can follow it through and captur e his/her thoughts (this also allows 

teacher to refer back to it at a later date).  
 

 

4.  The development of a studentôs reflective activity in the process 

of acquiring a composition  
 
The complicated process of the formation the performing conception, starti ng 

from its emergence in the consciousness (as a general emotional perception of 
music) to the formation of concrete bright and generalized images of a 

composition, requires from a performer an intense activity, during which 
knowledge is used and perfected , individual techniques and methods of work are 

enriched, the ability of analytical activity is developed. All this leads to practical 
findings. This voluminous and multi - faceted creative act is entirely the reflection 
of creative and functional abilities of a performerôs inner-hearing sphere. This act 

is based on the activization of this sphere, and besides the ability to anticipate 
the logical sequence of sounds, comprises also components belonging purely to 

the performance aspect, such as displaying init iative at interpreting the 
ideological and imagery content of a composition and ability to avoid using 
hearing clichés in the performance conception of this composition.  

 
In the result of a subjective evaluation of the artistic and imagery content of a 

composition, by letting it through the prism of his/her mind, a performer 
transforms and stresses various facets of this image in accordance with his/her 
own musical and hearing conception about the logic of the development of its 

artistic content. The sound  image which emerges in the imagination of a 
performer bears an imprint of his/her individuality. The performerôs attitude 

towards the outside world, his/her temperament, peculiarities of his/her thinking 
are reflected in the dynamism of the musical image created by him/her, in the 
emotional saturation of the image and also in his/her choice of expressive means 

and techniques of interpretation. A performerôs interpretation of the composition 
is full of intonational and colourful findings which reflect his/h er individual 

musical thinking and are the transformations of the qualities of his/her inner 
hearing experience, but they also exhibit a subjective emotional attitude.  
 

At revealing the imagery pattern of the composition by using those expressive 
means tha t are most appealing to his/her artistic individuality, the performer 

endows the musical image with features characteristic of his/her own inner 
feelings and relies on his/her own subjective musical -auditory conceptions. To 
put it differently, at being tra nsformed in the performerôs mind, the musical 

image acquires new qualities which are characteristic of the creative manner of 
this concrete performer.  

 
The skill to be constantly aware of external and internal hearing information 
contributes to creating a situation when in the process of musical ï performing 

activity not a single movement is performed without the hearing control. This 
leads to ensuring the effectiveness of movements in playing and relieves physical 

and muscular tension that hinders the repr oduction of a mental sound picture. It 
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also adjusts the subconscious level of audio -motor links, the so called 
performerôs ñhand that can hear ò. Such reflection leads to a complex experience 
of the unity and integrity of audio - , motor -  and mental processes , which allows 

the performer to freely use his/her motor apparatus for revealing the emotional 
and imagery content of music.  

 
Thus, the rise in the level of reflection (i.  e. the increase in the scope of 
information in all its modalities) leads to the musicianôs better command of 

his/her motor apparatus and its coordination with hearing representations. If the 
level of reflection is high, the situation that the performer might lose the 

orientation in the text during the performance (fear before the perf ormance is a 
constant performersô problem) is practically impossible, because the musician is 
guided by an integrated picture of a performance and, if something goes wrong 

with one of modalities, the control over the whole situation is not lost. Besides, 
the skill to be always aware of oneôs own emotional states in extreme situations 

of performing at a concert allows to control oneself and to focus the attention on 
elements of positive and constructive orientation, grounded on the feeling of 
confidence and freedom, rather than on trying to resist fear and cope with the 

anxiety.  
 

The construct of self - regulation refers to the degree, to which individuals are 
metacognitively, motivationally and behaviourally active participants in their own 
learning (Zimmerman, 1994, 2001). The centre of self - regulated learning is 

strategy selection, monitoring and revision (Borkowski & Mutuukrisiina, 1992). 
Learning strategies are generally conceived of as deliberate or purposeful 

processes, originally consciously ap plied, but normally undergoing automation as 
a result of development and practice (Schneider & Weinert, 1990). If we view 

learning and study strategies as activities aimed at achieving a particular goal 
(Weinstein & Mayer, 1986), no single learning strateg y will work equally well for 
all students, and few, if any, strategies will work optimally on all tasks. The 

effectiveness of a strategy will be prone to change as a skill develops 
(Zimmerman, 1998). Several studies have illustrated the individual diversit y in 

the way advanced students and musicians learn during practice (Chaffin & 
Imreh, 1997; Nielsen, 1997, 1999a, 1999b; Hallam, 1992, 2001b).  
 

Motivation and self - regulation are important dimensions of music practice 
(McPherson & Renwick, 2000; Nielsen, 19 99a, b, 2001; McPherson & 

Zimmerman, 2002). The self - regulatory methods that a student engages in 
during solitary practice are a prime determinant of effectiveness (Schunk & 
Zimmerman, 1998). No single learning strategy will work equally well for all 

stude nts, and few, if any strategies will work optimally on all tasks. The 
effectiveness of a strategy will even change as a skill develops. As a result of 

these changing interpersonal, contextual and intrapersonal conditions, self -
regulated learners must engag e in cyclical activity (Zimmerman, 1998, 2000). In 
Zimmermanôs conception, self-regulation is not seen as a fixed characteristic, but 

rather as a set of context -specific methods that students select from in order to 
accomplish a task (Zimmerman, 1994, 1998 , 2000, 2001). To understand these 

methods of self - regulation, it is necessary to examine whether the students 
decided upon specific outcomes of learning for each learning period, whether 
they sought out opportunities to evaluate their learning efforts, an d which 

criteria they used to evaluate themselves.  
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According S. Hallam, metacognitive strategies are concerned with the planning, 
monitoring and evaluation of learning. They are crucial to all aspects of 

practicing, and can be considered at the level of a  particular task or in relation to 
the more global concerns of the musician to maintain or improve the standard of 

their playing. In both cases, knowledge of personal strengths and weaknesses, 
the nature of the task to be completed, possible strategies and  the nature of the 
learning out come are important. There are considerable differences between 

beginners, novices and experts in their knowledge and deployment of different 
practicing and self - regulating strategies (Hallam, 2001a, 2001b; Pitts et al., 

2000 ), as well as individual differences among musicians and novices at the 
same level of competence (Nielsen, 1997, 1999a, 1999b, 2001).  
 

 

5 . Conclusions  
 
1.  Reflection is one of the mechanisms, which allows the music teacher to be a 

strategist in profession al practice. Its importance is firstly out to the fact that in 
the process of reflecting the factors of music -pedagogical reality, there appears 
and gets created the individual personal -professional concept, as well as the 

system of moral -professional aims , norms, requirements, principles and values. 
Typically, the terms reflective thinking, critical thinking, reflective judgment as 

well as critical reflection have each been used to define a way of thinking that 
accepts uncertainty and acknowledges dilemmas , while ascribing less significance 
to the role of self in the reflective process.  

 
2.  Reflective processes in the music teacherôs practice can be seen in the 

following directions:  
 
¶ in the attempt of understanding and purposeful regulation of thoughts, 

feelings and deeds of the student;  
 

¶ in the process of projecting the studentôs practice; 
 
¶ in the process of reflective analysis and self - regulation;  

 
¶ in the process of stimulating the studentôs own reflective activity. 

 
3.  In the process of music teacherôs training it is necessary to create such 

situations, which would focus on the reflective position, would form positive self -
perception, and would stimulate the processes of self -assertion. The following 
aspects can be pointed out in the music teacherôs reflective practice:  

 
¶ the interest in a problem of music pedagogy;  

 
¶ finding, judgments and evaluation of the contradictions underlying the 
problem;  

 
¶ looking for the reasons and possible variants of solving it, comparing the 

content of the music -pedagogical tas k with oneôs own individual, personal and 
professional experience, as well as with the experience of other music teachers;  
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¶ implementation of practical, logical -constructive activities, which provides 
him/her with successful solution of music -pedagogical t asks;  

 
¶ generalizing the evaluation of all the previous stages of reflective practice of 

the music teacher, which leads to its enrichment and raises it on the meta - level.  
 

In this context the main logical direction is: from broad, generalized judgements 

abo ut the ways of solving difficulties (i.e. judgement of music -pedagogical 
problems) to the concrete ways of resolving contradictions.  
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Abstract  

Are schools of public administration preparing students for the moral and ethical 

problems they will encounter in government settings?  To address this question, this 

paper examines the selection process of ethics instructors including considerations of 

qu alifications, textbook selection, school from which course is taught (political science, 

business, public administration) and implications for teaching methodology. Major 

references for this theme can be found in works of Terry Cooper, John Worthley, Barba ra 

Grumet, Christina Sommer, Richard Rorty, Frank Marini and Allen Bloom. The 

methodology used to collect data for this paper was a random sample survey of 

university chairs and a literature review. The end product is an analysis of the survey and 

literatu re synthesized into an integrated summary/ conclusions. The research shows the 

selection of ethics instructors and resulting teaching methodology is arbitrary leading to 

programs of study that donôt  prepare students to address workplace moral and ethical 

dilemmas they encounter.         

Keywords:   ethics  ï pedagogy  ï philosophy  -  teacher qualifications  

 

 
 

1. Introduction  
 
Ethically speaking, American public administration can be described as being in a 

state of crisis. Scandals, examples of immorality and corruption in government 
abound throughout the nation.   The consistency of reports on such behavior is 

suggestive of so me sort of malignancy.   ñIt is as if a virus has afflicted the 
behaviors of public officials and the civil servants who should be there to serve 
the public good.  From an epidemiological perspective, it is almost as if a 

contagion of the mind has inflicte d the psyche of government officials é 
(Mitchell, 2009).ò  

 
In the U.S. schools of public administration have the responsibility of teaching 
ethics to a variety of individuals in the public arena.  The question in this paper is 

to what extent are schools o f public administration addressing this problem. This 
paper looks at the teaching methodologies and selection process of ethics 

instructors as a source of the problem.   
 
In the U.S., for comparative purposes, schools of business administration have 

debate d the topic of who teaches business ethics and whether those selected are 
the best or even capable of teaching ethics.  The business literature reflects this 

concern as well as the educational techniques employed.  As concerns for both 

mailto:Cmitchell19705@Troy.edu
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areas are similar an d because the literature overlaps, some discussion of both 
will be addressed in this paper.  
      

 

2.    Literature Review  
 
 

2.1. A call for Philosophical Training  
                                                             
Bruce Maxwell (2008) writes that in early American colleges ethics was 

considered the most important subject.   It was considered ñindispensible to the 
aims of a traditional liberal education; the development of capacities of rational 

reflection, the acqui sition of a broad understanding of the world and oneôs place 
in ité.(Maxwell, p. 169).ò  As indication of its importance, teaching ethics was 
reserved for the college president.    

 
Unfortunately, as Maxwell (2008) reveals, ethics teaching suffered a serio us 

decline during the mid - twentieth century and has only resurfaced as a serious 
topic during the past 30 years (p. 170).   In the United States, political scandals 
involving the office of the president such as in ñWatergate,ò the Iran-Contra 

Scandal,  imp eachment proceedings of President Clinton and the Abu -Ghraib 
incident in Iraq prompted renewed interest in ethics training in the public sector 

(Shafritz, et al., 2009; Stillman, 2010).   
 
In the private sector, the collapse of giants such as Enron, WorldC om, Tyco and 

recently the need to ñbail outò AIG Insurance, Goldman Sachs Group, JPMorgan 
Chase and others due to unethical business practices has prompted a renewed 

interest in ethics training.  Both the private and the public sectors evidence a 
failure i n the area of ethical decision making.   
 

E. R. Klein (1998) writes that ñin schools of business ethics, the question of why? 
when?, how?, where?, and in what way business ethics should be taught in the 

business ethics classroom inundate the scholarly lite rature. ò  Yet, no consensus 
has been reached in this area of teaching methodology and in fact, the practical 
value of teaching such a course is challenged.   

 
Schools of public administration suffer the same problem. The public 

administration literature i s replete with discussions of teaching ethics. Yet, the 
question of teacher competency is conspicuously absent.  Importantly, as Klein 

intimates about the teaching of business ethics, there are those in public 
administration who o question the efficacy of teaching ethics.  A review of the 
literature from both schools underscores the nature of the problem with teaching 

ethics.  
    

It is from the writings of E.R. Klein that the idea of the qualification of ethics 
instructors is salient.  He would argue that in order to teach ethics to students of 
higher education, one must be like him, an expert in ethics.   

 
In consideration of his argument, consider the trust we place on individuals in 

our society who are experts. As Klein cites, for any of a variety of nee ds, we as a 
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society consult with experts; e.g., physicians, attorneys, CPAs, etc.  Why then do 
we not take this same approach in the teaching of ethics?   
 

In academia, Ph.D.s  are hired and teach according to expertise.  Ph.D.s in art  
do not teach Englis h literature.  Ph.D.s in mathematics do not teach psychology 

or history.  Individuals in academia are experts in their respective areas and it is 
from  this perspective that universities hire academic faculties; i.e., Ph.D.s are 
hired for their expertise in  a specific area of knowledge.   

 
To give a simple example of why Klein (2009) feels that a philosopher should 

teach ethics he said that one need go no further than to ask any member of a 
business faculty to talk about the problem of ethical relativism in their classroom 
(p. 566) Klein said that his colleagues donôt have a clue as to what to say and 

this constitutes pedagogical malpractice (p. 566).  They lack the academic 
knowledge to address the topic.  

 
Hetzner and Schmidt (1986) argue that in order to te ach ethics, one must 
include a curriculum ñfor familiarizing students with a full-range of moral and 

political philosophical literature from which they can garner the substantive and 
methodological guidance necessary to sorting out good reasons for their 

administrative actions and public policy (p. 450).ò  The authors claim that this 
approach allows for the study of an array of substantive moral philosophical 
theories.  This method, they claim, encourages the kind of reasoning required of 

administrators to make ethical decisions. Hetzner and Schmidt suggest that 
many of the ethical dilemmas faced by public administrators are basic questions 

of moral and political philosophy and thus, they contend that students need 
training in the moral and political philoso phical literature.    

 
The question in considering Het zner and Schmidtôs comments is who would teach 
ethics in this manner? The typical public administration professor, it is surmised , 

has  expertise in some area of public administration such as public poli cy,  
research methodology, public personnel administration, public budgeting or 

administrative law.  Most do not have the kind of necessary training in ethics as 
suggested by Hetzner and Schmidt.   
 

Allan Bloom (1987), a University of Chicago professor and  philosopher argued in 
his best seller, òThe Closing of the American Mind,ò that students who attended 

his classes were devoid of knowledge regarding ethics that comes from reading 
classic literature.  Bloom argues that this is part of the problem in the 
educational system in America.  Too little is being taught in the curriculum that 

deals with great writers such as Immanuel Kant, Frederick Nietzsche and others 
whose works are concerned with questions of moral values and questions of what 

constitutes good and alternatively, evil (Mitchell, 1999, p 28).   
 
Morals, according to the students of Bloomôs experience, are relevant to the 

situation at hand. There exists no a priori notion of what is good, right and just 
for comparison to what is unethical, immoral, and perhaps illegal (Mitchell, 1999,  

p. 28). From this premise, comes Bloo môs argument that teaching the seminal 
classics is needed.  Allen Bloom was a professor and political philosopher trained 
in classical literature.     
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Christina H. Sommer (1998) supports Bloomôs idea that there is a problem in the 
educational system that  makes for the lack of morality and ethical malaise found 
in western society.  She too suggests that what we need to do is to ñbring back 

the great books and the great ideas, and to teach our young people to 
understand, respect and protect the institutions  that protect us and preserve our 

free and democratic society (p. 1).ò  Sommer says that the last decades of the 
twentieth century, ñhave seen a steady erosion of knowledge and a steady 
increase in moral relativism (p. 1).ò  Partly, she claims, this has come as a result 

of teachers who believe it wrong to ñindoctrinateò students in our own culture 
and moral tradition.   

 
Sommer urges a return to the readings of seminal classics like Aristotleôs Ethics, 
Shakespeareôs King Lear, the Koran, and the political ideas of Madison, Jefferson 

and Lincoln, to name a few.  It is through such exposure that students can 
understand concepts of morality, and what constitutes good, evil and ethically 

correct behavior.  She asserts that the youth of today have seemingly digre ssed 
to the point that they often exhibit the moral philosophy of sociopaths.  They 
cannot distinguish right from wrong, good from evil or they seem to believe it is 

all relative.  Sommer suggests the need to pursue a philosophical approach to 
teaching eth ics to students in Americaôs classrooms.   

 
There are others who propose that ethics be taught with the help of liberal arts 
curriculum and literature.  Yoder and Denhardt (2001) cite H.T. Edmondson, III 

who says ñThe liberal arts are ableéto provide life experience vicariously.   
 

Hypothetical case studies attempt to do this, of course, but the experience they 
provide often reduces the involvement of the student intellect (p. 69)ò    

 
The work of two other authors cited by Yoder and Denhardt notes that the  
inclusion of literature would help teach ethics to students of higher learning.  For 

example, W. Richardson and S. Adkins state:  
 

ñProperly presented, the dramatic interplay within appropriate works of fiction 
can intrigue and immerse students in ways tha t surpass almost all other 
approaches.  In the special case of administrative ethics, there are works that 

allow for a fulsome exploration of such topics as honor, character, law, 
administrative discretion, codes, political power, and even the role that mo re 

base parts of human nature (such passions as envy, anger and hate) may 
inevitably play in various types of rule.ò  (p. 69)        

 

Frank Marini (1992) claims, for example, that public administrators can learn a 
lot from studying Sophocleôs Antigone.  Antigone is one of those Greek plays that 

is described as a fruitful source of opportunities to reflect upon the ethical 
challenges facing modern public administrators.  Antigone, like others of the 
same ilk, allows one to see ñethical questions affected by passion, emotion, 

personality differences, loyalty, and consideration of family and friendship 
(Marini, p. 425).ò    This play, Marini argues, offers opportunities to reflect upon 

the role of democratic values in ethics and to reflect on conscience from a variety 
of vantage points (p. 425). The point being made is that literature of a 
philosophical nature such as Sophoclesô Antigone is an ideal teaching tool.    
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To be sure, there are those who would disagree with the perspective that a 
philosophical approa ch to teaching ethics should be used as an appropriate 
teaching methodology.  And, are todayôs educators sufficiently trained to teach 

from this sort of philosophical perspective?     
 

 
2.2.  Training in Philosophy Not Needed  
 

Robert Kunzman (2006) speaks to teachersô ability to develop the capacity for 
ethical dialogue.   He argues that teachers do not need ñextensive, detailed 

training in philosophical ethics or religious studies (p. 129).ò    From his 
perspective, teachers me rely need to develop an understanding of how ethical 
dialogue contributes to broader education ends.   

 
Kunzmanôs ideas relate to public school teachers but his concept can be readily 

applied to college students.  What he proposes is that the teacher serve s as a 
facilitator of ethical discussion in the classroom.  Kunzman suggests that the 
instructor must maintain his/her neutrality and not impose their values on 

students. Understandably, this may be appropriate in the public schools. 
However, at the colleg iate level, there are those who argue that the teacher by 

his/her status influences the values of students.  The teacher in his/her role must 
stimulate the student, teach skills, correct errors in reasoning and discuss how 
others in the field think about i ssues discussed (Dalton S. Lee and Susan C. 

Paddock,1992).   
 

Kunzmanôs perspective on the need for special training in ethics is echoed in the 
work of Richard Rorty (2005).  Rorty writes that no special philosophical training 

is required.   Rorty, a philo sophy professor, argues that ñphilosophy is as 
relevant as lots of other academic disciplines to applied ethics, and perhaps a 
little more than most, but not much more. (p 378).ò    Rorty believes the person 

who would teach applied ethics needs to be creat ively imaginative -  one who can 
use that imaginative ability to bring about change in each studentôs environment 

by teaching toward whatever greater good may be possible in their respective 
milieu.  
 

The research efforts of Worthley and Grumet (1983) are of  import in this study.   
To begin, Worthley and Grumet suggest that their low response rate of 43% in 

their study may have been a factor of the ñgeneral state of ambivalence and 
confusion concerning ethics training é [and] a reluctance on the part of many 
schools to indicate that they are not teaching ethics, in spite of the clear 

ómandatesô for doing so that are found in NASPAA and ASPA [American Society 
for Public Administration] guidelines.ò  Rather than admit non-compliance to 

guidelines by sanctioning bodies, many potential respondents chose not to 
participate in this study. This author believes the small response rate in the 
current study was driven by similar factors.   

 
Worthley and Grumet addressed the difficulty of teaching ethics in public 

adminis tration and by the title of their article (Ethics and Public Administration: 
Teaching What Canôt be Taught) suggest that it canôt be taught.  However, the 
authors developed a teaching methodology for ethics which is based on the view 

that ethics study must  entail an analysis of the use of power by administrators  
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(p.58).  The authors believe their approach to teaching ethics is more successful 
than other methodologies to include:  case studies; codes of conduct/codes of 
ethics; legal control over behaviors,  or analyzing works of the philosophers such 

as Plato, Aristotle, Mills, or Kant.   
 

Conducted some twenty -seven years ago, the work of Worthley and Grumet 
found no uniformity as to what should be taught or how it can best be presented.   
With their limite d responses, the authors found most schools offered  ethics 

courses as a formal part of the curriculum but not as a requirement.   Their 
research revealed a lack of clarity as to what constituted ethics and how the 

subject should be approached.  Most schoo ls used lecture -discussion and 
seminars as an appropriate format to teaching ethics.    
  

 It is from the perspective of the foregoing literature that one surmises that part 
of the problem with ethics training in the USA is that there exists no consensus 

of what is needed and what is the correct approach to teaching ethics.  This 
reflects the thinking previously espoused by Klein (1998) of how and in what way 
ethics should be taught.      

 
 

3.  Study Design and Methodology  
 

This study looks at the selection process of ethic instructors at graduates schools 
of public administration associated with the National Association of Schools of 
Public Affairs and Administration (NASPAA), a U.S. based accrediting body for 

member schools . The aim of this research is to determine the selection process 
and the quality of instructors selected to teach ethics in Public Administration 

programs.    
 
Data was generated from schools selected through a systemic random sample of 

accredited programs of study listed by NASPAA in the October 2008 edition of 
the Public Administration Times. Systematic sampling, or interval sampling, is a 

procedure in which th ere is a gap, or interval, between each selection.  The data 
was selected using intervals of two until the entire population was exhausted. 
This approach yielded a sample of 76 programs.   

  
The characteristics of schools varied.  Virtually all institution s were public and 

were geographically dispersed across 32 states and the District of Columbia.  
Participants were college and university department chairs.   A pre -survey letter 

was sent prior to the actual survey as notice of the impending research.  An e -
mail was sent to non - responsive professors.  Only 46 percent chose to 
participate in the survey.  

 
The small response rate in this study does not lend itself to a broad 

generalization of NASPPA accredited schools of public administration.  The author 
surm ises, as  noted in the Worthley and Grumet (1983) study,  that there may 
still be a ñgeneral state of ambivalence and confusion concerning ethics training 

é.ò Thus, the generalizability of this study is limited based on the small response 
size of 46 percen t.  
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4.  Findings  
 

The questionnaire in the survey contained 24 questions regarding the state of 
ethics teaching in accredited schools of public administration in the U.S.   
  

Thirty - two (91%) respondents indicated that their program includes a standalone 
course in ethics of which eleven (31%) institutions indicated that their course is 

required for all students.  Most respondents (69%) indicated that ethics is not a 
required course but one of several options allowed students in their programs.  
All thirty - five respondents indicated their course was taught in their department 

as opposed to a school of business or political science.  Furthermore, thirty - three 
(92%) of all respondents indicated that ethics is included in course objectives 

across the curriculum.    
 
All respondents indicated that their textbooks were selected to address ethical 

issues concerned with public sector ethics/morality issues.  Instructors teaching 
the course select the textbook.   

  
The most prevalent teaching methodology identified in the response group 
included use of the following in preferential order:  case studies; small/large 

group discussions; lectures; decision making scenarios; combination of case 
studies, lectures and classical readings, studies of codes of ethics, research 

papers; reading  literary classics.   
 
 Fourteen (40%) respondents indicated that literary classics were used as 

teaching tools in ethics class among other options.  Of those responding 
negatively to the use of literary classics, the response was that it was  the 

instructorôs prerogative to not use literary classics.    
 
Virtually all respondents (80%) articulated that their ethics instructors were 

selected based on expertise. Academic training and relevant work experience 
were the primary criteria used in mak ing a decision of oneôs ability to teach 

ethics.  Other considerations included research interest, availability of instructors 
and instructorôs request.  
 

The questionnaire asked for the educational background and status of the 
faculty.   Twenty -six (74%) indicated possession of a Ph.D., 5 (15%) had 

masters degrees and 3 (9%) had law degrees.  Twenty (59%) instructors were 
full - time faculty members while 14 (40%) indicated they were adjuncts.    

     
Twenty - three (66%) respondents indicated that their ethic s instructors had 
formal training in the philosophy of ethics and 27 (77%) felt formal training in 

the philosophy of ethics was relevant to the teaching of ethics in modern society.   
This response is in contrast to majority responses that use of a philoso phical 

orientation to teaching is marginally used.  
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5. Discussion and Conclusions  
  

From the data gathered in this study as well as information from the literature 
review, most schools of public administration rely on teaching ethics from a case 
study approach or a number of other traditional approaches to include, 

small/large group discu ssions, lectures, some combination of the preceding 
approaches and minimal use of literary classics.  While respondents indicate that 

their ethics instructors have training in the philosophy of ethics and believe 
formal training in the philosophy of ethics  is relevant to the teaching of ethics in 
modern society, teaching ethics using classic literature is modestly used in most 

programs.     
 

Suggestions offered by Frank Marini that the field should teach ethics  using 
Sophoclesô Antigone would be a rare occurrence.   Instructors tended to find  
literature such as Antigone and other similar works unsuitable as teaching 

material.      
 

Twenty -eight respondents in the survey believe their programs   appropriately 
address the problems of ethics and morality issu es in the public sector.   The 
perceptions seem to be that given the uniqueness of the public sector, schools of 

public administration are doing well in addressing public sector ethics and 
morality issues.    

  
The limited research responses suggest that t he field has not come far from 
research efforts conducted over twenty years ago.  While there is an effort to 

teach ethics out of a single department with dedicated faculty, this approach is 
much of what has been the standard over several decades.  In many  schools 

there is no ethics course requirement and often it is an elective course.       
 
Assuming that a more philosophical approach to teaching ethics would enhance 

what is being taught, Ph.D.s with relevant training are teaching ethics courses; 
however,   responses indicate that their approach to teaching ethics follow 

traditional rather than philosophical methodologies.    
 
If the experiences and recommendation of authors such as Bloom, Sommer, 

Hetzner, Schmidt, and others are given credence, schools of public 
administration are doing little to inculcate students with higher order ideals of 

ethical and moral concepts as found in more philosophical approaches to 
teaching ethics.   The field, as with business schools, is still adrift relative to 

finding con sistent approaches to teaching ethics.   
  
Ethics instructors are selected based on a variety of reasons including research 

interest, availability and/or experience in the area.  Most instructors selected for 
ethics courses have the training necessary to t each in the areas in a substantive 

fashion but few venture far from standard approaches such as the use of case 
studies, lectures and small/large group discussions of ethical issues. Such 
approaches have been in use for decades but there is little indicati on these 

approaches are viably addressing issues of ethics and morality in the public 
arena.    
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To be sure, the response rate of this study does not lend itself to significant 
conclusions about the state of ethics instruction in schools of public 
admi nistration.  

 
The limited information here suggest that ethics training in schools of public 

administration has not yet reached a level of substantive viability which would 
lend  itself to being  a requirement as perhaps budgeting HRM or public policy 
analy sis.  The selection process of those who teach ethics and their teaching 

methodology reflects this fact.   
 

Until ethics courses reach the level of being part of a required curriculum as 
other areas of study, it will continue to linger in a netherworld of marginality 
lacking in universal understanding and  acceptance  and relegated to the back 

burner by all in the field.   In the interim, the public sector will continue to 
exhibit unusually high levels of corruption, immorality and ethical malaise 

without i ntervention by the institutions which have a responsibility in the area.     
 
Note  
1   NASPAA is an acronym for the National Association of Schools of Public Affairs    
  and Administration, a U.S. based accrediting body for member schools.  
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Abstract  

This study investigated the consequences of simultaneously reading and listening when 

learning English as a foreign language. During acquisition, native Arabic -speaking 

students were either exposed to written English only (single modality) or written and 

spoken English (dual modality). The findings indicated that participants exposed to 

reading alone performed better on listening tests than participants exposed to the read 

and listen condition despite the reading alone participants having had less experienc e 

with listening than the participants exposed to reading and listening. The results suggest 

that at least some categories of learners will enhance their listening skills by reading only 

rather than by reading and listening.  

Keywords: Cognitive load theor y ï reading  ï listening.   

 

 
 

1.  Introduction  
 
Cognitive load theory has helped develop various instructional procedures and 

identified a number of phenomena, which interfere with learning, such as the 
split attention effect (see Ayres & Sweller, 2005) and the redundancy effect - to 

name a few.  The redu ndancy effect has been demonstrated in a variety of 
studies (e.g. Sweller & Chandler 1994; Kalyuga, Chandler & Sweller 2000) and is 
particularly relevant to this study.  Redundancy occurs when multiple sources of 

information are presented to the learner, c ontaining repeated information 
(Sweller, 1999).   For example presenting text and a diagram, which depicts the 

same information, causes a redundancy effect, if the learner can learn from 
either format alone.  Similarly, the same effect can be induced by si multaneous 
audio and visual presentations.  In a redundant scenario the learnerôs working 

memory resources can be taken up by trying to unnecessarily integrate the two 
sources of information.  

 
The redundancy effect is particularly relevant to learning a l anguage, including 

learning English as a foreign language, as it is commonly assumed that when it 
comes to teaching students spoken English, it is more effective when both 
spoken and written versions of the material to be taught are introduced together.  

For this reason, learners of a second/foreign language are often assigned audio 
material along with written material in order to develop their skills in areas like 

listening (Ur, 1984). The redundancy effect states that if learning material 
consists of more  than one part (e.g. written and spoken) and each part is 
identical to the other, this material will be redundant and so reduce the learnerôs 
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cognitive capacity hence hinder learning.  This outcome has been demonstrated 
in several studies related to learni ng English as a foreign language (e.g. Craig, 
Gholson, & Driscoll, 2002).  Contrary to the evidence that suggests a dual 

modality approach is not beneficial; a considerable amount of research has 
stressed the importance of providing learners with multiple versions of 

instructional resources. Borras and Lafayette (1994) for example investigated the 
effects of subtitling on speaking performance using multimedia courseware.  The 
main findings of their research revealed that learners in a subtitled condition 

demonstrated significantly higher performance scores as opposed to those in the 
no subtitled condition. This study is similar to that conducted by Vanderplank 

(1988) in that the effects of subtitles on learning will largely depend on the 
learnerôs level of expertise. Vanderplankôs (1988) research suggested that not all 
language learners benefited from subtitled programs.  Vanderplank showed that 

such programs may be of limited value to low - level learners only.  More recently, 
Moreno and Mayer (2002) examined whether the addition of on -screen text 

would facilitate multimedia learning.  This research revealed that non - redundant 
presentations were superior to redundant presentations.  Students better 
understood multimedia presentations when no on -screen text was added.  Albeit 

the Moreno and Mayer (2002) study corresponds with this field of research, the 
text sections presented were somewhat minute and so may have not imposed an 

intrinsically high cognitive load.  Diao and Swellerôs (2007) research focused on 
whet her the redundancy effect applied to reading comprehension in 
second/foreign language learning, Experiment 1 was designed as an extension to 

this line of research and attempted to test the consequences of learning to listen 
to English as a foreign language  with and without the presentation of spoken 

English.  The four experiments were conducted to observe the modality and 
redundancy effect on second/foreign language acquisition.  It was hypothesized 

that learners of English will be disadvantaged by receivin g a mixed learning 
mode of reading and listening due to redundancy. In contrast, learners who 
receive only a reading mode of instruction will benefit more as extraneous 

cognitive load is reduced.  
 

 

2.  Experiment  
 

2.1. Method  
 

Participants and design: The participants were 38 students ranging in age from 
16 to 22, from an undergraduate English as a foreign language class at the 

University of Balamand, Northern Lebanon.  The participantôs native language 
was Arabic, although most  of the students also spoke French and had had some 
learning experience with English as a foreign language during their middle and 

high school years. Nineteen students were randomly assigned to the Read only 
(R) group and the Read + Listen (RL) group.  

 
Materials: Acquisition Phase. The experiment consisted of an acquisition phase 
(six activities) and a testing phase (two listening tests). For each activity in the 

acquisition phase both reading and auditory materials were required.  All reading 
materials we re presented on individual sheets of A4 paper and all auditory 

materials were presented via a tape recorder, narrated by a female voice.  
 




